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Preface 

A primary reason for this book is grounded in our belief that the world 
needs more and better leaders. This is a comprehensive need that cuts 
across domains, regardless of whether they are business, education, mil- 
itary, public service, or something else. Better leadership is needed. We 
are not proposing a theory about the creation of more world-class lead- 
ers in terms of those who lead nations, armies, or other organizations 
at the top-most level. That would be wonderful, but our aim is more 
modest. We believe that anyone in any role or position can be developed 
to become a more effective leader through the processes of leader devel- 
opment that are described in this book. 

Although there is no shortage of leadership theories or developmen- 
tal practices for leaders, what is missing is any form of a comprehensive 
theory of leader development (i.e., theories about the development of 
individuals as leaders). This is a void that we attempt to fill—at least 
to some extent. We have no illusions that what we offer is the grand 
unified theory of leader development. Rather it is part of the process 
of theory building or theorizing about leader development that we hope 
will help to advance an overarching science of leader development. 

The origins of this book began with an Army Research Institute tech- 
nical report on industry best practices in leader development (Day & 
Halpin, 2001), followed by an expanded exploration of the topic in an 
edited volume on leader development for transforming organizations 
(Day, Zacarro, & Halpin, 2004), and supported by our other work on 
how leaders develop (Day, 2000; Day & Harrison, 2007). Through our 
work on these projects it became apparent that there were many prac- 
tices—and even some apparent “best practices’—that are used in orga- 
nizations to stimulate leader development. But even in cases such as 
the U.S. Army and the Center for Creative Leadership (organizations 
with which we have first-hand, in-depth experience), or any Fortune 
100 multinational corporation where the organization has an explicit 
philosophy and consistent practices to support leader development, the 
overarching approach is largely atheoretical. This lack of theory causes 
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great difficulty when trying to address practical issues such as “what if 

we provide less schooling, but more practical experience?” or “what if 

we provide a young officer (or junior executive) with a greater variety 

of intense leadership challenges?” Without theory, there is no touch- 

stone for making informed, scientifically grounded decisions about such 

questions nor is there a framework for advancing leader development 
research in an informed and systematic manner. 

This book is a beginning, a first step, in taking leader development in 

organizations beyond conventional wisdom toward a scientifically sound 
research-based set of principles and practices. We looked beyond our 
own academic disciplines to bring to bear accumulated wisdom from 
researchers who have developed well-established and accepted theo- 
retical perspectives on adult development processes in general, then 
wove in the ideas that have emerged in more targeted research on adult 
education, development of cognitive skills, identity development, self- 
regulation, moral and ethical development, and related topics. What we 
present is an integrated (or integrative) theory that provides a coherent 
framework for describing and understanding how leader development 
takes place. The theory will not answer directly all of the practice- 
based questions concerning such things as the proper balance between 
classroom and practical experience, but it provides the framework for 
exploring such questions in a systematic way. 

The issue we raised in the opening paragraph about developing more 
and better leaders deserves additional comment because it is contro- 
versial to many researchers and practitioners. Some have wondered, if 
everyone is a leader, then who will follow? This misses the point by a 
wide mark because it reveals a traditional, limited, entity-based approach 
to leadership. This perspective is naive because it assumes that lead- 
ers and followers are different people entirely. We believe that a more 
realistic perspective is based in a process approach to leadership. From 
this approach it is assumed that everyone (or nearly everyone) takes on 
both leader and follower roles in his or her personal and professional 
worlds and that these roles are dynamic in nature. Whereas one person 
might be exercising leadership in a team by virtue of having the most 
formal or informal influence, it could change in an instant if someone 
else brings greater expertise (expert power) or a more helpful under- 
standing (sensemaking) to the issue at hand. The locus of leadership 
is dynamic and changes over time, even possibly within the same role 
episode. Everyone needs to be made a better leader in terms of being 
better prepared to participate in the process of leadership as the situa- 
tion demands and as challenging events unfold. 

Across our interactions with various organizations and audiences, 
one issue seems to be at the center of much interest and concern. This 
issue involves how to accelerate the leader development process. The 
conventional wisdom seems to be that formulating a leadership compe- 
tency model and then developing the included competencies in aspir- 
ing leaders is the best way to accelerate leader development. But what 
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rts the development of leaders and their leadership competencies? 
We believe that the levers to accelerating development really reside in 
_ trying to better understand those supporting issues. Rather than focus- 
ing exclusively on competency acquisition, the key to long-lasting devel- 
opment may be with those underlying or supporting processes. 

We propose that leader development occurs at multiple levels in 
an ongoing, dynamic fashion across -the lifespan. At the most visible 
exterior level is the acquisition of leadership competencies through 

Our 

ies, leader development is similar to developing expertise in 
other domains, which requires concentrated practice over an extended 
period of time—perhaps as long as 10 years. But there are individual 
differences in the process in terms of how quickly expertise is acquired 
and how likely it is to stick. At a next deeper level, we propose that 
processes associated with self-regulation and identity development 
moderate the process of becoming an expert leader. In particular, taking 
on the identity of a leader is seen as pivotal in accelerating developmental 
spirals. At the deepest or most interior level, we argue that leader 
evelopment occurs within the broader domain of adult development. 

Understanding key adult development processes associated with the 
selection, optimization, and compensation of motivating goals and goal- 
related resources provides the fundamental platform for the ongoing 
development of a leader identity and the self-regulation processes that 
accelerate or impede the acquisition of requisite leadership skills and 
competencies. 

Based on this perspective, effective acceleration of leader development 
would focus more on the interior processes of adult development, identity 
development, and self-regulation, and less on the exterior level of observ- 
able competencies. Becoming an expert leader in terms of acquiring the 
competencies to exercise effective leadership comes about as a natural 
by-product of developing the internal core that supports this expertise. 
In terms of physical development, building a stronger individual involves 
an intense focus on acquiring core trunk strength (back, abdomen, and 
chest) that is necessary for then gaining strength in the extremities (arms, 
legs). Focusing solely on the extremities in weight training is unlikely to 
build much overall individual strength and may result in the greater like- 
lihood of injury. It is a rough analogy, but we believe that focusing more 
on the core areas of leader development will lead to stronger and more 
effective leaders in terms of their competence and expertise. 

Although we propose a lifespan perspective on leader development, 
at its core we focus more on adult development than child or adolescent 
development. We believe that this is appropriate for several reasons but 
the most pertinent is the basic difference in what motivates how adults 
and children develop. Whereas child development is driven to a large 
degree by biological maturation processes, adult development is driven 
mainly by experience. But as W. Edwards Deming (so-called father of 
the quality movement in Japan and the U.S.) was noted to say: 

| 

the development of relevant expertise. When framed solely in terms of 
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Experience without theory teaches nothing. Our hope is that through 
this theory-building effort we begin to provide some of the theory that 
has been missing to date in the field, which will help to enhance the les- 
sons of experience that are so important for leader development. 

David Day 
Perth, Western Australia 

Michelle Harrison 
Limerick, Ireland 

Stan Halpin 
Ft. Leavenworth, Kansas 
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Introduction 

The growth and development of people is the highest calling of leadership. 

‘ —Harvey S. Firestone (Founder, Firestone Tire & Rubber Co.) 

Leader development is arguably the most important single program of 
any army. 

—Lieutenant General (ret.) Frederic J. Brown, U.S. Army (2003, p. 68) 

Regardless of the equipment, materiel, logistics, or the organization and 
tactics, successful armies depend on well-trained soldiers and highly 
developed leaders. Although it has been said that armies fight on their 
stomachs, which emphasizes the importance of logistical support, 
armies win through the leadership that creates and implements effec- 
tive responses to the spectrum of conventional and nonconventional 
threats (e.g., terrorism) faced around the world. Effective leadership 
begins with leader development. The Army’s leader development sys- 
tem is emphasized by many senior leaders as a critical component in its 
ability to effectively serve the nation. But what do we really know about 
the process of leader development? Army doctrine speaks of a progres- 
sive and sequential growth process. But does this provide a meaningful 
framework for Army leader development? Is it consistent with what 
is known about adult development, skill acquisition, and other related 
bodies of research? 

The goal of this book is to present an integrative theory of leader 
development. Although this theory was developed with the U.S. Army 
in mind, we believe that the basic propositions and hypotheses gener- 
ated by this theory-building process are relevant for understanding and 
improving leader development in other contexts. The Army is a very 
large organization with more than 1 million soldiers, more than half 
serving in the National Guard and Reserve, and its presence can be 
found in 120 countries around the world. The Army also has a unique 

3 
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and serious mission of protecting and defending the United States and 

its territories. But the nuances of that mission can run the gamut from 

peacekeeping and humanitarian operations to counter-insurgencies 

and active combat situations. Upholding this mission is becoming an 
increasingly complex endeavor. The Army is also unique in that few 

nonmilitary organizations would expect its employees to sacrifice their 
lives or take others’ lives as part of their jobs. Another interesting aspect 
of the Army is that it does not hire from the outside, so there is no 
make/buy decision when it comes to its leaders. Relying completely on 
internal hires is unusual but not unheard of in the corporate world. For 
example, the pharmaceutical company Pfizer does not hire managers 
from the outside either. Over the last 30 years (as of 1997) every one of 
their research directors has come up through the ranks (Steere, 1997). 

Your organization may not have the same demographics or mission as 

the Army, but we believe the central points from this integrative theory 
apply to leader development across a wide spectrum of organizations. 
In a recent study of global human capital issues (IBM Global Business 
Services, 2008), companies cited a lack of leadership capability as one of 
their top workforce challenges. Over 75 percent of companies indicated 
that building leadership talent is a significant challenge, and that is espe- 
cially the case for companies in the Asia Pacific region (88% indicated 
that this is a significant challenge). Furthermore, as noted in the open- 
ing quote from Harvey S. Firestone, the growth and development of 
people is the epitome of leadership. We take the position that leadership 
development is a journey encompassing the entire adult lifespan. To best 
understand and intervene on leader development it is important to have 
a sound foundation in human development and especially adult devel- 
opment. The present theory identifies and integrates the most relevant 
aspects of developmental theory as it applies to leader development. 

Knowledge that speaks to the process of human development but 
has not been systematically or rigorously linked to the process of leader 
development has been accumulated in many scholarly disciplines. In 
addressing the present knowledge gap, our leader development theory 
integrates knowledge and theoretical perspectives from a number of 
different disciplines dealing with sources of individual differences in 
human behavior that are relevant to the development of leaders—espe- 
cially cognitive, social, developmental, and organizational psychology. 
An integrative approach is essential because the human organism is a 
complex system that cannot be understood adequately by looking at 
only one part of an interdependent system. A developmental theory of 
complex leadership skills and competencies cannot be adequately based 
on any one particular discipline or theoretical perspective, regardless of 
whether it is a leadership theory, a developmental theory, a cognitive 
skills theory, or a social identity theory. All of these various perspec- 
tives help to inform the leader development process; however, no single 
approach can address the full complexity and richness of the leader 
development process. As a result, our approach is eclectic in nature, but 
falls generally within the broad field of psychology. 
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There have been previous attempts at developing an integrative 
theory of leadership, drawing together many different leadership theo- 
ries under one conceptual umbrella (e.g., Chemers, 1997, 2000). But 
there do not appear to be any recognized attempts at an integrative 

theory of leader development (Avolio, 2007). There may be good rea- 
son for-this gap in the literature because the implications associated 
with the word “development” are far-reaching. Perhaps most impor- 
tant is the recognition of time. Development occurs over time, and in 
the case of leader development in the U.S. Army, over the course of 
an entire professional career or perhaps even the majority of the adult 
lifespan. Development also involves change, which has had historically 
its own particular research difficulties (Cronbach & Furby, 1971; Day 
and Lance, 2004). 

In particular, development involves growth of some sort—a quali- 
tative or quantitative change in state. Putting these two parameters 
together yields the even trickier notion of change over time that includes 
topics such as personal trajectories, growth modeling, lag times, end 
states, and a whole host of other related topics. For all of these reasons 
associated with addressing time, change, and change over time, an inte- 
grative theory of leader development has to be as much about develop- 
ment as leadership. Rather than spending a great deal of effort trying to 
identify just what leadership is, our approach adopts a perspective that 
is grounded in Army doctrine and manifested in leadership competen- 
cies. A good deal of work has been dedicated to defining leadership and 
delineating effective leadership, yet little attention has been dedicated 
to its development. So in many respects, this integrative theory is more 
about development than it is about the specifics of effective leadership. 
In that spirit we have given more attention to the questions of how and 
why leader development processes unfold than to the question of what 
in terms of the specific content of leadership. The latter has already 
received a great deal of attention in both scholarly literature and the 
popular press. 

A question that presents itself immediately concerns whether there 
is a need for an integrative theory of leader development. Why is such 
a theory needed at all? The answer, like leadership itself, is multifac- 
eted. The first part is practical. As discussed in more detail in the next 
chapter, there is a pressing need to accelerate leader development in the 
Army as well as in most other types of organizations. As noted by a Per- 
sonnel Director of a government agency, “Fifty percent of our leadership 
positions across the organization could be vacated in the next five years, 
so the need to build leaders and pass knowledge on is consistent across 
the organization” (IBM Global Business Services, 2008, p. 20). 

Additional challenges stretch the current levels of leadership capabil- 
ity in the Army. Specifically, there is an increase of task migration from 
higher echelon to lower echelon leaders (Brown, 2003; Bartone, Snook, 
Forsythe, Lewis, & Bullis, 2007). For example, what might have been 
expected as a typical task of a lieutenant colonel a decade or so ago may 
now be performed by a major or even a captain. What was previously 
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done by a captain might now be taken on at times by those who might 

not even be in the commissioned officer ranks. We believe that similar 

task migration is occurring in other disciplines partly as a function of 

the trend toward removing layers of organizational hierarchy and flat- 

tening organizational structures. It is also generally the case that leaders 
in all types of organizations are being exposed to increasingly novel and 
complex challenges. As their attention is drawn to these new challenges, 

those leaders in subordinate positions need to take responsibility for the 
rest of the work that was previously taken on by the higher level leaders. 
As a result, role expectations are expanded and heightened across all 
organizational levels. 

This ongoing task migration from upper- to lower-echelon leaders 
requires greater leader competence at much lower leader echelons than 
previously needed. Part of the impetus behind task migration is the 
overarching strategic imperative of the Army to be as flexible and adap- 
tive as possible “to meet the threats across the spectrum of conflict, 
from global war to isolated instances of asymmetric terrorism” (Brown, 
2002, p. 10). An added impetus comes from proposals to take bet- 
ter advantage of developing computer-based networked information 
systems within military operations (Alberts, Garstka, & Stein, 1999; 
Alberts & Hayes, 2003). As the following quote indicates, the future 
possibility of network-centric (i.e., edge) organizations has wide-ranging 
leadership implications given the proposed need to self-synchronize 
these networks: 

... the leader [needed] for a particular task at a particular time (and place) 
emerges. Exactly who “takes charge” will differ as a function of the char- 
acteristics of the individuals and the situation ... empowered individu- 
als and organizations that constitute an edge organization have a greater 

“bandwidth” for action than their unempowered counterparts in tradi- 
tional hierarchies. (Alberts & Hayes, 2003, pp. 184-185) 

Not addressed in their discussion is the implicit assumption that 
the “empowered individuals” who emerge as leaders will be capable of 
successfully executing this leadership role. What development paths 
should be set down for the next generation of leaders who will function 
effectively in such an organization? 

A well-developed theory can help answer this type of design ques- 
tion by describing proposed mechanisms—call them levers or forces— 
that drive the leader development process. These may take the form 
of relevant individual differences, general developmental processes, or 
other key aspects of leader development. By systematically investing 
research resources in examining and empirically testing these devel- 
opmental forces, the expected result is a set of scientifically supported 
findings that can be implemented in practice to accelerate the leader 
development process. It is for reasons such as this that the eminent 
social psychologist Kurt Lewin noted that “nothing is as practical as a 
good theory” (1945, p. 129) 
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In a similar vein, in his classic discussion of the role of theory in psy- 
chological research, Melvin Marx provides a quote from E. G. Boring: 

I remember how a professor of genetics many years ago showed me 
published drawings of cell nuclei before and after the discovery and 
description of chromosomes. Chromosomes kept showing up in the later 
drawings, not in the earlier. In other words, microscopes do not reveal 
concepts until the concepts have been invented. (Boring, 1953, as cited 
in Marx 1965, p. 6). 

An integrated theory of leadership development will not provide a 
new microscope for examining leadership behavior; however, it will 
provide a clearer and more accurate view as we examine the feasibility 
of relevant organizational concepts and evaluate the possible utility of 
their implementation. 

Another reason for the need for theory is to serve as a guide to where 
to devote research investments. As in most domains, resources available 
for conducting scientific research on the topic of leader development 
are finite. A pertinent question thus becomes where should the invest- 
ments of these limited research resources be made? The answer to this 
question should be guided by theory or some other rational overarching 
strategy. Otherwise, there is the risk of trying to make sense of myriad 
findings across any number of independent studies that have little appar- 
ent theoretical connection. A cumulative effect of theory-based research 
findings has much greater practical potential than a disparate set of seem- 
ingly unrelated results. In short, theory helps to focus research efforts 
and provides for ways of integrating findings across studies. The goal of 
science is to understand, predict, and control phenomena of interest. 
Theory is the frame or skeleton on which empirical science is hung. It 
provides the meaning for interpreting the results of scientific research. 

W. Edwards Deming (the father of the quality movement in the 
U.S.) was fond of saying that experience without theory teaches noth- 
ing. Theory provides the overarching sensemaking frame for experience 
(broadly defined as any empirical fact). Without a theoretical frame- 
work to connect and integrate experiences there is no sensemaking, and 
thus there can be no learning. Theories are the structures of ideas that 
explain and interpret facts. As another great American—Homer Simp- 
son—put it: “Facts are meaningless.. You could use facts to prove any- 
thing that’s remotely true.” We need theories to put facts into context 
so that they can be sensibly interpreted and to help protect us from 
repeatedly “proving” things that are not remotely true. 

Although it may be tempting to use the terms framework, model, 
and theory interchangeably, to do so would be inaccurate. These terms 
range from low to high on a continuum of scientific rigor. We have the 
audacity to call our contribution a theory of leader development with 
full realization that using the term theory with an academic audience 
is like waving the proverbial red flag in front of a bull. It is just asking 
for trouble. Theory holds a very special place in the hearts and heads of 
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academics. We hope that you can reserve judgment for the time being as 

we try to distinguish between these various concepts and explain why 

we believe that our approach is one of building theory, or theorizing, as 

Karl Weick (1995b) said. 
At the simplest level, frameworks can take the form of taxonomic lists 

of variables or constructs. The more intermediate term “models” offers 

some speculation on the relationships among variables or constructs. 
But it is theories that are the most formal and rigorous of these concepts 
because their value resides in the precision of predictions (propositions 
and hypotheses) that serve as their foundation. One other distinction 
should be drawn and that is between theory and doctrine, which will be 
discussed in the following section. 

THEORY VERSUS DOCTRINE 

The Army historically has not had an officially espoused theory of leader- 
ship or leader development, but it does have doctrine. What is the differ- 
ence—if any? Actually, there is a very big difference between theory and 
doctrine. In an ideal world, theory would lead to testable, falsifiable, and, 
ultimately, empirically supported hypotheses. These would then form 
the basis of doctrine. In the real world, however, it does not often work 
that way. A good example of this real-world discrepancy can be found in 
the Army, where leadership and leader development doctrine have been 
around for many decades in spite of not having a formal leader develop- 
ment theory. Nonetheless, the Army is a high-performing organization 
and arguably the very best at what it does. In other domains, corporate 
organizations have policies and practices associated with leader develop- 
ment but rarely if ever are these based in theory. There remains a need 
for theory if there is to be a science that supports the practice of leader 
development. Theory provides the structure for ideas and facts to make 
coherent sense, which is vitally important for something like evidence- 
based management (Pfeffer & Sutton, 2006) to be useful. Otherwise, 
we have the Homer Simpsons of the world using unconnected facts to 
prove anything that is remotely true—or not. Many consultants live in 
this world of atheoretical “facts” as evidenced by their assurances that 
their particular leader development program is effective even though 
they are unable to explain why or how it is so. 

In a literal sense, doctrine refers to something that is taught; a prin- 
ciple or body of principles presented for acceptance or belief. Army doc- 
trine pertains to how professionals within the Army believe the force 
will be deployed. It is a reflection of technology and of the political 
climate. For these reasons, Army doctrine changes roughly every five 
years. As noted by General (ret.) Gordon Sullivan: 

Doctrine touches all aspects of the army. It facilitates communications 
between army personnel no matter where they serve. It establishes a 
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shared professional culture, an approach to operations, and serves as 
the basis for curriculum in the army school system. Doctrine permeates 
the entire organizational structure of the army and sets the direction 
for modernization and the standards for leader development and soldier 
training. (Sullivan, 1999, p. xviii). 

Army leadership doctrine is codified in Field Manual (FM) 6-22 
(Department of the Army, 2006). Central to the FM 6-22 doctrine is 
the Army leadership framework of BE, KNOW, DO that outlines what 
a leader must be in terms of values, attributes, and character; what a 
leader must know in terms of leadership competence; and what a leader 
must do in exercising leadership with regard to influencing, operating, 
and improving. Another important aspect of the Army’s leadership 
doctrine is the emphasis on effective leader development to provide 
a trained and ready army. Effective leader development, in turn, rests 
on a foundation of training and education, expectations and standards, 
and values and ethics. This foundation supports the three leader devel- 
opment “pillars” or core domains of institutional training (i.e., Army 
school system), operational assignments, and self-development. 

Combining the BE, KNOW, DO framework with the pillars of leader 
development provides a powerful heuristic for orchestrating a potentially 
effective leader development process. The developmental pillars offer a 
perspective on how the leader development process transpires and the 
BE, KNOW, DO framework addresses the what or the content of leader 
development. But what is not addressed in FM 6-22 (Department of 
the Army, 2006) is a cogent explanation of why leader development 
occurs at all even under these favorable conditions. There is little atten- 
tion given to explanations—especially scientifically grounded ones—as 
to why leader development occurs or ways to intervene reliably on the 
process with the goal of accelerating desired outcomes. Theory, which 
can be defined as a body of scientifically acceptable principles offered 
to explain phenomena of interest, provides the appropriate guidance to 
answer these types of questions. 

The Army hardly can be faulted for putting doctrine ahead of theory 
when it comes to leader development. After all, it has been noted that 

until very recently the leader development process had not received 
much serious scientific attention and that a science of leader develop- 
ment is still in its early infancy (Day & O’Connor, 2003). One of the 
hallmarks of science is an emphasis on theory testing. This is a problem, 
however, if there are no theories of leader development to test scien- 
tifically. There are some recent notable studies that have begun mak- 
ing headway on these issues (e.g., Chan & Drasgow, 2001; Dvir, Eden, 
Avolio, & Shamir, 2002), although it should be noted that these studies 
were designed to test specific leadership theories in a training context 
and are not theories of leader development. 

Not only should theory inform doctrine, but doctrine should also 
shape how theory is applied in practice. For example, the Army specifies 



10 An Integrative Approach to Leader Development 

that an effective leader demonstrates competence in various cognitive, 

behavioral, and social domains. But how does this competence develop? 

What are the mechanisms that underpin the development of leader- 

ship competencies? These are the kinds of questions that theory is 

designed to address. If competence is desired, then how does it develop 

over time, why does it develop (or not), and how might interventions 

be designed to speed its development? These are important questions 
that arise from Army doctrine that theory can help to address. 

WHAT IS THEORY? 

In theory there is no difference between theory and practice. But in prac- 
tice there is. 

—Yogi Berra 

One would think that, with all attention paid to theory, theory testing, 
and the scientific method, there would be clear consensus on what con- 
stitutes sound theory. Unfortunately, this does not appear to be the case. 
There seems to be greater consensus on what theory is not (Sutton & 
Staw, 1995) than what theory is. According to Sutton and Staw the fol- 
lowing all pertain to parts of a scientific paper that are not theory: (a) 
references, (b) data, (c) lists of variables or constructs, and (d) hypoth- 
eses or predictions. We can add the perspective of Stephen Jay Gould 
that facts are not theory either, nor are data, typologies, or metaphors 
(Bacharach, 1989). 

Bacharach (1989) offers a generic definition of theory as “a state- 
ment of the relations among concepts within a set of boundary 
assumptions and constraints” (p. 496). Others have argued that 
strong theory is made of compelling answers to the questions of how, 
when, and most importantly why (Merton, 1967). Theory is about 
the connections among phenomena; it emphasizes the nature of causal 

relationships in identifying what comes first as well as the timing of 
events. Conversely, the goal of description is to answer the question of 
what. Strong theory goes beyond the mere description of phenomena 
of interest and delves into the underlying processes with the goal of 
understanding why things occur or do not occur. As summarized by a 
prominent organization theorist, good theory explains, predicts, and 
delights (Weick, 1995b). 

Bacharach has proposed a general set of criteria for evaluating organi- 
zational theories. In designing a theory, he argues that three interrelated 
issues need to be elaborated: (a) variables, (b) constructs, and (c) rela- 
tionships. A variable is any observable entity capable of assuming two or 
more values (Schwab, 1980), whereas a construct is more of a hypotheti- 
cal configuration of a given phenomenon. Although variables are often 
thought of as any measured attribute or property in which objects, 
events, or people can vary, constructs are the underlying phenomena of 
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interest and are not necessarily measured. For example, IQ is a variable, 
whereas intelligence is a construct. The relationships take the form of 
propositions (construct to construct) and hypotheses (variable to vari- 
able) that are proposed as a way to summarize the essential ingredients 
of a theory. Bacharach notes: 

[T]heoretical systems take the form of propositions and proposition- 
derived hypotheses. Whereas both propositions and hypotheses are 
merely statements of relationships, propositions are the more abstract 
and all-encompassing of the two, and therefore relate the more abstract 
constructs to each other. Hypotheses are the more concrete and oper- 
ational statements of these broad relationships and are therefore built 
from specific variables. (Bacharach, 1989, p. 500) 

Criteria for Theory Evaluation 

Bacharach proposed two primary criteria for evaluating theory: 
(a) falsifiability, and (b) utility. The notion of falsifiability, grounded in 
Popperism (Popper, 1959), involves whether a theory can be refuted 
empirically. To be falsifiable, a theory must be constructed in such a 
way that it is sufficiently coherent so that it is possible to be refuted. 
The dimension of utility refers to the usefulness of theoretical systems 
such that they provide both explanation and prediction. Incomplete 
theoretical systems can be used to make predictions but they do not 
provide explanations (i.e., they fail to adequately answer the why 
question). 

Applying the falsifiability and utility criteria to the components of 
variables, constructs, and relationships provides a detailed framework 
for evaluating theories (see Table 1.1). A sound construct relies on a 
clear and coherent operational definition (Bridgman, 1945). Mak- 
ing construct definitions operational improves precision, and at mini- 
mum, they must be such that they are “repeatable and performable on 
demand” (p. 246). It is considerably more difficult to falsify an ambigu- 
ously defined construct than one that is clearly defined in operational 
terms. Issues regarding the falsifiability of variables also revolve around 
measurement concerns, especially reliability. 

The falsifiability of relationships often comes down to evidence of 
logical and empirical adequacy. Logical adequacy requires demon- 
strating that the relationships in the theory are nontautological and 
the nature of the relationship between antecedent and consequent 
are specified. Empirical adequacy has to do with how the proposi- 
tions and hypotheses are operationalized. They must be operational- 
ized in such a way that the theory is possible to disconfirm (Popper, 
1959). 

The utility or usefulness of variables and constructs pertains to the 
issue of scope. Theory needs to appropriately balance the competing 
concerns of comprehensiveness and parsimony. Overall, constructs and 
variables with broader scope have greater explanatory power. However, 
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TABLE 1.1 Criteria for Evaluating Theories 

Falsifiability Utility 

Operationally defined? Variable scope 

: Measurement issues 

NES ¢ Reliability 

¢ Content validity 

Clarity and parsimony Construct scope 

es: Construct validity 

e Convergent 

e Discriminantnt 

Logical adequacy Explanatory potential 

¢ Nontautological ¢ Specificity of assumptions 

¢ Specified nature of regarding objects 

relationship e Specificity of assumptions 

‘ ___ Empirical adequacy regarding relations 

EeeaOnS REPS More than one object or ¢ Scope and parsimony of 

time frame propositions 

Predictive accuracy 

¢ Probabilistic versus theory 

based 

Note: Adapted from Bacharach (1989). 

constructs and variables that are too broad run the risk of being 
unsuitable due to poor measurement qualities (leading to problems 
with variable falsifiability) or due to a failure to demonstrate discrimi- 
nant validity (and consequent difficulties with construct falsifiability). 
When it comes to the utility of relationships, the overarching concerns 
are with explanatory potential and predictive adequacy. 

Explanatory potential rests on the specificity of assumptions regard- 
ing objects of analysis and the relations among objects in addition to the 
balance between scope and parsimony of propositions. Scope is defined 
as the range of phenomena addressed in the theory, such that a theory 
that can accommodate a wide range of objects of analysis (e.g., leaders 
at all organizational levels not just those at upper levels; or leaders from 
all backgrounds not just Army leaders) is preferable to one that is appli- 
cable to a single object only. Parsimony in this context refers to the ratio 
of hypotheses to propositions. A theory that contains a higher ratio of 
hypotheses to propositions (e.g., 5:1) is preferable to a theory with a 
lower ratio (e.g., 2:1). Essentially, the former can potentially explain 
more relations than the latter. Thus, in the context of theory, parsi- 
mony is more in line with explanatory potential than with simplicity 
per se. 
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Predictive accuracy of a theoretical system refers to its ability to 
make sound predictions within a bounded framework of space and 
time. Given a large sample and extensive time in terms of how often 
objects are measured, it is possible to demonstrate empirical prediction 
even with little or no theoretical explanation (Cohen, 1994). Thus, it 
is far superior to be able to make focused predictions that can be sup- 
ported by data rather than those unbounded by space or time. 

To summarize, a good theory has (a) well-defined variables with 
a broad enough scope to address a meaningful range of behavior, (b) 
clear and parsimonious constructs with suitable scope and appropriate 
validity, and (c) relationships that provide logical, defensible, and useful 
predictions. In evaluating theory, it is important to address these multi- 
dimensional criteria as a whole, recognizing that a theory cannot be seen 
as acceptable by meeting just one or two ideal criteria. Furthermore, only 
a theory that meets the entire set of criterion indicators can be endorsed 
as acceptable or superior to alternative comparison theories—at least 
until disconfirming evidence is presented. In terms of developing the 
present theory of leader development, certain criteria were seen as more 
relevant than others. Specifically, the important notions of variable and 
construct falsifiability rely to a large degree on empirically based analy- 
ses (e.g., reliability analysis, convergent and discriminant validity analy- 
sis). Although we are unable to collect primary-source data to evaluate 
these criteria at present, we are able to evaluate the psychometric data 
on existing variables and constructs that may be valuable in our theory 
development efforts. Attempts will be made to address all other criteria 
for theory evaluation outlined by Bacharach and others. 

HOW BAD THEORIES DESTROY GOOD PRACTICES 

An argument has been offered in the management literature suggest- 
ing that the imposition of bad management theory on organizations 
has contributed to the kinds of corporate scandals witnessed recently 
(Ghoshal, 2005). In fact, the author’s tone was quite accusatory, 
claiming that business schools were guilty of “propagating ideologi- 
cally inspired amoral theories’ that “have freed their students from 
any sense of moral responsibility” (p. 76). Pretty harsh words, but the 
underlying point seems to be valid: most management theories seem 
to be value-less, or at least values-light. Indeed, until the recent trends 
in positive psychology (Snyder & Lopez, 2002) and positive organiza- 
tion scholarship (Cameron, Dutton, & Quinn, 2003) there was very 
little discussion of values in management or leadership theory (with the 
possible exception of transformational leadership theory; e.g., Bass & 
Steidlemeier, 1999; Kuhnert & Lewis, 1987). For example, a highly 
regarded study that was one of the first to address managerial com- 
petence defined job competency as “an underlying characteristic of a 
person which results in effective and/or superior performance in a job” 
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(Boyatzis, 1982, p. 21). The author is silent about the kinds of values 

that support effective job performance, with the exception of cultural 

values that might serve as some boundary conditions in the external 

environment. 

Because of the seriousness of its mission, the Army cannot afford a 

valueless theory of leader development. Army leaders shoulder an awe- 

some responsibility in terms of human life—for those under their com- 
mand as well as those with whom they engage in both the civilian and 
military sectors. Because of this responsibility, it has been said that the 
Army is a kind of organization fundamentally different from those in 
other domains (business, education, religion). When an organization 
such as Enron fails at such a spectacular level there are many, many 
people who are hurt. But this is mainly—but not completely—financial 
damage. If the Army fails, the hurt is much more traumatic in terms of 
physical injury and death. That is why any theory of Army leader devel- 
opment must be solidly grounded in Army values and doctrine. But it is 
also true that leader development in any organizational context should 
be grounded in the core values of the organization. 

The development of Army leaders occurs as part of the ongoing moral 
development of its leaders, which is embedded in an even longer-term 
process of adult development. This brings the focus back to a point 
made at the beginning of this chapter: Any comprehensive theory of 
leader development must be eclectic in its content. Moral development, 
values-based leadership, critical thinking skills, self-awareness, iden- 
tity development, skills acquisition and expertise, adult learning, and 
mental models are all potentially important theoretical components, 
as are process-based concerns related to modeling personal trajectories 
of development, and ultimately, accelerating the leader development 
process in practice. Such an ambitious practical concern requires a solid 
basis in good theory and sound values. This is our overarching goal. 

PLAN OF THIS BOOK 

In the course of completing this theory development project, we reviewed 
hundreds of theoretical and empirically oriented research papers across 
a diverse array of topics and disciplines. This extensive review of the 
literature is summarized into a series of chapters that are presented in 
the following section. Collectively, these chapters represent the founda- 
tional content for the integrative theory of leader development. Readers 
who are mainly interested in the theory and believe they have sufficient 
background in the literature may choose to skip directly to Section 5. For 
particular sections of the theory where it is likely that additional back- 
ground would be helpful, references to specific background chapter(s) 
are identified in the text. Despite this invitation, we believe, like most 
systems theorists, that differentiation always precedes integration. 
Thus, we sincerely hope these various chapters on specialized topics are 
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helpful background in understanding the foundation for our proposed 
integrative theory of leader development. 

The background papers in Section 2 cover a variety of related top- 
ics, including developmental theory relevant to the overarching goal of 
accelerating leader development (Chapter 2); conceptualizing leader 
development through the lens of adult development (Chapter 3); and 
assuming a longitudinal focus and the implications of personal trajecto- 
ries of development (Chapter 4). 

Section 3 provides an overview of three components of adult develop- 
ment that are relevant for understanding leader development: identity 
development and the role of leader identity development (Chapter 5}, 
moral development and the influence of values and ethics in leadership 
development (Chapter 6), and epistemic cognition, reflective judgment, 
and critical thinking skills needed for developing leaders (Chapter 7). 

Section 4 provides a discussion of various approaches to understand- 
ing leadership: mental models and conceptualizing leadership in terms 
of a knowledge structure (Chapter 8), considering leader development 
as gaining expertise through skills acquisition and competency develop- 
ment (Chapter 9), learning from experience and adult learning as the 
basis for leader development (Chapter 10), and leadership as systems 
output from teams and organizations. 

As noted previously, Section 5 elaborates on the integrative theory 
of leader development that focuses on developing the expert leader. 
The three general areas that the theory integrates are based in (1) the 
expertise literature, and how leaders develop through skills acquisition 
and competency development; (2) identity processes and individual dif- 
ferences in self-regulation that guide leader development; and (3) how 
selection-optimization-compensation processes of adult development 

can be used to maximize developmental gains and minimize losses in 
accelerating leader development. This section also includes a number of 
theoretical propositions that compose the theory. 

Section 6 offers conclusions and final thoughts about the integra- 

tive theory, and makes suggestions on moving from theory to research 
and then from research to practice. This section also summarizes ways 
in which the theory can contribute to the enhancing and accelerating 
leader development. Specific hypotheses offering further detail of the 
propositions and potential boundary conditions for the proposed theory 
are also discussed. 
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Perspectives from Adult 
Development Literature 

This section introduces various perspectives from the adult develop- 
ment literature. The included chapters explore issues such as: (a) What 
is developing when we discuss leader development, (b) Can the leader 
development process be accelerated, and (c) How can we measure and 
model leader development? Specifically, Ch. 2 focuses on what it means 
to accelerate development. Ch. 3 discusses how leader development can 
be best understood as grounded in adult development. Finally, Ch. 4 
focuses on particular methodologies regarding measuring and modeling 
change and development. 

1 
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Accelerating Leader 

Development 

The Army used to have all the time in the world and no money; now 
we've got all the money and no time. 

—General George C. Marshall (attributed) 

I took a speed reading course and read War and Peace in twenty minutes. 
It involves Russia. 

—Woody Allen 

OVERVIEW 

A central theme of this book is that the leader development process can 
be accelerated through the application of scientifically based principles 
derived from theory and research from diverse areas such as developmen- 
tal psychology, lifespan development, adult learning, Gestalt psychol- 
ogy, expertise and skill acquisition, leadership, and growth modeling, as 
well as training and development (among others). These various areas 
contribute diverse perspectives that are helpful in better understanding 
the leader development process, yet there has been little effort directed 
at synthesis and integration. The systems theory maxim that differ- 
entiation always precedes integration (Gharajedaghi, 1999) certainly 
seems to apply to the state of the field of leader development. There 
is a multitude of differentiated perspectives but no integrated theory 
of leader development. Accelerating leader development depends fore- 
most on having a comprehensive, integrated theory on which to base 
research and practice (Day & Zaccaro, 2004). Our purpose is to provide 
the much needed integration across these differentiated perspectives. 

19 
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Although no doubt there are limits to what can be accomplished when 

the goal is accelerated development, it is not as simple as taking a speed 

reading course. 
An immediate question to be addressed is why the need for acceler- 

ated development at all? What are the drivers of this apparent need to 

bring about the development of leaders more quickly than is presently 

accomplished? Naturally, there is no single (or simple) reason behind 

this need, just as the notion of acceleration may be oversimplifying our 

intent. There seems to be little argument that the challenges faced by 
individuals and organizations have become increasingly complex. As 
an example, terrorism might be the epitome of the kind of complex 
challenges that require different ways of leading. Terrorist actions are 
unpredictable, often uncontrollable, and require a sophisticated reper- 
toire of thinking and acting to adapt quickly to threats. Terrorism may 
seem like an extreme example to nonmilitary organizations, but there 
are many examples of this kind of complex challenge where there are 
no pre-existing resources, tools, solutions, or sensemaking strategies for 
accurately naming and describing the challenge (Heifetz, 1994; Weick, 
1993). 

One strategy that has been widely adopted in responding to the 
greater number of complex challenges in today’s environment is to 
reduce bureaucracy, primarily by cutting layers of management. In 
reducing bureaucracy, organizations are changing their structures, 
reducing layers of management control, and seeking to become more 
agile and responsive to their environments. As a result, the structure 
that holds organizations together is becoming increasingly tenuous. Karl 
Weick (1993) wrote about what he called a “recipe for disorganization” 
that might be more prevalent than typically thought. The recipe reads: 

Thrust people into unfamiliar roles, leave some key roles unfilled, make 
the task more ambiguous, discredit the role system, and make all of these 
changes in a context in which small events can combine into something 
monstrous (p. 638). 

Under such conditions even the sturdiest of organizations are at risk 
when the formal structure is so severely challenged. The result, Weick 
warns, is that “there is no leader, no roles, no routines, no sense” (p. 643). 

Leadership offers a potent antidote to structural disorganization. 
But rather than expecting a single leader to hold the answers to every 
complex challenge (which is an impossible feat), organizations can be 
buffered from disorganization by preparing people at all levels to bet- 
ter participate in leadership processes. It is more than a mere slogan 
that all organizational members need to be leaders and all leaders need 
to be better prepared to participate in leadership, whatever its form. 
Regardless of whether there is a real leadership crisis within organiza- 
tions today or that it just seems that way, the fact remains that organiza- 
tions are more vulnerable as they restructure and are vulnerable more 
often to various types of internal and external threats. As a result, there 
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is an acute need to develop leadership more comprehensively across all 
organizational levels and to do so as quickly and efficiently as possible 
(Day & Halpin, 2004). 

The notion of accelerating leader development implies that devel- 
opmental experiences or initiatives might be condensed, shortened, or 
somehow reduced in reaching a developmental target more quickly. 
This assumption requires additional explanation because it could eas- 
ily be misconstrued. We are not suggesting, for example, that accelera- 
tion simply means that a 5-week leader development program might 
ultimately be completed in 3 weeks. Nor are we suggesting that career 
tracks might be radically altered such that an individual might be able 
to attain a rank of major in the same amount of time it has tradition- 
ally taken to attain the rank of captain (again, for example). There is 
an adage in the Army that soldiers train to standard and not to time. 
Despite this saying, the reality of training is that it is often the reverse. 
Distinct time boundaries are often placed around training and develop- 
ment experiences, regardless of organizational context. Even when a 
standard is reached, there are few assurances that this standard could be 
re-attained or that mastery performance could be repeated continuously. 
There are important (and limiting) implications of this tendency. 

OPTIMIZING DEVELOPMENT 

A distinction has been made in the applied psychology literature 
between typical and maximal performance (Sackett, Zedeck, & Fogli, 
1988). Typical performance pertains to the usual level of functioning or 
output with regard to a particular job or task. Another way of thinking 
about this is as the individual performance level under ordinary working 
conditions. In the leadership domain it might be construed as the “aver- 
age leadership style” demonstrated by a leader. Maximal (or maximum) 
performance is defined as performance under conditions when there is 
explicit awareness on the part of an individual that he or she is being 
evaluated. Under those conditions there is intentional effort to maximize 
performance. Performance is measured under limited time duration so 
that the performer’s attention remains focused on the accepted goal of 
maximum performance. In leadership terms this might be similar to 
crisis leadership or leadership in a dangerous or stressful situation. 

Research on job performance indicates that typical performance and 
maximal performance are not highly correlated, especially for novices. 
On typical and maximal speed measures, Sackett et al. (1988) reported 
a correlation of .14 for new hires (novice) and .32 for experienced 
employees (expert). This raises a potentially important criterion of the 
gap (or correlation) between typical and maximum performance as an 
index of developmental readiness. The lower the gap or the higher the 
correlation between what someone handles typically and what can be 
accomplished optimally under the proper circumstances might serve as 
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an indicator of how ready someone is for a new developmental challenge. 

The underlying implication is that a large gap between typical and max- 

imal performance is consistent with a novice status whereas a small 

gap is more indicative of expert status, with the latter being readier for 

further development. We should note that this is still only speculation 

or just an interesting hypothesis for the time being. 

An interesting point when it comes to standards-based training is that 

reaching a particular standard during training and development may 
be the result of maximal rather than typical performance. But as this 
performance level eventually becomes the norm over time in terms of 
becoming typical performance, it is routinized to the degree that addi- 
tional cognitive, social, and physical resources are available for handling 
a different and perhaps more complex demand. In this case typical per- 
formance is more aligned with maximal performance and thus the indi- 
vidual is developmentally ready for a challenging stretch assignment. 

The distinction between typical and maximal performance (and the 
implications of this distinction) is important for understanding devel- 
opmental issues as well. It has been noted that after adolescence, people 
do not routinely function at their highest developmental level. Task 
performance varies systematically (but usually below the highest level) 
as a function of environmental conditions such as practice and contex- 
tual support (Fischer, 1980; Kitchener, Lynch, Fischer, & Wood, 1993). 
There are both intrinsic and extrinsic motivational issues at play. Con- 
sequently, because discontinuous jumps in development require opti- 
mal performance levels, most skill development in adulthood at best 
shows slow, gradual improvement (Fischer & Kenny, 1986). 

There are two proposed implications from these findings. First, as 
noted, discontinuities or sudden alterations in the pattern of develop- 
ment occur only when people are performing at or near their optimal 
level for the most complex skill they control. In other words, typical and 
maximum performance is highly correlated. Fischer and Kenny (1986) 
note that most adults show a large gap between their optimal level and 
the level at which they usually function. Second, environmental con- 
ditions largely determine when people perform consistently at their 
optimal level. At higher developmental levels, support and practice 
become increasingly necessary for high-level functioning (Kitchener et 
al., 1993). The environment must provide a context that induces and 
supports performance of behaviors that constitute the skill. There also 
must be the motivation (whether intrinsic or extrinsic) to practice until 
the skill has been mastered and then used continuously so that mastery 
is retained. 

Returning to the theme of accelerating leader development, we hope 
that the distinction drawn between typical and maximum perfor- 
mance can help underscore an important limitation of trying to accel- 
erate development beyond the limits of individual potential. The risk 
of focusing solely on time as the criterion of interest in the research 
and practice of leader development is that the result (ironically) would 
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likely be that development is slowed. Without adequate environmental 
support and sufficient opportunity to practice a skill to mastery, there 
will likely be only slow, incremental change in development. Providing 
a supportive (yet challenging) environment with a reasonable amount 
of time to attain mastery (i.e., minimize the gap between typical and 
maximum performance) might be necessary for quick, discontinuous 
jumps to higher developmental levels. The key is to find that ideal bal- 
ance between investing sufficient resources needed for mastery without 
wasting additional resources unnecessarily. 

An Army example might help to better illustrate this issue. Informal 
discussions among Army officers indicated that an especially meaning- 
ful developmental experience was the opportunity to serve as a platoon 
leader a second time. However, most officers only had one opportu- 
nity to serve in this capacity. What then made this apparently such an 
important source of leader development for these officers? One poten- 
tial explanation can be found in the social cognition literature on cogni- 
tive scripts and another in the organizational literature on sensemaking 
(Gioia, 1986). 

Cognitive scripts are a specialized type of schema for action. Scripts 
guide behavior in familiar situations such that actions can be deter- 
mined and undertaken almost in a “mindless” (i.e., automatic) manner. 
The first time someone assumes responsibility for a platoon there is no 
cognitive script in place to know what to do or how to guide behav- 
ior automatically. Everything seems to require a great deal of cognitive 
effort. Behavior is deliberate and mindful and there are fewer cogni- 
tive resources available for understanding what is happening around 
the platoon leader (i.e., sensemaking). But by one’s second rotation as 
platoon leader there is more of a script in place and more opportunities 
for learning not only what to do and how best to do it, but most impor- 
tantly, why it should be done. A richer implicit theory is developed and 
a more meaningful developmental experience is the likely result. 

In addition to a more developed implicit theory, it is also likely that 
leadership self-efficacy is enhanced in such cases. Self-efficacy refers to 
an individual’s belief in his or her capabilities to reach given goals (dis- 
cussed more thoroughly in Chapter 13). The officer in his or her second 
platoon leadership assignment has more confidence with regard to how 
to take charge of a platoon, how to deal with disciplinary issues, how to 
build a positive working relationship with the senior noncommissioned 
officer, and so forth. An identity as a leader has begun to emerge and 
take shape. Furthermore, expertise as a platoon leader has developed to 
a higher level. 

It would be interesting to go beyond anecdotal accounts and conduct 
a longitudinal examination of any long-term career effects of this sec- 
ond leadership experience. Do two-term platoon leaders have a better 
developmental experience and perform more effectively as company 
commanders than one-term platoon leaders? There may be heightened 
developmental readiness among those platoon leaders who have more 
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likely reached optimal (maximum) performance in their second platoon 

leadership experience than those who take on a more complex assign- 

ment as a company commander after only one stint as a platoon leader. 

We hope to foster a better understanding of these processes by placing 

them within a context of a broad theoretical understanding of leader 

development. The eventual goal is the design and development of inter- 

ventions to provide similar consolidation and growth in order to acceler- 
ate leader development. 

DEVELOPMENTAL READINESS 

We believe that a key issue in enhancing (as well as accelerating) leader 
development is assessing the developmental readiness of individuals. As 
alluded to. above, developmental readiness refers to how prepared an 
individual is to benefit and learn from a developmental experience. 
Readiness is thought to be a function of optimal functioning at the pres- 
ent level, but more specifically related to individual differences such as 
an appropriate learning orientation as well as the self-efficacy for leader- 
ship (Avolio, 2004). It is interesting that Avolio believes that develop- 
mental readiness is also related to a person’s level of moral reasoning. 
He argues that individuals with lower levels of moral reasoning will 
have difficulty critically evaluating how they come across as leaders {i.e., 
lower self-awareness). Such individuals are less capable of stepping back 
to see how their actions affect others. With heightened moral reason- 
ing comes the reflective capacity that allows an individual to more fully 
reevaluate his or her own leadership and the relationships that are built 
with others. 

This illustrates an important point about the multifaceted and mul- 
tifunctional nature of development. As discussed in the next chapter 
on adult development, it is helpful to portray a web of development in 
which various strands interact in mutually reinforcing ways rather than 
thinking of development as unidimensional and having a singular func- 
tion. Leadership competencies, moral reasoning, critical thinking skills, 
and social identity are different but interrelated components of adult 
development. They may follow somewhat different developmental tra- 
jectories, but they tend to be mutually reinforcing. 

In the education literature, there has been a great deal of interest in 
aptitude—treatment interaction (ATI) models (Cronbach & Snow, 1977). 
The basic notion of ATI is that certain treatments or interventions are 
better suited to individuals at a particular aptitude level. An example 
from the field of education would be the hypothesis that a child has the 
necessary aptitude for one kind of reading method and not for another. 
The implication is that to maximize learning (or development), the 
appropriate treatment must be matched to the aptitude level of the 
learner. Aptitude is often defined in terms of readiness (Snow, 1991). 
This perspective apparently harks back to Alfred Binet, who identified 
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properties, qualities, states, or conditions of persons (rather than traits 
or entities) that enable profitable learning or development under given 
situational conditions. These properties are likely to include behavioral, 
affective, as well as cognitive factors. The ATI perspective proposes that 
different composites of these factors are relevant to different learning or 
developmental situations and that a complex reciprocity exists in which 
a person may be ready to profit from one kind of treatment (e.g., devel- 
opmental experience) and not from another aimed at the same goal. 

From the preceding description it should be evident how the ATI 
approach is also relevant to the topic of accelerating leader develop- 
ment. The concept of developmental readiness is very close in meaning 
to how aptitude has been conceptualized in the ATI literature. Match- 
ing individual aptitude to appropriate developmental experiences is 
likely to enhance and accelerate learning and leader development. Con- 
versely, mismatching aptitude with an experience could retard or other- 
wise impede development. Although there are a number of unresolved 
issues about how to best measure aptitude or readiness, there are clearer 
guidelines on how to evaluate and assess ATI research. For example, 
the typical ATI experimental design has been re-conceptualized as a 
set of individual growth models for individual differences in response 
to intervention (Rogosa, 1991). This allows researchers to incorporate 
maturational processes into their models and thus provide a better esti- 
mate of ATI effects. 

ZONE OF PROXIMAL DEVELOPMENT 
AND DEVELOPMENTAL POTENTIAL 

A basic assumption originating in the child development literature, but 
also relevant to adult development, is that a particular task, experience, 
or intervention must occur within an individual’s zone of proximal develop- 
ment for growth to occur. This concept was first introduced by Vygotsky 
(1986/1934), who proposed that a task must be within someone’s devel- 
opmental reach such that with effort and minimal “scaffolding” by oth- 
ers, an individual can move to a higher level of functioning. Certain 
factors keep tasks within an adult’s zone of proximal development. 

One important factor is the foundational capabilities that contribute 
to effective individual learning. These capabilities tend to be somewhat 
task-specific (although some might be more generic than others) and 
contribute to basic competency on a task. In the domain of leadership, 
the fundamental parameters of a particular technical challenge would 
need to be understood before a leader could have the credibility to set 
the direction of a team. These types of foundational capabilities are 
not stable over the lifespan, and intervening to enhance the capabili- 
ties can increase an individual’s “zone” and, in turn, enhance develop- 
ment. A relevant example might be found in the assertion that leader 
development in the form of enhancing individual human capital usually 
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must precede leadership development, which pertains primarily to the 

growth of social capital’ between individuals (Day, 2000). In simpler 

terms, individuals first must have the basic kinds of skills to be able 

to build effective relationships with others before social capital that is 

embedded in those relationships with others can be realized. 

Another important factor that shapes an individual’s zone of proxi- 
mal development is the level of support from the environment, or the 
capacity to acquire adequate support resources. Having a social support 

network that can provide feedback, modeling, as well as reinforcement, 
in addition to environmental support associated with a formal interven- 
tion, can help an individual bridge certain gaps and allow development 
to occur despite inadequacies in foundational capabilities. Conversely, 
environmental obstacles can interfere with the use of basic capabilities 
or environmental pressures can greatly exceed an individual’s capacity. 
In such cases in which foundational capabilities are exceeded and where 
there is a lack of contextual support, the zone of proximal development 
is not likely to be reached. In such cases, individuals often feel “in over 
their heads” and subsequent development rarely occurs (Kegan, 1994). A 
person is overwhelmed by the experience and has a difficult time making 
sense of things. The ability to make sense of one’s experience is critical to 
learning and without learning there is not much hope for development. 

Foundational capabilities and contextual support alone are insuffi- 
cient; there also needs to be motivation to engage in the experience and 
to learn. Development cannot be forced and it will not occur unless 
there is at least a minimum level of motivation and some degree of a 
learning orientation in addition to a performance orientation (these 
terms will be explained in greater detail in subsequent chapters). And 
as noted in the section on optimizing performance, environmental sup- 
port is critical for helping individuals reach mastery and thus prepare 
them for rapid jumps in development. 

Related to the concepts of zone of proximal development, as well as 
developmental readiness, is the search for the potentialities of develop- 
ment (Baltes, Staudinger, & Lindenberger, 1999). This search falls under 
the general category of intra-individual plasticity or malleability (ice., 
capable of being shaped by the environment or experience). The search 
for the conditions and range of developmental plasticity (including its 
age-associated changes) is fundamental to the study of development. A 
relevant distinction has been drawn in the study of plasticity between 
baseline performance, baseline reserve capacity, and developmental 
reserve capacity (Baltes, 1987; Kliegl, Smith, & Baltes, 1989). 

Baseline performance reters to what individuals can do on a given task 
under standardized conditions of assessment. Baseline reserve capac- 
ity identifies the current level of plasticity available to an individual. 
This capacity consists of an individual's performance capability if the 
conditions of assessment are optimized without any additional efforts 
targeted at enhancing the cognitive and motivational resources avail- 
able to a person. Developmental reserve capacity is targeted at specifying 
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what is possible (in principle) if cognitive and motivational optimizing 
interventions are used. It involves the assessment of performance fol- 
lowing interventions or experiences that are targeted at optimizing an 

individual’s cognitive and motivational potential or reserves (Kliegl et 
al., 1989). The concept of developmental reserve capacity is of par- 
ticular relevance to the goal of accelerating leader development. With 
appropriate methodologies, it might. be possible to assess the amount 
of developmental reserve capacity an individual possesses and estimate 
a personal trajectory for leader development. Major efforts have been 
made to develop the kinds of methodologies that can be used to gain 
a full exploration of age-related changes in plasticity and any limits on 
plasticity. 

One set of methods that has been developed to study individual dif- 
ferences in cognitive plasticity among adults is called testing-the-limits 
(Kliegl et al., 1989; Lindenberger & Baltes, 1995). The overarching 
goals of testing-the-limits research are to “compress time by providing 
for high-density developmental experiences ... and to identify asymp- 
totes of performance potential (plasticity)” (Baltes et al., 1999, p. 482). 
These asymptotes are obtained under optimal conditions of support, 
and thus are hypothesized to estimate the upper range of age-specific 
developmental potentiality. Testing-the-limits involves a class of inter- 
vention strategies (rather than a specific methodology) that seeks to 
explore and quantify the effects of theory-guided practice and other 
procedures associated with cognitive engineering. Using these proce- 
dures allows researchers to estimate maximum levels of performance 
potential (i.e., developmental reserve capacity) in a step-by-step fash- 
ion. The result is a fine-grained picture of what participants would be 
able to do under idealized experiential conditions. 

Testing-the-limits research procedures have not been used exten- 
sively, are extremely time intensive, and have been designed primarily 
for micro-level cognitive processes (e.g., mnemonic memory). Despite 
these limitations, there are also potential advantages of using versions 
of such procedures in conjunction with leader development. For exam- 
ple, the similarities between testing-the-limits research and research 
conducted on expertise (Lindenberger & Baltes, 1995) suggest that the 
aspects of leader development involving skills acquisition and the devel- 
opment of expertise may be especially suited to testing-the-limits types 
of research. The potential practical value lies in better understanding 
the kinds of optimization strategies that can enhance and accelerate 
leader development. 

CONCLUSIONS 

The focus of this chapter was on further explicating what is and is not 
meant by accelerating leader development and why it is considered to 
be a critically important objective. As organizations face increasingly 
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complex challenges across the complete spectrum of operations, there 

is a heightened vulnerability for organizational failure. Leadership can 

provide much of the glue that holds an organization together as struc- 

tures begin to pull apart. Coupled with the notion of task migration 

(see Chapter 1), there is an acute need for enhanced leadership across 
all levels and specialty functions. 

We suggested that one way of accelerating the leader development 

process is to optimize development through minimizing any gap 
between typical and maximum performance. The closer someone's 
typical or average performance is to how he or she can perform maxi- 
mally (above some standard), the more likely that the person is devel- 
opmentally ready to move to the next level. Additionally, the concept 
of developmental readiness is very close in meaning to how aptitude has 
been conceptualized in the ATI literature. Matching individual apti- 
tude to appropriate developmental experiences is likely to enhance (and 
accelerate) learning and leader development. Conversely, mismatching 
aptitude with an experience could delay or retard development. Thus, 
integrating research and theory from industrial-organizational psychol- 
ogy, developmental psychology, and the instructional design literatures 
provides distinct insights into some possible ways that leader develop- 
ment can be accelerated—at least theoretically. 

Additional perspectives, primarily from research in the area of 
developmental psychology, have discussed the notion of potentialities 
of development (or developmental potential). This literature supports 
the assertion that there are individual differences in the malleability of 
developmental trajectories. Extrapolating the results of this research to 
the area of leader development suggests that through the use of custom- 
ized “testing-the-limits” assessment techniques it might be possible to 
determine the developmental reserve capacity of a leader. This would 
provide concrete evidence regarding that leader's readiness for moving 
to the next developmental level. In sum, matching specific “treatments” 
or developmental interventions with specific “aptitude” levels in terms 
of readiness could spark the acceleration of leader development. 

In conclusion, there is reason to believe that proper interventions 
in the leader development processes might accelerate development. In 
terms of acceleration, we are referring more to how to make develop- 
ment “stick” rather than focusing just on how to bring it about quickly. 
Given all of the complexities associated with adult development pro- 
cesses, the latter perspective may be an unrealistic goal. It is important 
to note that the literature suggests that accelerating the “stickiness” of 
development is theoretically possible; however, there are no concrete 
research findings that show exactly how this might be done with lead- 
ers or what kinds of effect sizes might be expected. In sum, research 
is needed to address these kinds of issues, especially in terms of better 
understanding just how malleable leader development is and what level 
of acceleration is reasonable to expect. Nonetheless, the literature does 
suggest that it is reasonable to hope that accelerating leader develop- 
ment is a scientific and practical possibility. 
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SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADER DEVELOPMENT 

e Research from developmental psychology and the field of adult 
development indicate that support and practice can facilitate dis- 
continuous jumps in individual development. It is reasonable to 
suggest that similar discontinuous jumps to higher levels could 
also be accomplished in leader development. A key component in 
this process is the use of support and practice to make sure that 
individuals are performing as leaders as close as possible to their 
respective optimal levels. 

e Leaders may benefit differentially from the identical assignment, 
experience, or intervention. Understanding the developmental 
readiness of leaders for a particular learning experience would 
likely accelerate their development. Aptitude—treatment interac- 
tions propose that the best developmental outcomes are experi- 
enced when interventions (experience, assignments) are matched 
with individual aptitude (readiness). 

¢ Putting leaders “in over their heads” is a risky developmental 
strategy. It is best to try and stretch the leader’s zone of proximal 
development and build from there rather than adopting a “sink or 
swim” approach to leader development. 

e There are general methods of measuring an individual’s develop- 
mental reserve capacity. Additional research is needed to develop 
measures to better assess the reserve capacity of leaders in terms 
of their skills, competencies, or expertise. This data could then be 
used in designing or choosing the most ideal assignments, experi- 
ences, or interventions to accelerate leader development. 
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3 
Leader Development as 

Adult Development 

The story of the human race, as well as the story of any one life, might be 
told in terms of commitments. 

—Margaret Farley (1986, p. 12) 

The leader development process is thought to unfold over time and could 
conceivably traverse the entire lifespan. At a minimum, leader devel- 
opment encompasses the development of leadership knowledge, skills, 
abilities, and mental models in adolescence, young adulthood, and into 
adulthood and even old age. For this reason, it is surprising how little 
integration there has been between the fields of leader development and 
adult development. Very little has changed since it was noted almost 20 
years ago that there have been few direct applications reported of adult 
developmental theory to work settings (Cytrynbaum & Crites, 1989). 
We are aware of only a few applications of social-constructivist develop- 
ment theory to the topic of leadership (Kegan & Lahey, 1984; McCau- 
ley, Drath, Palus, O’Connor, & Baker, 2006) and more recently to the 
topic of leadership development (Torbert & Associates, 2004), as well 
as a chapter that examines the implications of the adult development 
literature for the theory and practice of leadership development (Mum- 
ford & Manley, 2003). But these works are exceptions and provide, at 
best, very preliminary insights into how one could actively intervene in 
adult development processes in order to promote leader development. 

Perhaps leader development has always been about adult develop- 
ment but the connections have been more implicit than explicit. Laske 
(2002) has restated a need for a cogent theory of executive (i.e., leader) 
development as adult development. We agree, and the purpose of this 
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chapter is to explicitly explore the relevance of adult development 

theory and research for conceptualizing leader development. 

THE RELEVANCE OF ADULT DEVELOPMENT 

Why is the adult development literature relevant? One reason is that it 
considers age-related changes as sources as well as outcomes of maturation. 

Leader development theory and research have largely ignored the well- 
documented findings that some components of intellectual development 
start to decline after a certain age (e.g., fluid intelligence, basic information 
processing) while other components continue to develop across the lifespan 
(e.g., crystallized intelligence, cultural knowledge; Baltes, Staudinger, & 
Lindenberger, 1999). Yet age-related declines in cognitive processing are 
not inevitable or universal, especially for adults who remain engaged in 
intellectually challenging tasks (Schooler, Mulatu, & Oates, 1999). 

Others have proposed that different growth curve functions exist for 
various components of intellectual functioning, including intelligence- 
as-process (i.e., fluid intelligence), crystallized intelligence, personality, 
interests, and knowledge (Ackerman, 1996). In short, there are natu- 
rally occurring maturational effects that are likely to interact with the 
experiences typically used as leader development initiatives. As far as we 
know, there has been virtually no attention given to these types of possi- 
ble age-related interactions in the leadership or leadership development 
literatures. As noted by Simonton (1988), “Unlike research on creative 
achievement, investigations on the life span development of exceptional 
leadership have been far more sporadic and inconclusive” (p. 255). 

Adult development research and theory also are relevant to leader 
development because they are intended to generate knowledge about 
three specific components of individual development: (1) within-person 
commonalities in development, (2) between-person differences in devel- 
opment, and (3) within-person plasticity (malleability) in development 
(Baltes et al., 1999). The last point, in particular, holds promise for better 
understanding the possibilities of accelerating leader development. Baltes 
and associates (1999) reviewed the literature regarding cognitive inter- 
ventions on development and concluded that the “evidence of the pow- 
erful role of experience and practice in the acquisition, refinement, and 
maintenance of the cognitive pragmatics is overwhelming” (p. 496). This 
evidence also includes neuropsychological evidence of changes in brain 
activity as a function of experiential interventions (Woodruf-Pak as cited 
in Baltes et al., 1999). The results strongly suggest that differences in level 
of intellectual performance are influenced by variations in aspects of the 
physical or sociocultural environment. By extension, there is evidence to 
suggest that leader development experiences can change the performance 
potential of individuals, at least within some age-related boundaries. 

Perhaps the most compelling reason to consider leader development 
as adult development stems from the ultimate meaning of lifespan 
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development, described by Baltes et al. (1999) as “essentially a process 
of selective adaptation and transformation” (p. 483). The orchestrat- 
ing processes of development are conceptualized as selection (goals/out- 
comes), optimization (means/resources), and compensation (response to 
loss of means). The outcomes are seen as the maximization of objective 
and subjective gains and the minimization of losses (Baltes, 1997). Suc- 
cessful aging in the form of continuous development across the lifes- 
pan is seen as the attainment of salient goals or states of functioning. 
The adaptation and transformation processes of lifespan development 
also can be considered as fundamental to leader development. After all, 
leaders are first and foremost adult human beings who are shaped by 
these fundamental processes of lifespan development. 

From an overall historical perspective, lifespan developmental the- 
ory has been constructed in two different ways (Baltes et al., 1999). 
A person-centered or holistic approach considers the person as a system 
and attempts to build theory by describing and connecting developmen- 
tal stages or states into one overall pattern of lifelong individual devel- 
opment. A good example of this approach is Erikson’s (1959) theory 
regarding eight proposed lifespan stages of psychosocial development. 
The second approach takes a function-centered perspective that focuses 
on a category of behavior or a particular mechanism (e.g., information 
processing, personality, perception, leadership skills) and describes the 
lifespan changes in the mechanisms or processes associated with the 
category. The contemporary concept of lifespan developmental psychol- 
ogy (Baltes & Goulet, 1970) was advanced as a way of incorporating 
both approaches into one theoretical framework. 

Baltes (1997) identifies three basic goals of development: growth, 
maintenance, and the regulation of loss. Understanding the differ- 
ences among these goals is necessary to understand the extent to 
which age-related dynamics related to biology and external support 
(e.g., psychological, social, and material resources) help to shape the 
pathways of development. The allocation of available resources for 
growth (i.e., behaviors used for reaching higher levels of functioning) 
is thought to decline with age, whereas investments in the mainte- 
nance of functioning and the regulation of loss in adaptive capacity 
increase over the lifespan. Thus, a systematic lifespan shift in the 
relative allocation of resources to these three major developmental 
functions is thought to occur. An important developmental challenge, 
especially in later phases of adulthood, is appropriately and effectively 
allocating resources to these different developmental goals. As noted 
by Baltes et al. (1999), “The mastery of life often involves conflicts and 
competition among the three goals of human development” (p. 478). 
This becomes a particular challenge for growth because the older the 
adult the more time and practice it takes to attain the same learning 
gains. Furthermore, the older the adult the more they are in need of 
culture-based compensations to generate and maintain high levels of 
functioning. 
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Baltes and colleagues have summarized these processes in terms of 

the selection-optimization-compensation (SOC) “metamodel.” A fun- 

damental assumption of this approach is that at all stages of human 

development individuals manage their lives successfully through the 

three SOC processes that collectively provide the cornerstones of devel- 

opmental regulation (Baltes, 1997; Baltes & Baltes, 1990; Freund & 

Baltes, 1998, 2002). Freund and Baltes (2002) define the various SOC 
components in this way: 

¢ Selection: Setting goals or reconstructing one’s goal system in the 
face of loss (e.g., focusing on most important goals, adaptation of 
standards, search for new goals) 

¢ Optimization: Acquiring and investing goal-relevant means (e.g., 
resource allocation in terms of time and effort, practice of skills, 
acquiring new skills/resources) 

¢ Compensation: Using alternative means to maintain a given level 
of functioning when specific goal-relevant means are no longer 
available (e.g., substitution of means, use of external aids or help 
from others, activation of unused skills/resources) 

Although one perspective on lifespan development suggests aging 
adults will become better at selection, optimization, and compensation 
because of their accumulating life experiences (Baltes & Baltes, 1990), 
these processes typically are acquired and mastered in adolescence 
and young adulthood. Indeed, developmental theorists have noted the 
value-added contribution of the SOC model to the adolescent literature 
(Lerner, Freund, De Stefanis, & Habermas, 2001). Exposure to new 
experiences (especially challenging ones) in adulthood spurs the emer- 
gence of new levels and profiles of SOC (Freund & Baltes, 2002). This 
research suggests that younger individuals might be assisted in acquir- 
ing effective SOC processes that improve their respective life manage- 
ment skills and enhance their development as leaders well into later 
adulthood. In short, successful aging may be a necessary but insufficient 
condition for effective leader development. 

A final point regarding the relevance of adult development to leader 
development comes from research on age-related effects associated 
with work-related learning and development activity (Maurer, Weiss, 
& Barbeite, 2003). Their model was based on data from 800 employ- 
ees from across the U.S. workforce in a 13-month longitudinal study. 
The authors examined chronological age as well as perceived relative 
age as the predictors of participation in workplace development, where 
perceived age was defined as estimated age of an individual compared 
with others in his or her workplace in terms of how they feel, look, and 
act. Neither age nor perceived relative age were directly related to atti- 
tudes toward participation, intentions to participate in development, 
or actual participation; however, the effects of age were fully mediated 
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or explained by individual preparedness and career factors, as well as 
situational support. These effects were subsequently partially mediated 
by self-efficacy and the perceived intrinsic and extrinsic benefits of 
development. Although the relative magnitude of their effects was 
small (but statistically significant), these findings nonetheless suggest 
that there are some possible age-related effects associated with the 
cognitive, affective, and motivational drivers of participation in devel- 
opmental activities. But overall, these results suggest that older work- 
ers will be more likely to be involved in developmental activities to 
the extent that they believe in the need to further develop their skills, 
receive intrinsic benefits from participating, have social support for 
development at work and outside of work, and possess career insight. 

DO ADUETS DEVELOE? 

Moshman (2003) reexamined the overarching question of whether 
adults really develop at all. From a traditional perspective, development 
is defined as a “universal process of structural transformation that con- 
stitutes progress toward maturity” (p. 44). Thus, the sorts of changes 
that occur in adulthood are not, in the strictest sense, developmental 
changes. He further points out that changes in adulthood are largely 
a function of specific experiences, and that there are rarely universal 
endpoints from which changes can be evaluated as developmental (i-e., 
progressive) or not. Given that many adults believe they are still devel- 
oping—an assumption that is shared by many theorists as well—the 
strict conceptualization of development might need to be reconsidered. 
Moshman offers the perspective of a revised conception of development 
that includes three specific components: (1) development as qualitative 
change, (2) development as progressive change, and (3) development as 
internally directed change. 

Three particular domains have been offered in which development 
clearly continues long beyond childhood. These domains also meet the 
proposed developmental criteria of qualitative change, progression, 
and internally directed processes. They are epistemic cognition, moral 
development, and identity formation (Moshman, 2003, p. 49). The 
development of epistemic cognition involves the rational construction of 
a series of increasingly complex perspectives about knowing and the 
nature of knowledge (See Chapter 7 for further detail). The develop- 
mental sequence involves qualitative changes from one epistemic per- 
spective to another more sophisticated perspective. The sequence is 

considered to be developmental because it meets the criteria outlined 
by Moshman that it is qualitative, progressive, and internally directed. 
This also highlights a key principle in many approaches to adult devel- 
opment: subsequent stages or functional states transcend, but do not 
replace, earlier ones. 
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Moral development is the second area of adult development identi- 

fied by Moshman, with a focus mainly on Kohlberg’s theory and the 

research conducted within his framework (e.g., Kohlberg, 1981). The 

theory describes six moral stages or levels of thinking about moral and 

ethical issues (see Chapter 6). It is important to note that this approach 

tends to study moral reasoning rather than moral behavior; however, 
there is evidence suggesting a definite link between moral judgment and 
behavior. Thus, it may be reasonable to conclude that “moral judgment 
... plays[s] a role in the way subjects lead their lives in important, real- 
life situations” (Rest, 1986a, p. 110). 

Identity formation, proposed by Moshman as the third component of 
adult development, involves the development of an explicit theory of 
oneself as a person (see Chapter 5). It is a highly organized and reflec- 
tive structure of self-conceptions that enables and facilitates self-con- 
strual. Identity construction is thought to be an ongoing and lifelong 
process that certainly does not end with adolescence (although a major 
developmental task of adolescence is identity formation; Erikson, 1959). 
Identity formation is generally thought of as an active process that is 
substantially guided by an individual (i.e., internally directed) and that 
later identity conceptualizations replace earlier ones (i.e., progressive). 
The process of identity formation is related to the process of developing 
the leadership meta-competency of self-awareness (Hall, 2004). 

ADULT DEVELOPMENT AS POSTFORMAL OPERATIONS 

The origins of adult development as a separate field of study from gen- 
eral developmental psychology can be traced to theorists and research- 
ers who sought to examine development beyond the stage of formal 
operations first proposed by Piaget. Postformal operations grew out of 
the perceived limits associated with having a terminal stage of develop- 
ment (Piaget’s formal operations) thought to be achieved in late adoles- 
cence or early adulthood (Piaget, 1985). Commons and Richards (2003) 
compared about 25 such theories and synthesized the results into four 
postformal stages. As such, this work is very much an extension of Piag- 
etian theory, with development conceptualized as progressing through 
a universal set of developmental stages (i.e., a person-centered or holis- 
tic approach). By universal, it is meant that all individuals are thought to 
develop through the same sequence of stages at around the same point 
in their lifespan. In postformal theories, however, progression to higher 
levels is not automatically assumed, given that progression is heavily 
dependent on the experiences of an individual and the environmental 
support for higher-level development. Whereas most individuals are 
thought to attain formal operations sooner or later, the same cannot be 
assumed of postformal stages. This conceptualization reinforces a point 
made by Moshman (2003) that adults most likely do develop but do so 
in ways that are very different from how children develop. The role of 
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experience is much more instrumental in adult development than in 
ae development, in which biological maturation plays a predominant 
role. 

Many of the formal theories of development, including adult develop- 
ment, are organized around discrete sequential stages (Piaget, Erikson, 
and Kohlberg are all good examples). The notion of stages, however, 
is somewhat arbitrary and overly prescriptive. Especially in adulthood, 
development might be better conceptualized as a continuous process in 
which there are different skill trajectories for different adults. The point 
is that biological forces may play less of a role in shaping adult develop- 
ment than child development, especially regarding intellectual develop- 
ment associated with mental models, knowledge structures, and other 
things not directly related to basic information processing. The latter 
function has been shown to exhibit robust age-related declines. 

An interesting finding has been reported by Benes (as cited in Fischer & 
Pruyne, 2002), who noted that the process of myelination, which sig- 
nificantly improves the transmission of neural signals in the brain, not 
only continues through adulthood but also shows a major growth spurt 
in the 40s and 50s. This is important evidence of biological and neu- 
rological development across the lifespan; myelination was originally 
thought to end in childhood. Thus, the neurological evidence of age- 
related change even in middle- to late-adulthood does not imply the 
same pessimistic implications for development that are typically associ- 
ated with the biologically based deficit or loss models of adult develop- 
ment. Furthermore, it offers the provocative idea that midlife provides 
an important opportunity to develop abstract and reflective thinking. 
An unanswered question concerns the reasons that some individuals 
apparently continue to develop abstract thinking capabilities in their 
middle adult years and others apparently do not. The role of experience 
and especially intellectually challenging experiences could be one plau- 
sible explanatory factor. 

WEB OF DEVELOPMENT 

A common but overly simplistic way of thinking about development 
is as a ladder in which individuals progress upward through identical 
stages, but perhaps at different rates of growth (i.e., some climb the lad- 
der more quickly than others). The traditional biological conceptions of 
growth or physical maturation are based on linear, unidimensional, uni- 
directional, and unifunctional models (Baltes et al., 1999). A point that 
is often overlooked in the search for such simplicity is that development 
takes many forms and many components contribute to the development 
of acomplex skill or activity (e.g., leader competencies). In contrast to the 
traditional biological conceptions of growth, the overall ontogenesis of 
mind and behavior is more accurately portrayed as dynamic, multidimen- 
sional, multifunctional, and nonlinear. Multifunctionality is especially 
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important from an intervention perspective because it includes the sys- 

tems concept of equifinality whereby the same developmental outcome 

can be reached by different means and combination of means. 

The use of static metaphors has focused attention on what is stable in 

development rather than what changes and the conditions under which 
changes occur (Stevens-Long & Michaud, 2003). Rather than think- 

ing of a ladder, development may be more accurately thought of as a 
web with different strands that have different development trajectories 
depending on specific contextual influences (Fischer & Bidell, 1998; 
Fischer & Pruyne, 2002; Stevens-Long & Michaud, 2003). These dif- 
ferent strands could represent different skill domains with the connec- 
tions between strands representing possible relationships among skill 
domains. The various directions of the strands could also indicate varia- 
tions in developmental pathways and their combinations into high-order 
competencies. 

This web of development also has been conceptualized as a more 
complex and multilayered system in three dimensions where the com- 
ponents mutually influence each other in dynamic ways (Thelin & 
Smith, 1998). Stevens-Long and Michaud (2003) elaborated on this by 
suggesting that “each of these strands is really a plane ... [and] consider 
that for each component of development there may be several possible 
landscapes that develop over different contexts” (p. 8). This conceptual- 
izes development more in terms of complex adaptive systems, which have 
been described as “neural-like networks of interacting, interdependent 
agents who are bonded in a cooperative, dynamic by common goal, out- 
look, need” (UhI-Bien, Marion, & McKelvey, 2007, p. 299). Although 
this is a complex approach to understanding developmental processes, 
at its core is the important point that has been supported empirically: 
growth curves for different skills may change across situational contexts 
depending on the level of social support that is available (Fischer & 
Bidell, 1998). 

The primary point regarding both of these conceptualizations of the 
web of development is that the process of development is dynamic and 
nonlinear. It is dynamic in the sense that there is no single level of com- 
petence. Although this point is most often made with respect to reflec- 
tive judgment capabilities, it could be generalized to other forms of 
competence as well. What this means in terms of everyday functioning 
is that individuals are likely to show great variation in skill levels in their 
daily functioning. One major purpose of facilitating adult development 
is to reduce this variability and support optimal levels of functioning. 
As discussed in Chapter 2, research has indicated that those individu- 
als functioning at or near optimal levels will more likely show discon- 
tinuous jumps to the next developmental level than those operating at 
less optimal levels. In terms of the nonlinear aspects of development, it 
means that each person “spins a unique web that accords with the pace, 
direction, and focus of his or her individual learning and development” 
(Fischer & Pruyne, 2002, p. 179). The various strands of development 
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interact and combine with other strands over time, perhaps forming 
completely new skills or competencies. 

There are important implications of conceptualizing leader develop- 
ment as a web of development. One such implication is that the vari- 
ous components of leader development (e.g., knowledge, skills, abilities, 
mental-models) interact and influence each other. A web of develop- 
ment also recognizes that any experience is multifaceted, as multiple 
skill domains are affected within a single experience. From a systems 
perspective in which differentiation always precedes integration (Gha- 
rajedaghi, 1999), the development of different skills (differentiation) 
will result in processes that combine such skills into more holistic and 
higher-order bundles (integration). Thus, the leader development pro- 
cess might be conceptualized as an ongoing system of differentiation 
and integration (Day & Lance, 2004) in which lower-order or more 
basic kinds of knowledge, skills, and abilities interact in developing 
more molar and holistic competencies. Some of these basic knowl- 
edge, skills, and abilities may drop from the model over time if they 
no longer are important for leader functioning. A good example of this 
might be a specific technical skill that is necessary for functional leader 
behavior at early points in development but become less important and 
perhaps irrelevant at higher levels of functioning. This line of thinking 
acknowledges a point made by Baltes (1987) that development inher- 
ently includes processes not only of growth but also decline (i.e., devel- 
opment as a gain—loss dynamic). 

CONCLUSIONS 

A primary message we wish to impart in this chapter is that there 
has been a missed opportunity for advancing the notion of leader 
development as adult development (Mumford & Manley, 2003). The 
importance and relevance of this message is directed toward basic 
issues around adult development, including the robust findings of 
biologically based age-related changes that affect functioning and 
developmental potential. The selection-optimization-compensation 
(SOC) theory advanced by Baltes and his colleagues argues that there 
is a systematic change across the lifespan in terms of how develop- 
mental resources are allocated among these three orchestrating pro- 
cesses of human development. This point of relevance notwithstanding, 
perhaps the most pressing reason to consider leader development 
as adult development is the perspective that lifelong development 
is essentially a process of selective adaptation and transformation 
(Baltes etal., 1999). 

Mumford and Manley (2003) offered macro-level suggestions to 

explain how the SOC processes of adult development might be used to 
improve the process of leader development. They focused on the selec- 
tion of situations that will influence leader development, the actions of an 
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organization in selecting leaders or assigning them to specific situations 

and the actions of the individual in selecting situations. Optimization 

can take the form of performance interventions or social interventions 

to improve basic task and relational leadership skills. The timing of 

these interventions is also critical to avoid the risk that the intervention 
will not enhance development (Mumford, Marks, Connelly, Zaccaro, & 
Reiter-Palmon, 2000). It is even possible for interventions or experi- 
ences that are too far outside one’s zone of readiness to result in negative 
developmental outcomes (Lerner et al., 2001). Finally, compensation 
can take the form of actions performed as a result of feedback about 
certain weaknesses as a leader (i.e., to change capabilities or leadership 
competencies) or by changing the leadership situation. As mentioned, 
these are relatively broad macro SOC strategies. Much has yet to be 
learned about the more micro self-regulatory SOC processes that can 
shape leader development in an ongoing manner. 

The central developmental process of adaptation and transformation 
can be seen in terms of how leaders change and grow as a function 
of environmental challenges. The transformation of leaders is one that 
transpires across nearly the entire lifespan. It is too bad that much of the 
research and theory has conceptualized and studied leader development 
as relatively short-term (even cross-sectional) and static as opposed to a 
longitudinal and dynamic process. In addition, traditional perspectives 
have conceptualized the developmental process as linear, unidirectional, 
unidimensional, and unifunctional. Rather than a developmental ladder 
in which change can be only up or down, conceptualizing the space as a 
web of development opens up a number of rich possibilities in terms of 
how specific components (e.g., knowledge, skills, and abilities) develop 
and combine to from more holistic attributes (e.g., competencies). 

Using the SOC theoretical lens to understand the leader development 
process as adult development might also provide leverage for accelerat- 
ing leader development. Evidence from lifespan development psychol- 
ogy suggests the existence of between-person differences in plasticity 
(i.e., malleability) regarding potentialities of development. Thus, there 
may well be upper and lower boundary conditions for accelerating 
development. Concepts such as developmental readiness, triggers for 
development, as well as methodological procedures such as “testing- 
the-limits” (discussed in the previous chapter) all have relevance for 
advancing a more sophisticated (and practically useful) perspective on 
leader development as adult development. 

SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADER DEVELOPMENT 

¢ Aging and maturation processes throughout the lifespan are likely 
to affect leader development in important ways. There is little, if 
any, research on these expected effects. 
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e Adults develop, potentially across the entire lifespan, but the under- 
lying processes are different from how children and adolescents 
develop. Adult development is much more dependent on experi- 
ence and other environmental factors than with children, whose 
development is mainly driven by biological and maturational pro- 
cesses. Thus, leader development is likely to be mainly experien- 
tially driven and heavily shaped. by environmental factors. 

¢ Selection-Optimization-Compensation processes are keys to 
effective self-regulation in adulthood. They are considered to be 
the orchestrating processes of successful aging and might serve as 
catalysts of leader development. 

e The primary components of adult development are epistemic 
cognition, moral reasoning, and identity formation/development/ 
change; these determine the necessary knowledge, cognitive skills, 
abilities, and mental models needed for effective leadership. Suc- 
cessful leader development would need to integrate these aspects 
of adult development with the specific elements that are needed 
for effective leadership. 

e¢ Adult development is more usefully conceptualized as a web 
rather than a ladder. Instead of a linear, up-or-down progression 
(i.e., ladder), development should be seen as a dynamic and nonlin- 
ear process. In understanding and shaping leader development, an 
important consideration would focus on how lower-order knowl- 
edge, skills, and abilities interact and combine over time and with 
experience to form higher-order leader competencies. 
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4 
Understanding 

Personal Trajectories 
of Development 

One key to successful leadership is continuous personal change. Personal 
change is a reflection of our inner growth and empowerment. 

—Robert E. Quinn (1996, p. 3) 

LONGITUDINAL ISSUES IN LEADER DEVELOPMENT 

This chapter takes a detailed look at relevant and important theoretical 
and methodological issues associated with time. Whenever the focus of 
study is development, the most appropriate research methodology is lon- 
gitudinal in nature. Without a longitudinal focus, potential confounds 
associated with cohort effects in cross-sectional designs cannot be ruled 
out (Cook & Campbell, 1979). For example, in comparing a sample of 
Army colonels against a sample of captains on relevant developmental 
outcomes, it might be tempting to draw meaningful causal inferences 
about any noted differences (e.g., Mumford, Marks, Connelly, Zaccaro, & 
Reiter-Palmon, 2000). That would be a mistake, because the potential 
confounds make such inferences untenable. Other examples of drawing 
inaccurate conclusions include conducting cross-sectional research on 
different “generations” (e.g., baby boomers, generation X, generation Y) 
and concluding that noted differences in attitudes reflect a “generation 
gap” (Wong, 2000) or that there are different “learning styles” across 
generations based on interviews and surveys conducted using a cross- 
sectional research design (Deal, Peterson, & Gailor-Loflin, 2001). 

43 
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When it comes to studying change, experts have pronounced that 

“cross sectional data—so easy to collect and so widely available—will 

not suffice” (Singer & Willett, 2003, p. 3). Such approaches ignore some 

basic but critically important caveats. As noted by one team of promi- 

nent developmental methodologists: 

It is never possible to know [from cross-sectional research designs] 

whether observed differences between people within different age groups 
reflect the aging process or the fact that the people being compared have 
lived through different historical periods. The best that the researcher 
can hope for is that as many alternative explanations as possible have 
been eliminated through careful selection of respondents. (Cavanaugh & 
Whitbourne, 2002, p. 88). 

Thus, a major problem with cross-sectional designs in studying aging 
is that any obtained differences might be confounded by historical 
artifacts, maturational forces, or a whole host of threats to the causal 
inference being drawn (Cook & Campbell, 1979). In short, there are 
alternative explanations for these cohort differences that cannot be 
ruled out with the use of cross-sectional designs. 

All longitudinal methods and designs are not created equal. An 
attempt to estimate or model a longitudinal growth curve that explains 
the data for an entire sample could fail to explain the change for any 
given individual in the sample with any accuracy. In ordinary least 
squares (OLS) regression procedures a best-fitting regression line is esti- 
mated based on minimizing the average distance from each data point 
to the fitted slope. In OLS it is therefore possible to have an overall 
regression line that is statistically significant but does not intersect any 
single data point in the sample, nor perfectly reflect the slope of any 
one set of data points associated with an individual in the sample. In 
addition, the resulting regression line could be estimated as linear even 
when the underlying data follows a distinctly nonlinear trend. Any of 
these errors could lead to major misinterpretations regarding the nature 
of change and development that is reflected in the study. 

In any study in which variables are measured at multiple times for 
each person in the sample it is possible to conceptualize the data as 
reflecting personal regression lines or trajectories of change over the 
measured time span. Each participant in the sample has a unique change 
trajectory associated with his or her data. An example of this type of 
approach is illustrated in Figure 4.1. There are five distinct trajectories 
that reflect changes in leadership proficiency over time. One way to 
conceptualize these curves is as inter-individual effects. That is, each 
curve reflects the change or development of leadership proficiency over 
time between individuals in the sample. Another way to conceptualize 
these curves is as intra-individual effects in which each curve reflects 
the development of different aspects of leadership proficiency within an 
individual in the sample. This figure raises two important considerations 
regarding how best to model development: (a) levels of analysis (within- 
and between-person effects), and (b) time and the timing of effects. 
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Figure 4.1 Personal trajectories of development (adapted from Goodwin & 
Halpin, 2004). 

Levels of Analysis in Development 

It has been argued that “leadership development is always a multilevel 
development process” (Avolio, 2004, p. 94) as it includes a leader and 
relationships with followers, peers, and supervisors and is embedded in a 
higher level of organizational climate and culture. Figure 4.2 represents 
a rough diagram of some of the major components in a multilevel lon- 
gitudinal view of leader development. Followers, peers, superiors, and 
mentors all have perspectives on a leader’s skills, knowledge, abilities, 
and mental models, which are shaped by the fundamental components 
of adult development (Moshman, 2003) consisting of epistemic cogni- 
tion, moral reasoning, and identity (see Chapter 3). These elements are 
embedded in an organizational system within which the climate and 
culture influence (facilitate or retard) the components of adult devel- 
opment as well as the process of developing leadership-related skills, 
knowledge, abilities, and mental models. 

Leader developinent also inherently involves intra-individual change 
and inter-individual differences in change. At the most fundamental 
level, development is concerned with changes that occur within an indi- 
vidual (i.e., intra-individual). Development is not a linear, unidimen- 
sional, unidirectional, and unifunctional process as conceptualized by 
traditional biological models of the aging process (Baltes, Staudinger, & 
Lindenberger, 1999). As reflected in the trajectories portrayed in 
Figure 4.1, development can be a downright curvy affair. Certain 
aspects of intra-individual development might progress in a generally 
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Epistemic Frame: How do I know the world? 

Moral Reasoning: What is the right thing to do? 

Identity: Who am I? 

Followers 

Peers 

Superiors 

Mentors 

ee Climate/Culture 

Figure 4.2 Elements and process influences in leader development. 

positive manner until some other challenge or task demand is made on 
an individual that stretches developmental resources beyond what can 
be handled. At that point, development might stall or possibly reverse 
direction completely in that someone reverts back to a less developed 
mode of functioning. This is especially likely if performance optimi- 
zation is not attained prior to these new challenges (see Chapter 2). 
Research evidence suggests that development would be at best a slow, 
gradual, and incremental process without the foundational capabilities 
and environmental support necessary for optimal performance (Fischer 
& Bidell, 1998; Fischer & Kenny, 1986). 

Also relevant to an intra-individual perspective on development 
is the conceptualization of development as a gain—loss dynamic. An 
important theoretical proposition from the lifespan literature is that 
“any process of development entails an inherent dynamic between 
gains and losses ... no process of development consists only of growth 
or progression” (Baltes, 1987, p. 611). Nonetheless, successful devel- 
opment is thought to occur when there is a relative maximization of 
gains and minimization of losses (Baltes, 1997). Another perspective 
on developmental losses is that a particular skill (in the case of leader 
development) combines with other skills to form a broader leadership 
competency. It may appear as if the original skill is lost; however, it has 
instead become part of a more complex entity. In some cases, a skill 
might lose its relevance to leader functioning over time and decay or 
become dormant because of changing job responsibilities. But it should 
be noted that this application to leader development is at a more macro 
(i.e., skill) level than what has been discussed in the lifespan develop- 
ment literature. In that domain the focus has been almost entirely on 
intellectual development (e.g., a combination of crystallized and fluid 
intelligence). 
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The notion of inter-individual difference reflects the likelihood of 
differences in the rates and trajectories of development between indi- 
viduals. It is assumed that adults do not all develop in the same way or at 
the same rate. One reason for this differences is that adult development 
is primarily a function of experiences rather than biological maturation, 
which is a major driver of development in children. Indeed, the com- 
pensation processes that are considered an important developmental 
imperative in adulthood are directed at responding to age-related losses 
in functioning (Baltes et al., 1999). But even if two adults were exposed 
to the same experience there is no certainty that they would develop 
equally. Due to differences in developmental readiness, one individ- 
ual might find the experience challenging and a trigger for enhanced 
development (Avolio, 2004), whereas another individual might find the 
experience too challenging and feel overwhelmed by it. For the first 
individual the rate of development would be positive (but not neces- 
sarily linear) throughout the experience. In the second case, the rate of 
development could actually be negative if the experience was so over- 
whelming that it interfered with functioning. 

Inter-individual differences in development challenge a common 
(although perhaps implicit) assumption that the same experience will 
bring about the same type and level of development across individuals. 
Research and theory suggest that this is simply not a tenable assump- 
tion (see Quifiones, 2004; Quifiones, Ford, & Teachout, 1995; Tesluk & 
Jacobs, 1998). Because development is multidimensional and multi- 
functional it is quite possible that different functions will develop in 
two individuals exposed to the identical situation. One person might 
experience a spurt in the development of communication skills, whereas 
another experiences enhanced abstract reasoning. Or both functions 
could be enhanced in both individuals but to different degrees. Even 
within the Army it has been shown that there are approximately seven 
different “types” of leaders who display differences in personality, skills, 
and patterns of career development (Mumford, Zaccaro, Johnson, 
Diana, Gilbert, & Threlfall, 2000). One of the challenges of construct- 
ing and implementing an integrated theory of leader development is 
determining how best to assess the various components of development 
and track them over time. 

Time and Development 

Because development is inherently a longitudinal phenomenon, time 
is a critical variable in all developmental models. Many of the classic 
theories of development (e.g., Erikson, Kohlberg, Piaget) have adopted 
a person-centered (holistic) approach that describes and connects age 
periods as stages of development organized into an overall pattern of 
lifetime individual development (Baltes et al., 1999). A complementary 
perspective takes a function-centered approach that describes lifespan 
changes in the mechanisms and processes of a given behavior or skill. 
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This approach, taken in developing the present leader development the- 
ory, treats time as a continuous variable rather than being divided into 
discrete steps or stages. Adopting a stage approach too often leads to 
thinking about development more as a lock-step ladder than as a con- 
tinuously constructed web. Put somewhat differently, a stage approach 
too often leads to thinking about development as a simple progression 
of steps; it is akin to following a mapped-out route from start-point to 
destination on a map. The more complex picture suggested by Baltes 
and colleagues is more like wandering through the countryside without 
a map, having in mind a destination but with no clear pathway to reach 
that destination, and having a willingness to explore along the way. 

It would be easy to be lulled into false generalizations about devel- 
opment if one is not careful to specify the actual timeframe consid- 
ered. Development is potentially played out in both short-term and 
extended time periods; it can occur in a given relatively brief experience 
as well as over a long-term career. The perspective adopted matters 
a great deal because it can lead to very different conclusions regard- 
ing the rate of development. Looking only at the slice of development 
portrayed in Figure 4.3(A) would result in the conclusion that there 
was steep, positive, and linear change in development. Examining only 
the slice in Figure 4.3(B) would lead to a conclusion that there was no 
change in development of leadership proficiency. The slice portrayed 
in Figure 4.3(D) would support a completely different conclusion: 
that development was curvilinear with an overall decline in leader- 
ship proficiency. That conclusion, in particular, is problematic because 
it overlooks two key elements when a longer career perspective is 
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Figure 4.3 Growth curve of leadership proficiency across a career (adapted 
from Goodwin & Halpin, 2004). 
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taken: (a) the overall developmental trend is positive, and (b) the 
declines in section D are relatively small and short-lived. 

The moral of the story is that the timeframe for measuring develop- 
ment is critically important and researchers need to choose their time- 
frames based on theory, taking into account the likelihood of lag times 
between experience and subsequent development. As noted by George 
and Jones (2000): 

Although theories in organizational behavior, more often than not, 
specify relationships among constructs in causal terms, the duration of 
effects, the time lag between causes and effects, and differences in rates 
of change are often left unspecified (p. 670). 

There have been recent efforts to build better theory around the tim- 
ing of when things happen. Mitchell and James (2001) reviewed all of 
the empirical studies published in two prominent journals in the field 
of management (Academy of Management Journal and Administrative 
Science Quarterly) for the entire year of 1999. Their review and synthe- 
sis indicated eight general configurations regarding timing and causality 
that are organized around an increasingly complex of set of assumptions 
(pp. 534-535): 

1. X causes Y (implying that X must precede Y). 
2. X causes Y and the relationship is stable over time (every time X 

occurs Y will occur). 
3. X causes Y, and Y changes over time (time lag is important between 

X and all subsequent occasions when Y occurs). 
4. X causes Y, but over repeated exposure to X, Y changes (time lags 

important for an additional reason: we need to know at what point 
in time the exposure to X produces a change in Y). 

5. X causes Y, and then a changed X causes a changed Y (besides 
time lags, we need to know the time involved that results in dif- 
ferent levels of X). 

6. X causes Y, which causes a changed X, which causes a changed 
Y (this pattern introduces cyclical recursive causation and neces- 
sitates knowing the XY lag as well as the YX’ lag time). 

7. X causes Y, which causes a different variable Z, which may in turn 
cause a different variable Q (mediation is hypothesized and the 
time lags between all the variables may be important). 

8. X causes Z, but the strength of the relationship varies as a func- 
tion of the level of Y (a classic moderated relationship, where the 
X-Z starting, stopping, and lag times are important as well as the 
“almost never discussed” time lags between Y and Z). 

Sorting out these kinds of time-based relationships clearly can get 
very complicated. Mitchell and James (2001) make a strong case for 
why “theoretical propositions need to display a specific awareness of 
time and context” and that “such issues demand both complex and 
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creative thinking on the part of the theorist” (p. 543). This would 

appear to be the particular case for those of us engaged in developing 

an integrated theory of leader development. One compelling reason for 

this need is that all of the various theoretical configurations of time 

and the timing of effects that are discussed by Mitchell and James 

would likely be represented in the “web of lifespan leader develop- 
ment.” Although the task is daunting, building sound theory involving 
the timing of developmental events can increase the hope of under- 
standing and accelerating leader development. 

Another relatively recent treatise on time and theory building outlined 
specific dimensions of time to consider in theory and different ways these 
dimensions could affect the “what,” “how,” and “why” of theory (George & 
Jones, 2000). Several of the time dimensions have distinct implications 
for leader development. The dimension addressing the duration of steady 
states and rates of change pertains to how long a particular state lasts 
or is stable over time (i.e., duration), and how long it takes to change 
from one state to another (i.e., rate of change). Comparing the dura- 
tion of steady states of development could be an important criterion, 
with shorter durations being preferable to longer ones at various skills 
or competency levels. Interventions that focus on changing (i.e., speed- 
ing up) the rates of developmental change could be designed and evalu- 
ated. Incremental versus discontinuous change is another key dimension 
of time to consider. Are there places in the web of development where 
very small changes in one thing lead to very big changes in another? The 
notion of developmental readiness might pertain to this time dimen- 
sion. A person who has reached the point of developmental readiness 
in terms of taking on a more complex developmental challenge may be 
more likely to experience a discontinuous jump in development (i.e., 
punctuated equilibrium) than if a person has not reached that point of 
readiness. George and Jones (2000) also discuss the time-related issues 
of frequency, rhythm, and cycles as well as spirals and intensity. These 
dimensions address aspects of nonlinearity and recursive relationships 
thought to be associated with change over time, which were articulated 
in the previous discussion regarding the web of development. 

In sum, there is an increasing awareness of the important role that 
time plays in most organizational theories, with an absolute mandate 
for addressing time in research and theory on development. The good 
news is that there appears to be some recent guidance on how to better 

include the various dimensions of time as well as relationships regarding 
timing and causality in our theory. Nonetheless, studying change over 
time remains as a very challenging topic, but one that is essential to 
developing and testing theories of leader development. 

Methodological Issues (Briefly) 

A rich history of change measurement and modeling provides a num- 
ber of useful modeling and statistical procedures. Historically, change 
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has been very difficult to measure and model appropriately and accu- 
rately (Cronbach & Furby, 1971) in part because change (or devel- 
opment) is not a unitary concept; there are many different types of 
change. Fortunately, recent advances in modeling and statistical esti- 
mation procedures have solved many of the key problems in change 
measurement. 

Day and Lance (2004) compared various approaches to the mea- 
surement of longitudinal change across nine different criteria (e.g., 
controlling for random measurement error, considering continuous 
and discontinuous change patterns, accounting for intra-individual 
and inter-individual change). A general conclusion reached from this 
review was that multilevel growth modeling provided the preferred 
approach to modeling change. Although the development of such pro- 
cedures can be traced back to the 1950s, serious attention has been 
given to this methodology only in the last 20 years. And only within 
the last decade have these techniques been used successfully to model 
“real-world” data in the field of applied psychology. Techniques such 
as latent growth modeling, random coefficients modeling, multilevel 
growth modeling, and hierarchical linear models are various names 
for a family of approaches that estimate and compare growth curves, 
and that can accommodate both intra-individual and inter-individual 
change (Raudenbush, 2001). 

Growth modeling is a powerful technique for estimating change tra- 
jectories and testing hypothesized effects on change. Day and Lance 
(2004) illustrate how latent growth modeling could be used to model 
the development of leader cognitive complexity over time. They also 
extend their example in discussing how certain interventions such as 
feedback, distance learning, and simulations might be examined with 
regard to the longitudinal modeling of leader development. 

In another recent example, formal leadership role responsibilities 
were modeled as a time-varying covariate of the task performance of 
leaders (Day, Sin, & Chen, 2004). Time-varying covariates, or time- 
varying treatments, involve cases in which events or interventions occur 

as a time series unfolds. Each “treatment” affects the next event and so 
on. In the Day et al. study, the sample consisted of the individual per- 
formance data for all team captains, of the modern era of the National 
Hockey League (NHL). The time-varying treatment was whether each 
captain was a captain in a given season. Contrary to conventional wis- 
dom in the NHL, the results indicated that those years in which the 
player served as captain were associated with better (not worse) individ- 
ual performance. This was found to be both an intra-individual effect 
(a player had superior performance during seasons when he was a cap- 
tain compared with other seasons played) as well as an inter-individual 
effect (compared with noncaptains in a given season, the captains had 
superior performance). 

This example is provided to illustrate the power of multilevel growth 
models and the types of research questions that can be addressed 
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with them. It should be noted, however, that the problem of causal 

inference for time-varying treatments (assuming no randomization) is 

exceptionally challenging. According to Raudenbush (2001), “It is a 

cutting-edge issue on which progress is being made, but methodological 

workers in this area have not yet achieved a consensus on the best way 

to proceed” (p. 522). Thus, all the problems associated with change 
modeling have not been solved and there is plenty of methodological 
work yet to be done. 

An important issue with regard to conceptualizing and testing lon- 
gitudinal models pertains to the sequencing of events ina time series 
analysis. In the domain of leader development, for example, it is possible 
to think of a hypothesized series of developmental effects that would 
be indicative of accelerated development (e.g., cognitive complexity > 
social complexity — behavioral complexity; Day & Lance, 2004). 
This example hypothesizes that cognitive complexity is needed (num- 
ber and variety of personal constructs held by a person) before social 
complexity can be developed (complexity regarding the demands and 
intricacies of various social situations), which is needed before behav- 
ioral complexity can develop (number of different roles that can be 
performed by an individual). The central question is how do we know 
whether this hypothesized model of sequential change is supported by 
the data? 

A recently developed technique called latent transition analysis pro- 
vides one such way of testing models of sequential change in longitu- 
dinal data (Collins, Hyatt, & Graham, 2000). A distinct advantage of 
this method is that it provides estimates of “stage prevalence” (i.e., the 
likelihood of being classified at a given stage or level) and the incidence 
of stage transitions adjusted for measurement error. One limitation of 
latent transition analysis is that individuals are not conceptualized as 
being arranged along a continuum (e.g., leader development) but rather 
placed into latent categories. Thus, the approach appears relevant mainly 
for testing person-centered models of development, in which discrete 
stages or levels of development are hypothesized. Nonetheless, advances 
are being made at a rapid rate in this field and techniques to test transi- 
tion effects in continuous models of development will likely be available 
soon to researchers. 

In conclusion, huge strides have been made within the past two 
decades regarding how to conceptualize and model intra-individual 
and inter-individual change. These forms of personal trajectories 
(Raudenbush, 2001) offer a powerful tool for understanding develop- 
ment—including leader development—as well as a potential means for 
accelerating it. Leader development is inherently multilevel and closer 
attention needs to be paid to time and the timing of events in order 
to understand the causal relations underlying the leader development 
process. 
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SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADER DEVELOPMENT 

¢ Leader development implies a longitudinal focus. As such, time 
is a critical concern in leader development theory and research. 
The importance and relevance of time takes several forms: (a) 
understanding developmental changes of leaders across their 
careers; (b) predicting when certain experiences, assignments, 
or other interventions are most likely to be effective in enhanc- 
ing leader development, and (c) understanding and shaping the 
developmental process that occurs during a given experience, 
assignment, or intervention. 

¢ Leader development is multilevel. There are intra-individual (within- 
leader) changes in developmental trajectories, depending on the 
particular skill or competency being developed, as well as on the par- 
ticular developmental level of the leader. There are also inter-indi- 
vidual (between-leader) differences in developmental trajectories. 

e The timeframe taken to study leader development is critical. What 
may seem to be developmental declines may be only temporary 
setbacks/regressions when compared with a longer time period. 

¢ Time lags are important considerations in evaluating the devel- 
opmental effects of leader development interventions. It is unre- 
alistic to expect that every experience or intervention will have 
immediate developmental implications. There may also be inter- 
action effects resulting from pairing or bundling certain experi- 
ences together in time. 

¢ Modeling change and the effects of time can presently be done rig- 
orously and accurately. Longitudinal and multilevel methods are 
available (e.g., hierarchical linear modeling, latent growth mod- 
eling, multilevel growth modeling) that can estimate individual 
developmental trajectories and examine simultaneously the intra- 
individual and inter-individual changes. 
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Fundamental Aspects of 
Adult Development 

The focus of the following chapter on identity—as well as the next two 
on moral development and epistemic cognition, respectively—represent 
a change in the focus of the book from some of the important processes 
associated with adult development to a more detailed examination of 
what develops in adults. The development of identity, moral reasoning, 
and ethical behavior, as well as cognitive frameworks for more sophisti- 
cated sensemaking (i.e., epistemic cognition) are all thought to be major 
developmental tasks for adults. Each of these areas is of fundamental con- 
cern in leader development. Identity (what people think of themselves 
and their role in the world), morality and values (what people believe are 
the proper limits on behavior), and epistemic cognition (which shapes 
how people frame their own reality and make sense of others’ behavior) 
together build the core that supports leader development. A broad view 
of leader development must consider how these aspects develop. 
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Identity Development 

The problem of self-identity is not just a problem for the young. It is a 
problem all the time. Perhaps the problem. It should haunt old age, and 
when it no longer does it should tell you that you are dead. 

—Norman Maclean (1992, p. xiii). 

Identity is important generally because it grounds individuals in under- 
standing who they are, what are their major goals and aspirations, and what 
are their personal strengths and challenges. The culmination of an indi- 
vidual’s attributes, values, knowledge, experiences, and self-perceptions 
defines one’s identity. Identity is also important more specifically as dem- 
onstrated in the Army leadership framework (i.e., BE, KNOW, DO), 
which captures identity-defining aspects of leadership to build one’s leader 
identity. A fully developed and integrated leader identity can help build 
an individual’s confidence in interpersonal communication and in deci- 
sion making in new and unpredictable circumstances (Baumeister, 1995). 
In short, identity provides the touchstone for individuals (and individual 
leaders) in successfully addressing complex challenges in their lives. 

IDENTITY DEVELOPMENT THEORY 

Identity is an expansive term that depicts ones self-concept—how an 
individual perceives the entirety of oneself in relation to the environ- 
ment including relationships with others and assimilation into societal 
norms, beliefs, and standards (Bronfenbrenner, 1979). Identity also refers 
to the integration of various components of oneself, one’s sub-identities. 
Individual identity develops and crystallizes across the lifespan, begin- 
ning with a young child’s awareness of significant others and an initial 
sense of self and extending to the older adults’ summation, integration, 
and evaluation of one’s life accomplishments (Erikson, 1959). Currently, 

57 



58 An Integrative Approach to Leader Development 

research in identity is moving away from a static, unitary concept of 

identity toward a dynamic, multifaceted, and active conceptualization 

of the self (Baltes & Carstensen, 1991). This includes the working self- 
concept that is thought to guide action and information processing on 

a moment-to-moment basis (Lord & Brown, 2004). The working self- 

concept is the highly activated and contextually sensitive portion of 
the general self-concept (i.e., identity). Markus and her colleagues (e.g., 
Markus & Kunda, 1986; Markus & Wurf, 1987) introduced the notion of 
a dynamic self-concept to support their contention that the self-concept 
is not a unitary entity but an amalgamation of selves that vary in terms 
of activation across time and context. 

Research on self and identity development is vast and growing, yet 
it appears to be divided into distinct developmental and organizational 
perspectives in the psychological literature. The developmental lit- 
erature focuses on stages or components of the development process, 
whereas the organizational literature tends to focus on the role of iden- 
tity in predicting work-related outcomes mainly at the individual level. 
It should be noted, however, that some organizational researchers have 
begun to address the notion of identity change (e.g., Ibarra, 1999). 
Although there is great opportunity for these literatures to inform each 
other, little overlap currently exists among disciplines. 

Much of the early identity developmentresearch focused mainly on ado- 
lescents and young adults; however, this research was also sparked by the 
concept of “identity crises” that were hypothesized to occur in Erikson’s 
(1950) fifth stage of psychosocial development. This stage involves a cri- 
sis of ego identity versus role confusion, in which individuals—usually 
adolescents—ask themselves, “who am I and how do I fit in this world?” 
Erikson (1959) suggested a period of moratorium in which an individual 
explores possible roles and identities before deciding upon a meaningful, 
unified self-concept. Successful resolution of the crisis involves identity 
achievement, in which an individual has a high sense of self, is self-cer- 
tain, and develops a set of ideals. Erikson also described the development 
of fidelity or loyalty to a particular identity in society. 

In comparison, unsuccessful resolution involves identity diffusion, in 
which an individual is marked with an unstable and threatened self, self- 
doubt, and extreme self-consciousness. The lack of personal identity is 
referred to as repudiation, in which an individual fuses to the identity 
of others or a group. Extreme cases include cult or gang membership, 
or perhaps even personal relationships (usually romantic) in which a 
person loses his or her sense of self. Another maladaptive tendency is 
fanaticism, in which an individual is overly involved in a particular role 
beyond the point of tolerance or respect for others. In an intense orga- 
nization such as the Army, there is need for awareness on the part of 
leaders concerning the signs of adaptive and maladaptive identities that 
form in those they command. Across all types of organizational con- 
texts, some individuals can get so attached to their respective positions 
and titles that these manifestations are equated with personal identity. 
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This can create an unhealthy situation for the individual and perhaps 
even the organization. 

As initially proposed, Erikson’s ego identity was theoretical, descrip- 
tive, and difficult to test. Marcia (1966) developed a framework based 
on crisis and commitment principles as a way to empirically study the 
identity construct. Crisis refers to a period of decision-making in which 
various identity options are explored and tried out, whereas commit- 
ment refers to settling on a component of self-definition. Marcia’s iden- 
tity status paradigm reflects the interaction pattern of an identity crisis 
and commitment to an identity: identity achievement (presence of both 
crises and commitment), moratorium (crises and commitment later), 
foreclosure (commitment without crises), and identity diffusion (no 
crises, no commitment). Although Marcia’s paradigm was originally a 
typology of outcomes rather than a developmental process, Waterman 
(1999) suggested that adolescents develop from diffusion to achieve- 
ment. Other researchers argue the status model is not especially sen- 
sitive to developmental change and therefore is not appropriate for 
suggesting a developmental change direction (Van Hoof, 1999). 

In an extensive review of identity development, Bosma and Kunnen 
(2001) noted three themes of the determinants of development: (1) 
openness to experience and change in the individual, (2) the importance 
of context in terms of support and opportunities for growth, and (3) the 
importance of the outcome of previous development. A common thread 
running through many theories of development is the notion that an 
individual is not likely to work on identity development if he or she is 
not ready or open to being influenced by information through feedback 
or self-reflection. Similarly, development is likely to be stunted in envi- 
ronments that are not safe or supportive. Environments that provide 
role models, expectations, and support are most conducive for devel- 
opment. Finally, the outcomes of previous development play a role as 
a determinant of identity development. If an individual feels guilt or 
fear based on previous developmental experiences, future development 
could be affected adversely. 

Identity development may be cyclical rather than linear. Bosma and 
Kunnen (2001) further suggest that development is an iterative process 
of conflict and resolution between an individual’s commitments and 
information from the environment. Healthy development is balanced 
between assimilation, in which an individual adjusts the interpretation 
of the context to be consistent with self-schema, and accommodation, 
in which an individual makes an adjustment of his or her commitments 
or identity. Over-assimilation leads to rigidity and distortion of reality, 
whereas a complete reliance on accommodation results in chaos and 
superficial commitments. 

Loevinger (1976) emphasized the role of social cognition in identity 
development, arguing that reasoning and understanding about one’s own 
experiences in terms of the role of self and others shapes identity forma- 
tion. According to Loevinger’s theory of ego development, an individual 
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progresses through eight stages or “milestones” in which one’s frame of 

reference or ego develops more sophisticated and complex structures 

in response to demands of the environment. Ego growth occurs in the 
areas of impulse control, interpersonal relationships, and conscious pre- 
occupations. Experiences that create disequilibrium in the structure of 
the individual’s existing stage, and are personally salient, emotionally 
engaging, and interpersonal in nature are thought to facilitate ego stage 
transition (Manners, Durkin, & Nesdale, 2004). 

Measurement of ego development has centered on the Washington 
University Sentence Completion Test, in which individuals are instructed 
to complete sentence stems and responses are content-analyzed. 
A recent meta-analysis indicated that Loevinger’s construct and measure- 
ment of ego development was related to many criteria (after controlling 
for verbal intelligence), including positive relationships with adjustment 
and openness to experience, and negatively related to delinquency and 
conformity (Cohen & Westenberg, 2004). Interventions, such as instruc- 
tion, group discussion, and experiential exercises have been found to 
increase ego development stages (Manners, Durkin, & Nesdale, 2004). 

An_ individual’s overall identity develops as sub-identities are 
expanded, defined, and integrated through experience, self-reflection, 
and discourse. According to Kegan (1982, 1994), development occurs as 
an individual experiences increasingly complex situations, is able to deal 
with the complexity, and integrates the experiences with the self. Fur- 
thermore, an individual grows through a series of ongoing differentiation 
and integration episodes that are guided by subject—object relations. In 
early stages, an individual is not able to separate various knowledge prin- 
ciples and the self (i-e., the self is subject to those principles), but grows 
as he or she is able to take an objective view (i.e., hold the principle as 
object), and finally control or integrate the principle with the self. An 
individual moves from being subject to implicit assumptions that he or 
she sees with, to being able to hold those assumptions as object and use 
them to see through experience explicitly. When a principle can be held 
as object, then a person is able to differentiate the self from the assump- 
tion and integrate the explicit assumptions with the self. For example, 
at very early stages of development an individual is subject to a number 
of drives and impulses without being able to separate him/herself from 
such impulses or to see them objectively. Through development, there is 
an emerging awareness that one has impulses but is not defined by those 
impulses. Development can be facilitated by asking certain questions in 
an environment where one is safe to challenge subjective roadblocks by 
making or holding them as object. 

POSSIBLE SELVES AND PROVISIONAL SELVES 

Similar to the term ego, which describes an individual’s frame of refer- 
ence, self-schema refers to an individual’s representations of structures 
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of the self. One type of self-schema that may provide insight into the 
development of the self is the notion of possible selves, which refers to 
how someone wants to be or is afraid to be in the future. Possible selves 
can serve as motivators in that an individual may behave so as to pro- 
mote the achievement of a desired possible self, such as a “happy self” or 
to avoid the realization of a feared possible or “nightmare self “ (Cross & 
Markus, 1991) : 

Possible selves may signify the direction of development, the person 
one is attempting to become. Additionally, possible selves may aid in 
the interpretation and evaluation of the current self. Comparing one’s 
current self with the possible selves can serve as a standard for satisfac- 
tion as suggested by control theory (e.g., progress toward a desired self 
indicates satisfaction). Similarly, an individual may revise a possible self 
to a more attainable self as a way of more quickly or painlessly reduc- 
ing the discrepancy between actual and possible selves, which may also 
serve to maintain satisfaction of the current state. In addition, possible 
selves may aid in the choice of activities to pursue, and the choice of 
domains to further develop or optimize. Possible selves may also help 
an individual maintain self-esteem by compensating for domains where 
loss is experienced (Baltes & Carstensen, 1991). 

Several additional factors can contribute to one’s own view of the 
self. For example, an individual who holds an independent self-con- 
strual believes there is one true or real self; whereas an individual who 
holds an interdependent self-construal believes that social roles and 
relationships define the self (Markus & Kityama, 1991). Consistency 
in behavior may be less important for well-being for those individuals 
with an interdependent self-construal than those with an independent 
construal (Cross, Gore, & Morris, 2003). 

The concept of identity development as seen through the lens of pos- 
sible selves has been further developed and integrated with concepts 
relating to role modeling and experiential learning to explain how pos- 
sible selves are created, refined, retained, and rejected. Ibarra (1999) 
suggested that, in the context of work transitions, individuals try out 
temporary and incomplete professional identities called provisional 
selves. Further, individuals proceed through a three-task process in 
adapting aspects of their personality to new role demands in develop- 
ment of a complete and consistent professional identity. First, individuals 
observe role models, noting attitudes, routines, and impression-man- 
agement tactics used by others possessing a desired role identity. Next, 
individuals experiment with provisional selves, generally by imitating 
behaviors of role models. Finally, individuals evaluate the effectiveness 
of the acquired persona against others’ reactions and feedback as well as 
against internal assessments of the fit between who they want to be and 
what they were portraying. The larger the repertoire of possible selves 
and images an individual develops in the observation stages, the more 
easily one can negotiate successfully this notion of identity fit or congru- 
ence. In short, identity change and development is a process of gathering 
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variation in the self, experimenting with provisional selves, and select- 
ing or rejecting those selves based on internal and external evaluation. 

Levinson (1986) suggests that much of life is spent in transition in 
which one’s life structure is built through incorporating past experi- 
ences with the current life stage. Sometimes transitions are marked by 
public recognitions in the form of rites of passages, most commonly 
conceptualized through a coming of age (Gander & Gardiner, 1981). 
In the workplace, rites of passage can be described through ceremonial 
initiations, such as a dinner to mark an individual’s gaining partner- 
ship or an officer’s promotion in the military. Socialization efforts can 
also serve to facilitate a role or identity transition. Thus, socializa- 
tion may be a formal program that takes place within a company, or 
it may be a process that takes place informally. Regardless of how it 
is defined or the exact form it takes, organizational socialization is 
often the primary way in which newcomers adapt to new jobs or new 
roles within the organization (Chao, O’Leary-Kelly, Wolf, Klein, & 
Gardner, 1994). 

SOCIAL IDENTITY THEORY 

In addition to a personal identity, identity can be developed based on 
social group membership. Personal identity can be thought of as indi- 
vidual attributes, such as an individual’s traits and abilities, whereas 
social identity comprises various group classifications (Ashforth & Mael, 
1989). According to social identity theory (Tajfel, 1981), social identity 
can be defined as: 

that part of an individual’s self-concept which derives from his knowl- 
edge of his membership of a social group (or groups) together with the 
value and emotional significance attached to that membership (p. 255). 

Social identity theory examines the role of the collective self in 
group and intergroup processes; it provides the link between collective 
phenomena and an individual's social cognition and behavior (Hogg & 
Ridgeway, 2003). 

Wren and Mendoza (2004) clarify social identity and collective (i.e., 
group) identity. They conceptualized collective identity as an objective 
identity of the collective, whereas public identity is derived from the 
subjective individual understanding of group membership, the social 
identity. Individuals maintain a positive self-concept and enhance self- 
esteem through having a positive view of the collectives of which they 
are members, which define the “in-groups.” Social identity can be devel- 
oped through increasing the salience of group membership and posi- 
tive differentiation of one’s own groups versus others’ groups, the latter 
being termed “out-groups.” 

Employees may have multiple personal and social identities within 
and outside of organizations. Work-related social identities may include 
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identification with one’s profession, organization, or workgroup. A 6-year 
qualitative study of medical residents resulted in a theory about profes- 
sional identity construction (Pratt, Rockmann, & Kaufmann, 2006). In 
essence, the researchers found that professional identity changes occurred 
when the residents’ ideas about who they were as professionals—their 
professional identity—did not match with their work. As these “integrity 
violations” occurred, they would prompt identity changes, with the mag- 
nitude of the violation predicting the type of identity change. Changes 
in identity were internalized through social validation processes involv- 
ing feedback from important others (e.g., role models, superiors) in the 
work network. In this way, work identities are not only forged but also 
customized as the work becomes more complex, motivating a change in 
professional identity. 

Externally imposed events can also drive identity change. Corley and 
Gioia (2004) reported on an inductive, interpretive case study of orga- 
nizational identity change in the spinoff of a Fortune 100 company’s 
top-performing unit. The authors examined the process by which the 
labels and meanings associated with the organization’s identity under- 
went changes as a result of the spinoff. With the forced change in orga- 
nizational identity, individual members experienced what was termed 
identity ambiguity. This is defined as the lack of a clear sense of “who we 
are” or “who I am” on the part of members. The study illustrates how 
organizational change can affect organizational as well as individual 
identity. In general, the strength of identification (whether it be with 
one’s profession, organization, or workgroup) tends to vary based on 
type of employment (self-employed or working for a large organization) 
yet all are important predictors of job satisfaction (Johnson, Margeson, 
Ilgen, Meyer, & Lloyd, 2006). 

Other social identities, such as a cultural identity, transcend orga- 
nizational membership (Chao & Moon, 2005). Social identities gener- 
ally tend to be value-free and can spontaneously emerge from various 
types of nominal groups—even ones that are randomly generated in a 
research lab. On the other hand, cultures are value-based and do not 
spontaneously generate from groups with minimal interaction among 
group members. Cultural identities therefore involve “deep tacit knowl- 
edge that links those with like values” (Chao & Moon, p. 1131). 

Social identity, as well as personal identity, has been associated with 
adjustment, coping, and psychological health. Crocker, Luhtanen, 
Blaine, and Broadnax (1994) noted that collective self-esteem is derived 
from various perceptions of group membership, including feeling that 
one is a worthwhile member of a group, perceptions that the group 
is valuable, and perceptions that others value group membership. All 
three components were found to be related to decreased depression 

and hopelessness and one’s perceptions were additionally related to 
increased life satisfaction and self-esteem. Similarly, Cameron (1999) 
found that in-group affect and centrality were related to group-derived 
efficacy, which was in turn related to life satisfaction. Further, in-group 
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ties were related to self-esteem, which was in turn related to life satis- 

faction and decreased depression. 

IMPLICATIONS FOR LEADER DEVELOPMENT 

There are several important reasons that identity development should 
be incorporated as an integral aspect of leader development. First, 
developing one’s identity facilitates critical leadership behaviors. Bau- 
meister (1995) argues that the two most prominent functions of the 
self are as an interpersonal tool and an aid to decision-making. The 
need for interpersonal skills and decision-making has long been rec- 
ognized in the leadership literature. For example, over 50 years ago it 
was argued that “[l]eadership is the most conspicuous manifestation 
of social effectiveness” in that leadership implies a person’s social com- 
petence is honed enough to attract a following (Link, 1950, p. 7). In 
addition, the Normative Decision Model of leadership focuses entirely 
on how a leader’s decision procedures vary by aspects of the situation 
and can affect decision quality and acceptance of a decision by followers 
(Vroom & Yetton, 1973). 

In contemporary organizations, interpersonal skills are needed for 
communicating a vision and motivating, directing, and supporting fol- 
lowers as well as interacting with other leaders and superiors. A devel- 
oped identity provides a leader with an understanding of his or her words 
and actions, and how they may be perceived by others. A confident, 
consistent identity also provides someone with a dependable display of 
leader attributes and behaviors, which can provide the foundation for 
trust. Similarly, a well-defined identity provides a leader with a reliable 
set of priorities, values, and preferences, which can aid in decision-mak- 
ing. Identities help define goals that direct one toward the realization of 
desired possible selves and away from the realization of the undesired or 
so-called nightmare selves. 

Much of leader development is related to personal development and 
identity development. Day and Lance (2004) noted the importance 
of integrating leader identity into one’s self-schema. They discussed 
how leader development occurs as one’s leader sub-identity becomes 
differentiated, more complex, and is ultimately integrated. In essence, 
effective leader development is the differentiation and integration of 
leadership and personal experiences, values, and confidence. Self-reflec- 
tion and integration need to be planned and strategic (i.e., intentional) 
as individuals may not undertake personal development activities or see 
their potential benefit on the job without prompting (Birdi, Allan, & 
Warr, 1997). 

Common to theories of identity development is the emphasis on 
being self-aware. For example, emerging self-awareness and conceptual 
complexity is thought to occur during Loevinger’s fifth stage, or the 
self-aware ego stage. Whereas this stage is theorized to occur in early 
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adulthood, the majority of adults do not progress much beyond the 
beginning steps of being self-aware (Loevinger, Cohn, Bonneville, Red- 
more, Streich, & Sargent, 1985). This suggests that individuals could 
benefit from interventions designed to enhance self-awareness, if for no 
other reason than that research has shown that self-awareness is posi- 
tively related to managerial job performance (Church, 1997). 

In the leadership literature, self-awareness is often described as being 
critical for leader development and success. Leader development can be 
viewed as the process of enhancing the fit between the requirements of 
the leader role and personal identity (D. T. Hall, 2004). Self-awareness 
helps one increase that fit through assimilation and accommodation, 
to change aspects of the leader’s identity or to change aspects of the 
environment to be a better leader. Self-awareness provides a leader with 
the ability to reflect on individual strengths and areas that need addi- 
tional development to better facilitate growth and continuous learning. 
Identification with the leadership role and sufficient self-confidence are 
important precursors to actually attempting developmental leadership 
activities (Lord & R. J. Hall, 2007). 

Lord and R. J. Hall (2005) have proposed that, as leaders develop, 
their identities shift in focus from individual (i.e., me), to relational (i.e., 
you and me), to collective (i.e., all of us) levels. Thus, leader identity is 
thought to change in terms of its underlying level of inclusiveness, rang- 
ing from least inclusive (i.e., individual) to most inclusive (i.e., collective). 
However, they have pointed out that self-identity is a richly elaborated 
knowledge structure, and the self could more properly be considered a 
confederation of selves (Lord & R. J. Hall, 2005). At any one time, only 
a part of the structure, which they refer to as the working self-concept, 
may be active, depending in part on role demands. This line of thinking 
parallels and extends that from the constructive-developmental litera- 
ture, especially the models of cognitive development proposed by Loev- 
inger (1986), Kegan (1982, 1994), and Torbert and associates (2004). 
Also, see McCauley, Drath, Palus, O’Connor, and Baker (2006) for a 
review of the constructive developmental theory literature as it pertains 
to understanding leadership and facilitating leader development. 

An important component of effective leadership is building the 
autonomy and leadership capabilities of followers. Kark, Shamir, and 
Chen (2003) noted the importance of followers’ identification with 
effective leadership. They found that transformational leadership was 
positively related to both followers’ dependence and their empower- 
ment. Personal identification with the leader explained the relationship 
between transformational leadership and dependence on the leader, 
whereas social identification explained the relationship between trans- 
formational leadership and empowerment. Building the social identity 
of a group may lead to more beneficial outcomes than facilitating iden- 
tification with subordinates, suggesting that an important component of 
leadership is to promote collective interests associated with a shared in- 
group identity. The role of possible selves also may be important at the 
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collective as well as individual level. Lord, Brown, and Freiberg (1999) 

suggest that leaders can impact subordinate motivation and affect by 

proposing possible collective selves. Instilling high expectations and 

confidence in a future desired collective identity can aid in the develop- 
ment of the collective and facilitate striving for higher standards in the 
name of this collective. 

Lord and Brown (2004) highlight the importance of the role that 
leaders play in developing the self-concepts of followers, which facili- 
tates their work behavior. As they note, “Leaders are thought to affect 
organizational outcomes largely through their impact on subordinates. 
Thus, leaders may initiate the leadership process, but they do not 
complete it. Subordinates do” (p. 185). The authors argue that lead- 
ers develop followers through the development of their working self- 
concept, or the current and active components of the self, including 
self-views, current goals, and possible selves. Adopting a social cogni- 
tive perspective, Lord and Brown note that effective leader behavior 
translates into followers’ working self-concepts through sensemaking 
and affective reactions. When followers are able to effectively code and 
categorize leader behavior as possessing meaningful underlying cogni- 
tive structures such as patterns of values, the result is that their own 
working self-concepts develop. Additionally, leader action produces 
emotional reactions in followers that can also facilitate self-concept 
development. 

Fostering relational or social identification may also be beneficial for 
development by meeting a basic psychological need of making connec- 
tions with others. Feelings associated with identifying with another 
may help support an individual through the difficult process of devel- 
opment. Alternatively, feelings of social exclusion such as alienation or 
“lonely future” have been found to undermine self-regulation. As such, 
fostering a sense of identification or the perceptions of acceptance can 

aid in self-regulation. As the authors eloquently put it: 

[T]he immense advantages and rewards that flow from social acceptance 
may make people normally willing to tolerate the costs and sacrifices that 
self-regulation requires. But people may lose that willingness when social 
acceptance and its rewards are not forthcoming (Baumeister, DeWall, 
Ciarocco, & Twenge, 2005, p. 603). 

Identity development may also be facilitated through many organi- 
zational and personal interventions such as using formal ceremonies to 
mark identity passages, creating supportive environments, using self- 
assessment tools and feedback, self-reflection, and participating in a 
variety of experiences (D. T. Hall, 2004). A common aspect across 
most theories is the belief that identity development occurs through 
individual experiences. Research and theory support the conclusion 
that experiences that help a leader reflect on their existing self-schema 
can prompt further identity integration. Positive experiences can facili- 
tate the development of a desired possible self, which can motivate and 
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direct behavior. To optimize gains through a particular experience, a 
supportive environment is necessary to enhance identity development 
just as it was shown to be important for optimizing development in 
general (see Chapter 2). 

In addition to supportive environments, self-awareness and identity 
also can be developed through feedback. Feedback that is timely, accu- 
rate, and specific can help provide individuals with an understanding of 
how others see their leader abilities. Providing feedback can stimulate 
an individual to engage in self-assessment and self-awareness. Addi- 
tionally, feedback gives a leader a comparison of his or her levels of 
performance with a standard (Kluger & DeNisi, 1996) stimulating the 
development or improvement of possible selves. Feedback also drives the 
acceptance or rejection of provisional selves (Ibarra, 1999). In general, 
self-regulation processes rely on feedback. The role of self-regulation in 
leader development will be addressed in more detail in a later chapter 
(Chapter 12). 

The role of leader identity development has received attention in 
other related areas. In particular, a Leadership Identity Model was 
proposed in the domain of student leadership. Based on a qualitative 
grounded theory approach using in-depth interviews with 13 students 
in the fourth or fifth years of their undergraduate studies, a general 
stage model of leadership identity development was proposed (Komi- 
ves, Owen, Longerbeam, Mainella, & Osteen, 2005). In particular, the 
authors proposed six developmental stages, beginning with the emerg- 
ing awareness of leaders and progressing to integration and synthesis 
(see Table 5.1). As with other developmental stage theories, only a 
small percentage of the population is thought to progress to the highest 
stages. 

Across the stages proposed by Komives et al. (2005), the focus of 
leadership moves from being completely on the individual to a broad- 
ened perspective to include others to an even broader perspective that 
encompasses everyone. As a result, self-identities are changed to include 
an integrated leadership role that was enacted on an ongoing daily basis. 
This is consistent with the views of Lord and R. J. Hall (2005) who 
have proposed that, as leaders develop, the focus shifts from individ- 
ual to relational to collective identities. It is also generally consistent 
with socio-constructive theories of human development that cognitive 
growth is a function of taking ever-inclusive world views (e.g., Kegan, 
1982, 1994; Loevinger, 1973). 

In conclusion, not only is identity development an ongoing life- 
long process, this chapter illustrates its relevance to leader develop- 
ment. Part of developing as a leader is identifying a more articulated 
and complex conception of self as leader. The theory and research 
we reviewed also indicate that various kinds of experiences can pro- 
mote identity development. This body of literature leaves us to deter- 
mine how best to enhance and accelerate complex leader identity 
development. 
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TABLE 

Stage |: 

Stage 2: 

Stage 3: 

Stage 4: 

Stagero: 

Stage 6: 

An Integrative Approach to Leader Development 

5.1 Stages in the Student Leadership Identity Development 

Awareness—Usually initiated in childhood when there is the 

recognition that there are such people as leaders, usually parents or 

other authority and historical figures (e.g., presidents of the United 

States). 

Exploration/Engagement—A time of experiencing groups, taking on 

responsibilities (although perhaps not in a formal leadership position), 

and engaging in institutional involvement with clubs (e.g., Boy 

Scouts), student organizations (student council), or sports teams. 

Leader Identified—This is a leader-centric stage in which participants 
see that groups are composed of leaders and followers and that it was 

the leaders who did the leadership. Someone was a leader only if he or 

she occupied a formal leadership role; furthermore, there was only 

one leader per group. Komives and colleagues (2005) proposed that 
all or nearly all students enter college with this perspective on 

leadership. 

Leadership Differentiated—Students begin to differentiate leadership 

beyond the role of a formal leader and begin to see that anyone in the 

group could take part in leadership. This stage also included an 

emerging recognition that leadership was a process between and 

among people. 

Generativity—Becoming actively committed to a larger purpose as 

well as commitment to the groups and individuals who are involved 

in that purpose. The core values and beliefs embedded in the group's 

purpose began to be internalized by students. 

Integration/Synthesis—A time of continuous active engagement with 

leadership as a daily process—as part of self-identity. Students 

demonstrate increasing intrinsic confidence and strive for congruence 

and integrity. 

Source: Adapted from Komives Owen, Longerbeam, Mainella, & Osteen 
(2005) 

SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADER DEVELOPMENT 

¢ Identity is a multifaceted construct in which the self potentially is 
organized into many sub-identities. A leader identity is an impor- 
tant component of the self, especially with regard to continuous 
and ongoing leader development. 

oa well-defined leader identity can guide leadership behav- 
ior and build trust through consistent actions and positive role 
modeling. 
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¢ Identity shapes what goals are set and pursued. Building a leader 
identity would therefore likely influence the kinds of self-develop- 
ment goals that are set. 

e Identity processes support learning and change. Developing an 
expert leader in terms of an expert competency base would be 
supported by the development of a strong leader identity. 

e As leaders develop, there may be a shift in focus from individual 
to relational to collective identities, consistent with taking increas- 
ingly inclusive world views. 
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6 
Moral Development 

Character is that which reveals moral purpose, exposing the class of 
things a man chooses or avoids. 

—Aristotle 

A [leader’s] hardest task is not to do what is right, but to know what 
is right. 

—Lyndon Johnson 

Much of a leader’s work has moral and ethical implications. Leader- 
ship situations often involve aspects that are characteristic of an ethical 
dilemma, defined as an apparent conflict between moral imperatives in 
which obeying one would result in transgressing another. Recognizing 
ethical dilemmas when they occur, understanding various courses of 
action and their relative implications, and acting in the most appropri- 
ate manner that is consistent with core values and beliefs requires a 
fairly sophisticated level of moral reasoning. Thus, developing moral 
reasoning and ethically grounded behavior is critical for all leaders. 
Moral courage and ethical behavior can be strengthened through the 
moral development of “growing” leaders, which may ultimately depend 
on individual self-awareness and reflection (May, Chan, Hodges & Avo- 
lio, 2003). The failure of moral courage and the problematic ethical 
standards exercised by some of the most successful companies in the 
world (e.g., Enron, Siemens, Worldcom) argues for greater attention to 
the moral development of all organizational leaders. 

MORAL DEVELOPMENT THEORY 

Moral development theory has followed major shifts in historical thought 
beginning with early philosophers concerned with what is good and bad 

7H 
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(i.e., ethics). In the classical period, great thinkers such as Aristotle, 

Plato, and Socrates held in common the assumptions that (a) objective 

moral standards existed, (b) that these standards were part of the natural 

world, and (c) that the human mind could come to know these standards 
through the process of reason (Kurtines, Alvarez, & Azmitia, 1990). 
What these philosophers debated was the specifics of moral ideals. Dur- 
ing the Medieval period, the emphasis turned to the role of faith rather 
than reason in discovering moral objectives. Moral objectives were ori- 
ented toward Christian principles as reflected in the Bible rather than 
a universal justice standard. With the rise of modern science, trends in 
moral theory in the current era include a shift away from a religious ori- 
entation and toward a more relativistic perspective on moral ideals. 

Research on moral development grew immensely in response to Law- 
rence Kohlberg’s (1976, 1981) theory of moral development, which is 
built on the influential developmental stage theory posed by Jean Piaget 
(briefly discussed in Chapter 3). Kohlberg’s theory can be described as 
focused on macro-morality, emphasizing morality in the formal societal 
structures and Kantian principles rather than daily face-to-face interac- 
tions (Rest, Narvaez, Bebeau, & Thoma, 1999a). 

Within the Kohberg framework the preconventional level (stages 1 
and 2) represents a hedonic perspective that attempts to maximize per- 
sonal reward and avoid punishment (e.g., do what you're told and you 
won't be punished). Individuals at this level are preoccupied with rea- 
soning from a self-interest viewpoint. There is a concern for others only 
to the extent that they might control rewards and punishment or that 
exchange with others may lead to satisfaction of one’s personal needs. 
At the conventional level (stages 3 and 4) right and wrong is identified 
mainly in terms of social relationships. One's social context in terms 
of family, friends, coworkers, and society at large determines morality 
(e.g., be considerate, nice, and kind and you will make friends). Moral 
behavior is what is expected by others, what helps others, or helps to 
maintain the social order. At this level there is a primary orientation on 
social rules and obligations. At the postconventional level (stages 5 and 6) 
moral reasoning is marked by an internalization of universalistic moral 
principles involving rights, respect for others, and justice. 

Although originally indicated as a developmental theory for children, 
stage development has been found to occur well into later life, although 
at a slower rate of progression (Armon & Dawson, 1997). Consistent 
with Piaget’s theory, Kohlberg argued that the stages of moral develop- 
ment are universal, invariant, and independent of social experiences. 
Individuals are thought to progress upward from stage 1, only one stage 
at a time in a linear (i.e., ladderlike) fashion, and without regression 
to earlier stages. Whereas some evidence supports the universality of 
Kohlberg’s stages in terms of progression and direction (Nisan & Kohl- 
berg, 1982), cross-cultural differences have been noted in the respec- 
tive stage content as well as the highest stages attained (Snarey, Reimer 
& Kohlberg, 1985) 

’ 
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There also have been pointed criticisms of possible gender bias in 
Kohlberg’s theory. Gilligan (1982) argued that traditional feminine 
concerns of care for others equate women to lower stages of moral 
development and therefore women are assessed as less morally mature. 
Alternatively, Gilligan proposed that females speak “a different voice” 
on morality, one characterized by a caring and interpersonal responsi- 
bility, whereas males follow a justice orientation characterized by indi- 
vidual rights, duty, and protection. According to Gilligan, Kohlberg’s 
theory fails to account for this difference, thus the claim of gender bias. 
Although early research on moral reasoning may have suggested females 
average lower moral reasoning development than males (Fishkin, Kenis- 
ton, & MacKinnon, 1973), a more recent meta-analysis found little or 
no gender difference (Jaffee & Shibley Hyde, 2000). In addition, other 
researchers have argued that gender differences may occur in the pro- 
cess rather than the outcomes of development. Boldizar, Wilson, and 
Deemer (1989) hypothesized that life experiences and value orienta- 
tions toward those experiences would exert differential influences on 
the processes (but not necessarily the outcomes) of moral development 
for women and men. Results suggested no significant outcome differ- 
ences between women’s and men’s adult levels of moral development, 
education, or occupational attainment, but the processes linking educa- 
tion, occupation, and marriage to adult moral development did differ 
for men and women. These results were interpreted as reflecting the 
influence of contemporary patterns of sex role socialization on adult 
processes of moral development. 

Others have criticized Kolberg’s cognitive developmental perspective 
on morality as being too rigid. Specifically, Krebs and Denton (2006) 
suggested viewing moral development in a step-ladder progression 
limits an individual’s ability to draw from earlier stages. They suggest 
replacing the notion of moral maturity with one of moral flexibility in 
which an individual can draw from previous perspectives on morality 
depending on the situation. 

Rest et al. (1999a) addressed some of the remaining criticisms of the 
stage theory in what the authors termed a “neo-Kohlbergian approach.” 
Rest and his colleagues have taken the general Kohlbergian framework 
and placed it into the context of individual development. Within their 
cognitive development framework, Rest et al. suggest that individu- 
als develop as they progress through a series of six stages organized 
into three levels of increasing sophistication of moral reasoning and 
moral judgment. This new approach turned the focus away from dis- 
tinct sequential stages of development to more general, less-sequential 
moral schemes with overlapping waves that guide an individual’s moral 
reasoning. Rest and colleague’s first schema, personal interest, roughly 
equates to Kohlberg’s second and third stages in which decisions are 
made concerning the personal risk the actor has in the consequences 
of the action. The second schema, maintaining norms, which equates 
to Kohlberg’s fourth stage, centers on established practices and laws 
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emphasizing the need for social structures and society-wide coopera- 

tion. The final schema focuses on postconventional thought in which 

“moral obligations are to be based on shared ideals, which are reciprocal 
and open to debate and tests of logical consistency, and on the experi- 

ence of the community” (p. 307) rather than an appeal to rules or regu- 
lations as in the maintaining norms schema. 

In addition to the process of development, the neo-Kohlbergerian 
approach also differs in assessment of development. Moral schemas 
are assessed with the Defining Issues Test that is based on written or 
selected responses to various moral dilemmas. This is different from 
Kohlberg’s recommended use of interviews in which an individual ver- 
bally responds to series of moral dilemmas as assessed by the Moral 
Judgment Interview and Standard Issue System (Rest et al., 1999a). 

Arguably, one of the most critical debates in moral development theory 
is that of the potential gap between moral reasoning and moral behavior. 
Blasi’s (1980) review of the relation between moral judgment and action 
served as a catalyst for the development of theories of moral develop- 
ment that included, but went beyond, mere cognition. He concluded 
that moral cognition predicts behavior, but there is significant variance 
still left unexplained. Rest (1986a) devised a four-component model to 
explain the link between moral reasoning and behavior and delineated 
four essential psychological processes. The model suggests that failed 
moral action can occur from a break in any of the components. It implies 
that all components are necessary for moral behavior and follows a gen- 
eral logical sequence; however, Rest notes that in an overall sense indi- 
viduals may be particularly strong or weak in any given area. 

The first component, moral sensitivity, involves the interpretation of 
the situation including how one’s actions would affect others. Second, 
moral judgment involves recognizing the morally ideal behavior. The 
third component, moral motivation, integrates the individual's affect and 
social understanding of the dilemma and implies that one highly morally 
motivated would choose the moral ideal. Finally, implementation involves 
carrying out the chosen moral decision. According to Rest, developmen- 
tal activities should focus on all four components, rather than solely on 
moral cognition. Rest’s four components have been used in the area of 
professional ethics education in which emphasis is placed on developing 
all components rather than just emphasizing moral reasoning. In addi- 
tion, individualized attention in the form of interventions is often rec- 
ommended to focus on particular area weaknesses (Bebeau, 1994). 

Similar to Rest’s notion that individuals differ with respect to moral 
sensitivity, moral judgment, moral motivation, and implementation, 
other researchers have investigated the self and morality. Blasi (1995) 
expanded on the cognitive theories of morality by integrating the role 
of the self in a three-component model of moral identity. According 
to Blasi, “The highest degree of moral integration is achieved when 
one’s moral understanding and concerns become a part of one’s sense 
of identity” (p. 229). The first component of his model is the moral 
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self, which deals with the centrality and salience of morality in one’s 
life. Individuals vary in the degree to which commonly accepted moral 
standards and values are present in daily life as well as the degree to 
which personal goals are aligned with moral goals. The second compo- 
nent, personal responsibility for moral action, focuses on the moral judg- 
ment-action paradigm. This component refers to a moral motivation or 
the degree to which an individual feels moral obligation to follow the 
morally ideal behavior. Blasi noted the distinction between recognizing 
the moral ideal and feeling a responsibility to comply. The final com- 
ponent, self-consistency or integrity, refers to congruence in moral action 
and reasoning. 

An understanding of one’s “moral identity” can help explain the 
noted gap between moral judgment and behavior, especially in terms 
moral motivation. Moral motivation suggests that all moral behavior is 
determined by the desire to maintain moral congruity, yet individuals 
may not be aware of this desire. Bergman (2004) distinguishes moral 
motivation and moral motives, which are conscious explanations for 
behavior. Moral motivation comes from a deep structure of personal 
identity congruence, whereas moral motives translate deep structure of 
moral motivation into action. Motives include factors such as ambition, 
need to please, fear, kindness, and courage. Wren (1991) suggests the 
following sequence: self > moral motivation — moral thinking > moral 
motive — action. In other words, moral behavior stems from motives 
which are ultimately built on moral thought integrated in the self. 

Instead of focusing on universal age-based stages in moral reasoning, 
moral motivation theorists look to the sources of moral motivation and 
individual differences in moral motives. Schulman (2002) has proposed 
that moral motivation is shaped by three separate and independent 
sources: (a) the arousal of empathy, (b) moral affiliations and identifica- 
tion with moral models, and (c) the commitment to moral principles or 
personal standards of right and wrong. Thus, people are motivated or 
moved to act in moral and ethical ways because they identify with the 
feelings of another (or others), they are influenced via social learning 
mechanisms by an ethical and moral role model (Brown, Trevino, & 
Harrison, 2005), and because their behavior is shaped by internalized 
principles of moral and ethical behavior. 

Schulman notes that much of the so-called “base behavior” found in 
the world is a function of the absence of one or more of these sources 
of moral motivation. Base behavior is a product of moral motivation 
deficits in the form of too little empathy, inadequate attachment to 
appropriate moral role models and lack of a moral community, and a 
deficiency of appropriate moral principles. Efforts to enhance moral 
behavior through developmental interventions are likely to be more 
successful by focusing on improving moral motivation than by trying 
to move targets to higher levels of moral reasoning. Moral motivation 
is likely to be much more malleable than stages of moral development 
offered by traditional theorists like Kohlberg and Piaget. 
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Nisan’s (1991) moral balance model offers another explanation of how 
moral congruence may be achieved. His cognitively-focused extension of 

moral identity is based on the concept of limited morality in which indi- 

viduals do not always hold moral ideals, but allow themselves to deviate, 

given they remain above a set standard. Within the balance model, indi- 
viduals calculate a sort of moral balance based on their morally relevant 
behaviors within a given time frame as compared to personal standards. 
Individuals strive to maintain a balance in order to preserve their moral 
identity by performing good deeds that raise the balance. 

Several other theories have been proposed to describe moral develop- 
ment, many of which focus on the moral development of children. For 
example, behavioral and learning models emphasize the importance of 
observable behavior rather than moral reasoning per se. In the learning 
and behavioral theories, moral development occurs as an individual's 
understanding and conformity to moral rules grows based on such pro- 
cesses as reinforcement, imitation, and role-playing (Gewirtz & Pelaez- 
Nogueras, 1991). Similarly, social-constructivist theories emphasize the 
development of morality through cultural and social rules. Within this 
perspective, moral ideals are not objective, but rather relative to the 
social and cultural norms in which the individual lives (Davidson & 
Youniss, 1995). Furthermore, dialectical models of moral development 
also reject a universal moral standard and instead turn their focus to 
the role that conflict plays in developing morality (Baumrind, 1978). 
A slightly different perspective is provided by domain theory, which 
proposes a distinction between social rules and morality. According to 
domain theory, morality actively develops as an individual makes sense 
of the social environment in terms of fairness and welfare of others. In 
contrast to stage or schema theories, domain theory suggests develop- 
ment in social convention (i.e., social rules and structure) is a separate 
development domain than morality (Turiel, 1983). 

One of the most consistent and strongest correlates of advanced moral 
reasoning is education, particularly higher education. Rest and Narvaez 
(1991) concluded “one of the influences of the college experience is that 
it provides general intellectual stimulation that causes students to over- 
haul and rethink the basic ways in which they make moral judgments” 
(p. 239). As well as formal educational influences, post-conventional 
moral reasoning has also been found to relate to depth of multicultural 
experiences. In other words, individuals who were able to spend time 
in another culture or develop friendships with others from a different 
culture demonstrated more sophisticated moral reasoning than those 
whose experiences and friendships were within the bounds of the same 
culture (Endicott, Bock, & Narvaez, 2003). There also is evidence of 
parental influences on moral development in young adulthood. During 
this time, fathers’ moral judgment and education were the strongest pre- 
dictors of both sons’ and daughters’ moral reasoning (Speicher, 1994). 

The discussion above highlights the size and scope of the moral 
development literature. Although the literature is vast there are some 
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summary comments that can be made. First, individuals develop 
morally, moving from avoiding punishments to following rules to 
internalization of moral principles based on consideration of special 
circumstances. Moral reasoning is a key component of moral develop- 
ment. Moral reasoning and behavior are linked, but advanced moral 
reasoning does not always translate directly into advanced moral 
behavior. Individuals differ with respect to how integrated and salient 
their sense of morality is within their identity. 

ENVIRONMENTAL INFLUENCES ON 
MORAL AND ETHICAL BEHAVIOR 

A recent theoretical synthesis on the normalization of corruption in orga- 
nizations helps to better understand the role of environmental influ- 
ences on moral or ethical behavior. According to Ashforth and Anand 
(2003), corruption or unethical behavior becomes normalized in orga- 
nizations through the interrelated processes of institutionalization, 
rationalization, and socialization. All three processes have implications 
for the development of moral reasoning and, more important, for the 
enactment of ethically grounded behavior (e.g., moral courage). 

The process of institutionalization is thought to follow a sequence of 
phases in which an initial corrupt decision or action becomes embedded 
in the structure and processes of an organization, which leads to the 
routinization of corruption. Amoral or unethical actions become nor- 
mative, adapted to, and enacted mindlessly. A key process underlying 
this hypothesized sequence of institutionalization is the existence of a 
permissive ethical climate that encourages amoral actions. A key factor 
that is thought to contribute to a permissive climate is leadership. It is 
noted that leadership “plays a huge role in the institutionalization pro- 
cess. Leaders not only control many of the levers of institutionalization, 
but are very potent role models for organizational members’ (p. 6). They 
further observe that leaders do not have to actively encourage, reward, 
or engage in amoral actions themselves to create an amoral climate. An 
emphasis on ends rather than means that is linked to strong rewards and 
punishment for attaining or not attaining difficult objectives can create 
a permissive ethical climate. In addition, tacitly condoning unethical 
behavior can be perceived as similar to authorizing the corruption. As 
part of the moral development of leaders, the role of others’ leadership 
in creating an appropriate ethical climate in an organization or organi- 
zational unit must be addressed. 

The rationalization of corruption is based on the finding that “corrupt 
individuals tend not to view themselves as corrupt” (Ashforth & Anand, 
2003, p. 15). It is thought that corrupt individuals deny the implications 
of their actions through the use of rationalizing ideologies, which helps 
individuals and groups distance themselves from the deviant moral 
implications of their actions. There are numerous possible rationalizing 
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ideologies, which tend to operate in a complementary fashion to create a 

self-sealing system of beliefs. Some of the specific ideologies include: 

(a) Legality, in that actions are excused because that are not techni- 

cally illegal. 
(b) Denial of responsibility, whereby an actor claims there was no 

choice because of actions beyond his or her control (e.g., comply- 
ing with direct orders). 

(c) Denial of injury, where it is construed that no one was really harmed, 
the organization can recoup losses through insurance, the organi- 
zation does not appear to care, or the loss or damage is slight. 

(d) Denial of victim, in forms such as assuming that the victim(s) 
deserved their fate, the amoral action was justified as revenge, or 
that previous unfair treatment provoked the action. 

(e) Appeal to higher loyalties, in which universalistic ethical norms are 
seen as subordinate to more important values (e.g., group loyalty). 

Rationalizing ideologies often operate in ways such that the actor is 
unaware of their basis in rationalization. Moral development can help 
enhance a conscious awareness of the use of rationalizing ideologies by 
the leader or others under his or her supervision, and thus help to defuse 
them as sources of normalized corruption. 

Ashforth and Anand (2003) pose the important question of how an 
ethically sound person becomes embedded in corruption. Their answer 
is based on the dynamics of socialization, and in particular, the recipro- 
cal processes of cooptation, incrementalism, and compromise. Initially, 
rewards induce newcomers to change their attitudes toward an amoral 
act, followed by an escalation of commitment regarding their corrup- 
tion resulting in cognitive dissonance and an attitude change. The final 
stage occurs when values are compromised in response to managing the 
cognitive dissonance fostered by the amoral behavior (i.e., behavior > 
cognition). As leaders often play a pivotal role in organizational social- 
ization processes as well as serving as key sources of ethical guidance 
through positive role modeling (Brown et al., 2005), ensuring sound 
moral judgment in leaders is of utmost importance for maintaining the 
ethics of the organization. 

Theory and research support the assertion that context matters when 
it comes to ethical behavior and moral development. Influential work in 
the field of ethical climates in organizations has demonstrated that orga- 
nizations have distinct types of ethical climates and that there is vari- 
ance in the ethical climates even within organizations (Victor & Cullen, 
1988). Although the early research pointed to institutional and cultural 
antecedents of ethical climate (e.g., social norms, organizational form, 
and firm-specific historical factors), recent research has suggested that 
the level of leader moral development is related to the ethical climate 
of an organization (Schminke, Ambrose, & Neubaum, 2005). This 
relationship was moderated by the extent to which a leader uses his 
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or her capacity for ethical reasoning (i.e., congruence between leader 
moral development level and actions) as well as organizational age. The 
influence of a leader’s moral development was stronger for those leaders 
whose moral actions were consistent with their moral reasoning and in 
younger organizations. Further, having a strong sense of the moral self 
can neutralize the effects of moral disengagement strategies (whether 
they stem from the organization or social environment) on individual 
cognitions and emotions regarding morally questionable situations, such 
as war (Aquino, Reed, Thau, & Freeman, 2007). Findings such as these 
highlight the importance of the moral development and moral motiva- 
tion of leaders. 

IMPLICATIONS OF MORAL DEVELOPMENT 
FOR LEADER DEVELOPMENT 

It has been suggested there might be relatively few things that develop 
(in the truest sense of the word) much past adolescence. But as discussed 
in Chapter 3, a fundamental component of the ongoing development of 
adults is thought to be moral development (Moshman, 2003). Building 
on this premise we believe that a theory of leader development as adult 
development requires an incorporation of how morally-based thinking 
and behavior develops in adults. The ethical and moral development 
of leaders is an important concern for at least three reasons: (1) nearly 
every decision a leader makes has ethical implications, (2) leaders serve 
as role models to others and are the targets of identification and emula- 
tion of followers, and (3) leaders shape the climate of their respective 
organizations. On this last point, a recent search of a popular online 
book vendor using the search term “values-based leadership” resulted in 
over 600 book titles on the topic being identified. There is clear market 
demand for a better understanding of this aspect of leadership. 

So what have we learned about how moral reasoning or moral moti- 
vation develop? The evidence suggests that formal education is one 
of the most potent influences on moral development (Rest, 1986a). 
Thus the role of formal classroom educational experiences should be 
examined with regard to how the “schoolhouse” contributes to moral 
development. Other research suggests the importance of cross-cultural 
experiences in advancing moral development (Endicott et al., 2003). 
Job assignments in different cultures would therefore likely enhance 
moral development as well. But the theoretical contribution of Ash- 
forth and Anand (2003) is important in acknowledging the critical role 
of environmental factors in shaping moral behavior. Leader develop- 
ment experiences of any kind are unlikely to enhance moral reason- 
ing or moral behavior without the proper environmental support. This 
illustrates why it is necessary to have leaders with sophisticated moral 
reasoning skills and the character to model this sophistication in their 
behavior. Without such skills and character, developmentally oriented 



80 An Integrative Approach to Leader Development 

experiences are unlikely to contribute much with regard to accelerat- 

ing moral development and could even have harmful effects if not sup- 
ported by positive role models and institutional support. 

There is additional empirical support for the importance of moral 
development in leaders. Moral reasoning (as measured by the Defining 
Issues Test) was found to positively relate to transformational leader- 
ship (Turner, Barling, Epitropaki, Butcher, & Milner, 2002). Addition- 
ally, an important component of servant leadership is to encourage the 
moral development of followers with the goal of developing them into 
independent moral agents (Graham, 1991). Trevifio, Brown, and Hart- 
man (2003) noted that ethical leaders exuded traits such as integrity, 
displayed values-based transformational leadership skills, and used 
communication and rewards systems to encourage ethical behavior of 
subordinates. One study failed to find a relationship between moral 
development and leader emergence or effectiveness in a longitudi- 
nal examination of leader development in a military academy setting 
(Atwater, Dionne, Avolio, Camobreco, & Lau, 1999); however, a more 
recent investigation found that the level of psychosocial development in 
military cadets predicted peer, subordinate, and supervisor ratings of 
their performance as leaders several years later (Bartone et al., 2007). 

There are numerous additional reasons that moral development 
should be considered as an important component of leader develop- 
ment as adult development. More sophisticated moral reasoning essen- 
tially boils down to an enhanced individual capacity to take broader 
and different perspectives into account, thus helping leaders envision 
more possibilities, create innovative solutions, and quickly make sense 
of complex situations (Dixon, 1993). Researchers in moral development 
have also noted a connection between enhanced moral reasoning and 
more sophisticated moral behavior (Rest, 1986b). Thus, there appears 
to be positive transfer from thinking to behavior, which is consistent 
with the social psychology imperative that thinking is for doing (Fiske, 
1992). The corollary to this imperative is that doing causes thinking 
(Carlston, 1994) suggesting that using experiences or simulated experi- 
ences that require sophisticated forms of moral behavior may prompt 
advances in moral reasoning. 

Developing the moral self can also enhance congruence in thought and 
action, which in turn enhances psychological health. Research suggests a 
positive relationship between moral reasoning and more affirmative cop- 
ing strategies when dealing with a loss (Lonky, Kaus, & Roodin, 1984). 
In a study of moral exemplars, Cobly and Damon (1992) noted that 
when there is perceived unity between self and morality, judgment and 
conduct are directly and predictably linked and action choices are made 
with greater certainty. In short, developing an integrated moral iden- 
tity can build confidence in decision-making. These studies indicate that 
moral development may be intricately intertwined with identity develop- 
ment. Furthermore, both moral development and identity development 
may co-vary with the development of more advanced critical thinking 
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skills, the capacity for reflective thinking (K. W. Fischer & Pruyne, 2002; 
Kitchener & King, 1990), and other forms of postformal thinking (Com- 
mons & Richards, 2003; Cook-Greuter, 1990; Kegan, 1994). 

It can also be argued that advances in moral development may help 
an individual to better integrate the self with other individuals, the situ- 
ation, and the environment. On the other hand, stagnation in moral 
development may impede the ability of the leader to grow and develop. 
In order to develop leaders, a certain degree of readiness is required of 
leaders in terms of the ability to reflect on behavioral alternatives and to 
be aware of the effect that own behavioral choices have on others. More 
sophisticated levels of moral reasoning allow one to become more self- 
aware and self-reflective (Avolio, 2004), although it is equally plausible 
that greater self-awareness and more self-reflection can lead to more 
sophisticated levels of moral reasoning. Furthermore, an important 
component of the development of moral leadership relates to the lead- 
ers’ ability to consider the interest and development of followers, the 
organization, and society at large in addition to their own growth. An 
internalized moral standard can help prevent leaders from using power 
for personal gain instead of for a broader social good. Modeling ethical 
behavior can also influence other important organizational outcomes 
such as promoting prosocial behavior and decreasing counterproductive 
behavior (Brown & Trevino, 2006). 

AUTHENTIC LEADERSHIP DEVELOPMENT 

Although most formal leadership theories fail to address in much detail 
the issue of moral development of leaders, a recent addition to the lit- 
erature is an exception to this general rule. Terms such as authentic 
transformational leadership (Burns, 1978), ethical charismatic leader- 
ship (Howell & Avolio, 1992), idealized leadership (Avolio, 1999), and 
authentic leadership development (Avolio & Gardner, 2005) refer to 
leadership set apart by its foundation on a moral code. This “true” lead- 
ership is based on leaders’ inherent responsibility to take the perspec- 
tive of their followers, consider followers’ best interest, and align their 
vision with the needs of the followers. 

Authentic leadership development (Gardner, Avolio, Luthans, May, & 
Walumba, 2005; Luthans & Avolio, 2003; May et al., 2003) focuses on 
the development of leaders who are authentic persons and have authen- 
tic relationships with followers and associates. Authentic leaders and 
their relations with others are characterized by (a) transparency, open- 
ness, and trust; (b) guidance toward “worthy” objectives; and (c) an 
emphasis on follower development (Gardner et al., 2005). 

The moral component of authentic leadership was addressed by May 
et al. (2003). The authors proposed a model linking authentic decision- 
making, authentic behavior, and authentic leadership development. 
Authentic decision-making was proposed to be composed of a sequence 
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in which moral dilemmas are recognized, followed by transparent 

evaluation of alternatives, leading to the intention to act authentically. 

In this model, authentic behavior follows from intentions to act authenti- 

cally resulting in authentic moral action, which, if sustained over time, 

contribute to sustainable authentic behavior. Self-awareness and reflec- 

tion are considered to be pivotal components of authentic leadership 

development that are enhanced through sustainable authentic behavior. 

Self-awareness and reflection are the drivers for the development of 
three important influences on authentic decision-making and behavior: 
(a) moral capacity, (b) moral courage, and (c) moral resiliency. 

The moral capacity of a leader is thought to influence the relationship 
between characteristics of a moral issue and whether the leader recog- 
nizes the issue as a moral dilemma. Moral capacity depends on how the 
leadership role is viewed by a leader (i.e., serving as a “moral standard 
bearer”), the perspective-taking ability of the leader, and the extent 
of learning from previous experiences in dealing with moral issues. As 
noted by May et al. (2003), authentic leaders “develop mental models 
that facilitate the moral recognition required to address these dilem- 
mas” (p. 253). The topic of mental models and leader development will 
be taken up in a later chapter in this book. 

Moral courage is defined as the “leader’s fortitude to convert moral 
intentions into actions despite pressures from either inside or outside of 
the organization to do otherwise” (May et al., 2005, p. 255). Without 
a sufficient level of moral courage, the link between intentions to act 
authentically (ethically) and authentic moral action is weakened. The 
notion of a leader’s “fortitude” could be a function of individual dif- 
ferences in specific self-regulation components, such as self-regulatory 
strength, defined as the capacity or ability needed to inhibit, override, 
or alter responses (Baumeister, Heatherton, & Tice, 1994). In other 
words, there needs to be both the motivational resources as well as the 
personal discipline to turn intentions into actions. 

Moral resiliency refers to the ability to adapt in a positive way in the 
face of significant adversity or risk in terms of acting authentically. As 
such, it is thought to influence the relationship between authentic moral 
acts and sustainable moral behavior. Whereas moral courage is needed 
to motivate moral actions in the short-term, moral resiliency is needed 
to continually adapt and cope with situations that may threaten the 
leader's moral actions over a sustained period of time. 

The recent developments in building a theory of authentic leadership 
development are welcomed given its focus on leaders’ values, ethics, and 
by extension, their level of moral development. As noted previously, 
these important aspects of honorable and ethical behavior have been 
overlooked by most of the major leadership theories with the possible 
exception of transformational leadership theory (e.g., Bass & Steidle- 
meier, 1999; Kuhnert & Lewis, 1987) and servant leadership (Gra- 
ham, 1991; Greenleaf, Frick, & Spears, 1996). Despite these positive 
developments, to date most of the work is conceptual and theoretical 
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in nature. With the single exception of the Turner et al. (2002) study 
in which leaders’ scores on the Defining Issues Test of moral reasoning 
were positively related to transformational leadership ratings provided 
by followers (but not transactional leadership), there is no empirical 
basis for any claims of the importance of moral development to leader 
development. Nonetheless, there is every reason to believe that ethical 
dilemmas will continue to present themselves to leaders in all types of 
organizations, but especially for Army leaders given the noted increases 
in complexity across the entire spectrum of Army operations. And most 
important, Army leaders deal with issue of paramount importance — life 
and death. For all of these reasons, the moral development of leaders is a 
vitally important part of any leader development process in the Army or 
any other organization in which ethical dilemmas are likely. 

SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADERIDENV BLOPRMENT, 

¢ Leadership and ethics are inherently intertwined. Just about every 
decision made and action taken by a leader has ethical implica- 
tions. Leader development needs to include the development of 
ethical and moral reasoning to address these implications. 

e There is evidence that moral development progresses along a 
developmental trajectory and that such growth is strongly influ- 
enced by formal education. Environmental factors, including the 
variety of one’s prior experiences, also play an important role in 

shaping moral behaviors. 
e Leaders are role models and targets of identification and emulation 

by followers. 
¢ The climate of an organization or other work unit influences the 

thinking and actions of its members. A primary responsibility of a 
leader is to set an appropriate ethical and moral climate. Having a 

highly developed sense of moral reasoning would benefit a leader 

in setting the proper climate. 
e Positive values and morality are thought to be important compo- 

nents of authentic decision-making, behavior, and leadership that 
help leaders to recognize and address moral dilemmas. 
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Marge (Simpson): “Homer, the plant called. They said if you don’t show 
up tomorrow don’t bother showing up on Monday.” 

Homer: “Woo-hoo! Four-day weekend!” 

Nothing is more tragic than ignorance in action. 

—Johann Wolfgang Goethe 

A knowledgeable understanding of the environment is a key to effec- 
tive leadership. Knowing and understanding what is happening, what 
may happen or could happen in the future, and being able to discern 
appropriate actions to shape events is the essence of leadership at any 
level of an organization. The knowledge that one derives from available 
information is limited and shaped by one’s fundamental assumptions 
about the world and by one’s ability to reason with and make sense of 
that information (Fallesen & Halpin, 2004). In this chapter we discuss 
the development of the patterns of thought that support leaders’ suc- 
cessful understanding. 

The initial focus of this chapter is on epistemic cognition. Along 
with identity and moral reasoning, epistemic cognition is one of the “big 
three” of adult development. That is, as discussed in Chapter 3, epis- 
temic cognition is one of just a few core aspects of an individual that are 
thought to develop well into adulthood (Moshman, 2003). Develop- 
ment in this sense is more that just change—it represents an internally 
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directed, qualitative progression to a more complex or sophisticated 

state. The purposes of this chapter are to examine the nature and the 

importance of epistemic cognition, to show how it relates to the concept 

of reflective judgment (another highly researched topic in adult devel- 

opment), to propose how certain critical thinking skills may develop, 
and to examine potential implications for leader development. 

WHAT IS EPISTEMIC COGNITION? 

Epistemology focuses on individual ways of thinking about knowledge 
and knowing, or as a philosophical discipline “the origin, limits, methods 
and justification of human knowledge” (Hofer, 2002, p. 4). The term epis- 
temic refers to knowledge in more general terms and how it is acquired. 
Research in personal epistemology (i.e., an individual’s cognitions about 
the nature of knowledge and the nature of knowing; Pintrich, 2002) and 
epistemic cognition try to understand the individual's own definition of 
knowledge, the construction of knowledge, the evaluation of knowledge, 
and how knowing occurs. One’s personal epistemology influences how 
one views knowledge and truth and shapes one’s worldview. 

Kitchener (1983), who is credited with introducing the term epis- 
temic cognition into the adult development literature, describes think- 
ing as occurring on three levels: (1) cognition, which describes the 
basic processing of thought; (2) meta-cognition, in which an individual 
can monitor one’s progress in learning; and (3) epistemic cognition, 
which describes an understanding of the limits, certainty, and criteria 
of thought. As part of epistemic cognition, an individual might reflect 
upon the sources of one’s learning, the certainty of the absolute versus 
relative truth of one’s learning, the simplicity or complexity of knowl- 
edge, or justifications for that knowledge. 

To better understand what is included in personal epistemology, it 
may be helpful to know how the field developed. Much of the pioneer- 
ing research on epistemic cognition grew out of Perry’s (1970) work, 
which originally intended to describe college students’ educational 
experience and the development of students’ intellect and ethics. He 
noted that much personal growth and transformation occurred during 
the time spent in college and he interviewed college students in order 
to describe these changes. Although Perry predicted differences in per- 
sonality as a function of individual growth and development, what he 
discovered was changes in the complexity of the understanding of one’s 
world, field of study, relationships, and self. He noted changes in how 
students approached learning and their chosen field throughout their 
experience. From these original interviews and other studies, a model 
of personal epistemic development was created, which described (at 
that time) a series of nine stages of development. Generally, the model 
proceeds from a dualistic perspective at the more basic levels (i.e., right 
versus wrong) to a relativistic perspective. According to the model, 
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development reflects an ability to acknowledge a relativistic view, yet 
make certain commitments through meaning-making and learning 
about one’s self in relation to the world. Through his research Perry 
came to see a liberal arts education as being inherently about individ- 
ual development and the “evolution of individuals’ thinking structures 
and meaning-making toward greater and more adaptive complexity” 
(Moore, 2002, p. 26). 

The field of epistemic cognition is complex because changes in our 
historical perspective influence the research perspective, which in 
turn influences the research questions that are asked as well as the 
interpretation of the resulting findings. For example, a “classical” or 
traditional thinker assumes a certain dualistic perspective whereas a 
more postmodern perspective assumes that epistemic development 
occurs as one comes to understand the relativistic nature of truth and 
that truth is context dependent. Varying worldviews are thought to 
influence the construction of stages of development and direction of 
development. 

Some helpful examples illustrate epistemic development. For exam- 
ple, Perry (1970) equates the epistemic development of college students 
with the biblical allegory of the fall of Adam and Eve. After eating of 
the fruit from the Tree of the Knowledge of Good and Evil, Adam and 
Eve became aware of good and evil. Similarly, college students gain 
knowledge about values and truth and therefore realize they must make 
meaning of their lives through the choices they make. On a different 
level, changes in one’s ideas of learning take place as well. For example, 
early in their careers students may view themselves as sponges in which 
learning occurs by retaining facts and absolute truths provided by a 
teacher. Later in the same careers, they may come to view their roles 
more as active agents in the learning process than as passive sponges. 
Their views of teachers may change such that a teacher is not an abso- 

expertise who can serve as an aid in the process rather than the creator 
of the learning. 

Epistemic cognition can be further understood by looking into other 
potential related constructs. The strongest and most consistent predic- 
tors are age and education level (note the parallels with moral reasoning, 
which is also heavily influenced by age and especially education; Rest, 
1994). Many researchers (see K. W. Fischer & Pruyne, 2002; King & 
Kitchener, 1994 for comprehensive reviews) suggest that epistemic cog- 
nition develops with maturity and life experience, yet an intellectual 
climate in which critical thinking and reasoned debate occur is nec- 
essary to foster development to the highest levels. Some authors sug- 
gest that modern American society fosters an environment where most 
people follow a “to each his own” adage in which social and political 
positions are viewed as personal taste and opinion rather than critically 
evaluated through reason. In short, everyone is entitled to an opinion 

and every opinion matters to the same extent. 
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Consider the following quote from the journalist Anna Quindlen 

(2005): 

In 1998 a study ... reported the most common discussion model among 

students was stating what they were certain they already believed, not 

learning what they did not or exploring the views of those with whom 

they disagreed (p. 82). 

Such a culture may stunt epistemic growth in that critical reasoning 
about the merits or origins of various opinions is not encouraged (Kuhn & 
Weinstock, 2002). What seems clear, however, is that the development 
of epistemic cognition in adults is influenced mainly by individual dif- 
ferences and environmental factors, and less influenced by physiological 
changes that characterize much of childhood development. 

In childhood and adolescence, epistemological sophistication has 
been related to academic performance (Schommer, 1993). This may 
be related to the study habits of the students. To illustrate, a student 
with more sophisticated epistemic cognition may approach studying as 
a tool for better understanding an area, rather than just the memoriza- 
tion of facts. Epistemic cognition also has been studied in the context 
of reasoning in everyday life. For example, studies have examined the 
reasoning process jurors make when weighing evidence and coming to 
a verdict as well as the certainty in the correctness of their decisions 
(e.g. Kuhn, Weinstock & Flaton, 1994). Epistemic cognition has been 
found to underlie those reasoning skills and argument abilities of jurors 
(Weinstock & Cronin, 2003). There is evidence that those who hold 
more sophisticated epistemic beliefs will adopt problem-solving strat- 
egies that result in a more thorough analysis of possible alternatives 
(Fallesen, 2000). Also notable for understanding the development of 
leader identity in adolescence and adulthood, epistemic growth may be 
causally related to, or occur simultaneously with, identity development 
(Chandler, Hallett, & Sokol, 2002). 

There is an ongoing debate about some aspects of epistemology and 
many have called for continued research to provide clarification. For 
example, a number of researchers have moved away from conceptualiz- 
ing epistemological development as representing unidimensional stage 
development to occurring instead on multiple levels (K. W. Fischer & 
Pruyne, 2002; Hammer & Elby, 2002). There is also some debate on 
what constitutes the underlying dimensions of development. Particu- 
larly in early work, epistemic cognition was thought to manifest itself 
similarly across many domains, yet other researchers challenge that 
assumption. Future research is called for to clarify questions regarding 
the domain specificity or generality of epistemic cognition. Two funda- 
mental research questions that call for the most attention are: (1) how 
does epistemic cognition develop, and (2) what are the mechanisms for 
change that drive epistemic development (Pintrich, 2002). The pres- 
ent literature suggests that it may be a combination of internal psycho- 
logical process and environmental factors that drive the development of 
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epistemic cognition, yet the exact mechanisms for change are not well 
known. Most models suggest a process whereby individuals must first 
experience disequilibria in which their existing beliefs fall short or are 
violated; they come to a new realization and integrate the new with the 
old (Hofer, 2002). Understanding the underlying processes is of utmost 
importance for predicting and facilitating the development of epistemic 
cognition, and concomitantly, accelerating the processes associated with 
adult development in general and leader development in particular. 

Although the number of stages in the development of epistemic cog- 
nition continues to be debated, the proposed sequence of development 
is thought to follow a universal progression. The suggested sequence 
of development involves movement from “a dualistic, objectivist view 
of knowledge to a more subjective, relativistic stance and ultimately 
to a contextual, constructivist perspective of knowing” (Hofer, 2002, 
p. 7). This type of progression parallels the developmental trajectories 
offered by others, especially that of Kegan’s constructive developmental 
approach (Kegan, 1994) and Torbert’s conceptualization of leadership 
development (Torbert & Associates, 2004), as well as more basic theo- 
ries of cognitive skills development (K. W. Fischer, 1980). 

A different branch of eptistemic research is based on Kruglanski’s 
theory of lay epistemology (Kruglanski, 1989; Kruglanski & Webster, 
1996). The theory suggests that people form hypotheses about various 
topics, acquire a certain amount of knowledge supporting this hypothe- 
sis and “freeze” on a topic, assuming their hypothesis is correct. Because 
there are innumerable pieces of information about any given topic, an 
individual at some point stops collecting information and decides that 
a proposition is correct. The theory also considers individual differ- 
ences in the motivation for personal epistemic development. Individu- 
als vary in their need to form accurate representations of the world, 
to avoid being invalidated, to possess knowledge on a given topic, and 
in their need to be correct. These needs influence when an individual 
decides to freeze on a topic. Epistemic motivation refers to “the desire 
to develop and hold accurate and well-informed conclusions about the 
world” (De Dreu, Beersma, Stroebe, & Euwema, 2006). At high lev- 
els of epistemic motivation, individuals engage in deeper-level effortful 
processing, whereas at low levels of epistemic motivation individuals 
typically rely on heuristics and other cognitive shortcuts. Epistemic 
motivation is also referred to as a need for cognitive closure. Although 
it is often considered an individual difference, epistemic motivation is 
influenced by situational factors. Specifically, time pressure, noise, and 
fatigue have been found to decrease epistemic motivation and increase 
need for cognitive closure, whereas demanding accountability for choice 
has the reverse effect. 

In sum, epistemic cognition refers to how an individual thinks 
about knowledge and knowing. It shapes one’s view of knowledge, 
truth, and learning across academic, work, and social realms. As one 
develops a more sophisticated epistemology, he or she is able to take 
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other concerns and perspectives into consideration. A person's view of 

knowledge moves from an absolute black and white view of the world 

to one that is more context-dependent and nuanced. Through epis- 

temic development, one engages more in reasoning, critical thinking, 

and a thorough consideration of context dependencies. The research 
on epistemic cognition has come a long way, but there are still many 
questions left to answer, particularly regarding the underlying pro- 
cesses of its development. 

REFLECTIVE JUDGMENT MODEL 

A line of research closely related to the concept of epistemic cognition 
is that of reflective judgment, which addresses interpretive judgments 
about ill-structured problems (i.e., those that cannot be described with 
a high degree of completeness, cannot be resolved with a high degree 
of certainty, and those in which experts disagree about the best solu- 
tion). The name was apparently based on the original observation of 
John Dewey, who proposed that when it becomes known that some 
problems cannot be solved with certainty, what is needed is reflective 
thinking (King & Kitchener, 2002). In other words, reflective thinking 
is called for only after the recognition of a real problem or when there is 
uncertainty about a problem solution (King & Kitchener, 1994). Reflec- 
tive judgments are therefore made to bring closure to situations that are 
uncertain. According to King and Kitchener (1994): 

Reflective thinking requires the continual evaluation of beliefs, assump- 
tions, and hypotheses against existing data and other plausible interpre- 
tations of the data. The resulting judgments are offered as reasonable 
integrations or syntheses of opposing points of view (p. 7). 

The Reflective Judgment Model (King & Kitchener, 1994, 2002; 
Kitchener, 1983) is based on research conducted over a 20-year time 
span. It proposes seven stages of reflective judgment organized around 
three major developmental periods. The major premises underlying the 
model are that the concepts of justification for an assumption of knowl- 
edge vary in predictable and universal ways. In short, it is a developmen- 
tal stage theory much in the tradition of Piaget, Kohlberg, and Kegan. 
In the pre-reflective reasoning period, the basic epistemic assumptions 
center on the belief that knowledge is gained through the word of an 
authority figure or through firsthand observation or evaluation of evi- 
dence. What is “known” is assumed to be absolutely correct and known 
with complete certainty. 

In the quasi-reflective reasoning period, people recognize that knowl- 
edge, or more accurately claims about knowledge, contain elements of 
uncertainty. This uncertainty is attributed to missing information or 
to shortcomings in the methods used to obtain the data. Judgments 
are seen as highly idiosyncratic because of a failure to understand how 
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data or evidence entails a conclusion (King & Kitchener, 2002). In the 
reflective thinking period, a core assumption is that no knowledge claims 
can be made with absolute certainty. Rather than being paralyzed with 
that assumption (leading to what has been called “analysis paralysis” in 
the popular press), people engaged in reflective thinking make judg- 
ments that they see are “most reasonable” and they feel are “reasonably 
certain” based on their evaluation of the available data. The seven stages 
of development are summarized in Table 7.1, along with characteristic 
ways of thinking at each stage. 

Much of the research conducted on the Reflective Judgment Model 
through the early 1990s was summarized in King and Kitchener’s 
(1994) book on the topic of developing reflective judgment. The core 
of this book focuses on the comprehensive research program conducted 
using the Reflective Judgment Interview (a 1-hour, semi-structured dis- 
cussion of four ill-structured problems). This includes one study that 
considered the interview responses of over 1,700 participants as well 
as another study that was a 10-year longitudinal investigation of three 
different cohorts. Subsequently reported research is summarized and 
integrated with the earlier research by King and Kitchener (2002). 
Questions addressed in the 2002 review include whether the reflective 
judgment stages form a developmental sequence (yes), whether there 
are educational level differences in reflective judgment (yes), whether 
there are clear-cut differences in reflective judgment by gender and 
ethnicity (no, although there is some debate on this), and what is the 
relationship between reflective judgment and other constructs in the 
intellectual and personality domains? 

The answer to the last question is more complicated given the number 
of other constructs that have been studied in conjunction with reflec- 
tive judgment. The short answer is that reflective judgment appears to 
be moderately correlated (.40 to .50 or so) with the kinds of constructs 
one would expect would be related (e.g., need for cognition, moral judg- 
ment, and tolerance for diversity); however, none of the personality vari- 
ables studied to date or development processes in other areas (including 
ego development) account fully for the development of reflective judg- 
ment. It should be noted, however, that research on the relationship 
between personality and the development of reflective judgment is still 
“in its infancy” (King & Kitchener, 2002, p. 53). 

An issue with great relevance to our theory-building goals is how to 

best develop reflective judgment. It is important to note that the proper 
perspective to take is that of development rather than training. Training 
is often too focused in terms of content and too bounded in terms of time 
to have long-lasting effects on something like reflective judgment, which 
is thought to change over the course of the entire lifespan. Longitudinal 
research with participants between the ages of 14 and 28 has suggested 
(Kitchener et al., 1993) that contextual support and practice can expand 

the range of reflective judgment from a functional level (the low end of 

an individual’s developmental range) to an optimal level (the highest 
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TABLE 7.1 Stages of Reflective Judgment and Characteristic Ways of 

Thinking 

Pre-Reflective Thinking 

Stage 1: Knowing is limited to single “I know what I have seen.” 

concrete instances. 

Stage 2: Two categories for knowing— “If it is on the news, it has to be 
right answers are contrasted true.” 

with wrong answers. 

Stage 3: Knowledge is uncertain in “When there is evidence that people 

some areas and certain in can give to convince everybody one 

others. way or another, then it will be 

knowledge, until then it’s just a 

guess.” 

Quasi-Reflective Thinking 

Stage 4: Concept that knowledge is “I'd be more inclined to believe 

unknown in several specific evolution if they had proof. It’s just 

cases leads to abstract like the pyramids: | don’t think 

generalization that knowledge we'll ever know. Who are you going 

is uncertain. to ask? No one was there.” 

Stage 5: Knowledge is uncertain and “People think differently and so they 

must be understood within a attack the problem differently. 

context; thus it can be justified | Other theories could be as true as 

by arguments within those my own but based on different 

contexts. evidence.” 

Reflective Thinking 

Stage 6: Knowledge is uncertain but “It’s very difficult in this life to be 

constructed by comparing and sure. There are degrees of sureness. 

coordinating evidence and You come to a point at which you 
opinion on different sides of an are sure enough for a personal 

issue, stance on the issue.” 

Stage 7: Knowledge develops “One can judge an argument by how 

probabilistically through a well-thought-out the positions are, 
process of inquiry that is what kinds of reasoning and 

generalizable across domains. evidence are used to support it, and 

how consistent is the way one 

argues on this topic as compared 
with other topics.” 

Source: Adapted from King and Kitchener (2002) and Kitchener, Lynch, Fischer, 
and Wood (1993). 
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level that an individual can consistently produce). Participants operating 
at optimal levels of reflective judgment for their age were shown to expe- 
rience significantly more developmental jumps to higher stages. Those 
operating without support and practice tended to demonstrate gradual, 
incremental, and slower changes to higher developmental levels. In sum- 
mary, the research findings of Kitchener et al. suggest environmental 
contingencies can accelerate the developmental process and change the 
form of the underlying developmental trajectories. As noted in Chapter 
2, the degree to which adolescent and adult development can be shaped 
by these kinds of environmental contingencies delineates how develop- 
ment processes differ from those experienced in childhood, which are 
primary shaped by biologically and physiologically driven maturation 
processes. 

Because of its relevance to the Army and the present perspective on 
leader development, the construct of critical thinking skills is examined 
next, especially in terms of how it relates to the constructs of reflective 
judgment and epistemic cognition. 

CRITICAL THINKING SKILLS 

Like most organizations, the Army needs leaders who can think criti- 
cally. But what does critical thinking mean and what are the kinds of 
thinking skills that support critical thinking? Army leadership doctrine 
(FM 6-22, Department of the Army, 2006) specifies that critical thinking 
is an important component of both ethical reasoning and mental agil- 
ity. The essence of critical thinking is the ability to get past the surface 
issues of a problem and to think about the problem in depth. 

Critical thinking is a thought process that aims to find truth in situa- 
tions where direct observation is insufficient, impossible, or impracti- 
cal. It allows thinking through and solving problems and is central to 
decision making. Critical thinking is the key to understanding changing 
situations, finding causes, arriving at justifiable conclusions, making good 
judgments, and learning from experience (FM 6-22, 6-1). 

While this doctrinal definition could be read as a description of care- 
ful but not necessarily critical thinking, the implication is that criti- 
cal thinking involves applying evaluative judgment to the intermediate 
products of thought. There are several underlying implications of this 
general view of critical thinking. First, critical thinking is a conscious, 
deliberate, cognitive process. Second, critical thinking is an element 
of goal-directed behavior. Nonetheless, other perspectives on critical 
thinking imply quite a different set of characteristics of the process. 
Reviewing the critical thinking literature in psychology, education, and 
philosophy, S. C. Fischer and her colleagues (S. C. Fischer, Spiker, & 
Riedel, 2008b) concluded that the literature on critical thinking is 
highly fragmented and that no dominant model of critical thinking has 
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been developed. Authors vary substantially in their stated and opera- 

tional definitions of critical thinking. For example, some authors treat 

critical thinking as a disposition or style rather than a skill or set of 
cognitive skills. 

There is disagreement as to the breadth of application of critical 

thinking, with some suggesting that it is limited to specific informa- 

tion related to a particular problem whereas others suggest that one 
can critically think about an entire book, or an era of history. Despite 
such differences, six themes appeared in the literature: (1) logic and 
reasoning, (2) ability to make judgments, (3) a reflective or questioning 
attitude, (4) the goal-directed nature of critical thinking, (6) meta—cog- 
nitive control, and (6) critical thinking as a mental process. Table 7.2 
gives a sample of the different definitions of critical thinking, along with 
their sources and dominant themes. 

In an effort to provide a definitive conceptualization of critical 
thinking, a panel of 46 experts on the topic of critical thinking con- 
vened for two years as part of a research project sponsored by the 
American Philosophical Association (APA; Facione & Associates, 
1990). The panel reached a consensus on the definition of critical 
thinking as the process of purposeful, self-regulatory judgment. An 
abbreviated version of this definition is shown as the first entry in 
Table 7.2. However, the APA definition does not include the men- 
tal process theme and under-emphasizes themes that are included by 
others. Furthermore, S. C. Fischer et al. (2008b) report that the APA 
definition has not been generally adopted by subsequent researchers 
in critical thinking. 

The Fischer et al. (2008b) definition of critical thinking (CT) incor- 
porates the five themes mentioned above: 

CT is a cognitive process that intervenes between a set of initiating situ- 
ational conditions and the observable performance of one or more tasks. 
It is purposeful and deliberate cognitive processing that includes checks 
on the process and products of thinking and serves other higher-level 
tasks such as decision-making. CT involves the use of meta-cognitive 
and/or recursive control, consciously controlled logic. The execution of 
CT skills is powered by an effortful, yet flexible, computational process 
that is capable of controlled meta-cognitive and recursive monitoring 
of thinking. The processing engine is distinguished from the quick, yet 
powerful, recognition-based processing (Klein, 1998) that depends on 
association strengths and that is subject to well-documented accessibility 
errors (Kahneman, 2003; Fischer et al., 2008b). 

To elaborate their integration of the critical thinking literature Fischer 
et al. (2008b) developed a model of CT that incorporates and organizes 
the most important factors discussed in that literature. It incorporates con- 
textual factors such as the task and time available, predisposing attitudes 
such as questioning and openness, the relationship to moderating variables 
including domain expertise, experience and education, the relationship to 
cognitive metatasks such as judgment and problem solving, and relation- 
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System 1: 

Automatic Process 

Situational 

Conditions: 

Defining and 

Predictive Negative 

Experiential 

— Consequences Execute CT Skills 

(System 2: 

Controlled Process) 

Meta-task 

Product of 

CT Skill 

Predisposing 

Individual 

Difference Factors 

Moderating 

Variables 

Figure 7.1 Process model of critical thinking (From S. C. Fischer, Spiker, 
Harris, McPeters, & Riedel, 2008a, 2008b). 

ship of critical thinking to other forms of thinking such as intuition (often 
referred to as System 1 thinking). Figure 7.1 shows this model. 

S. C. Fischer et al. (2008b) highlight several key aspects of criti- 
cal thinking in their process model. First, they see critical thinking 
as the skills required to deeply process information in response to 
definable initiating conditions; thus it is seen as highly context depen- 
dent. This predictive orientation is in contrast to much of the litera- 
ture which has an orientation to a post-hoc examination of personal 
traits that may have contributed to critical thinking. Second, as part 
of considering critical thinking as highly context-dependent, avail- 
able information and the specific objective (the “metatask”) bound the 
subsequent behavior. This is in contrast with much of the literature in 
which the stimulus to critical thinking might be very extensive (e.g., 
an entire book) or possibly is not defined at all. Third, S$. C. Fischer 
at al. assume that critical thinking is a time-bound, intensive, focused 
and effortful activity; most of the critical thinking literature does not 
address this issue but leaves the impression that one can maintain a 
critical thinking perspective over an indefinite time period. Fourth, 
they assume that critical thinking has experiential consequences that 
are often negative. For example, the effortful nature of the critical 
thinking process may be unpleasant, particularly in cases where the 
effort does not yield an insightful resolution to the problem being 
addressed. This is an area that had not been addressed in previous 
literature. Finally, S. C. Fischer et al, assume that the critical thinking 
process is amenable to systematic experimentation. In this way one 
could manipulate the way in which the same information is presented 
and examine the subsequent process and outcomes. 
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The S. C. Fischer et al. (2008b) process model has additional features 
of interest. It is assumed that all initial processing is done through a Sys- 
tem | “automatic” mechanism; in practice this would be visible as a quick 
intuitive reaction to a change in the situation. Some combination of the 
context, predisposing individual difference variables, and other moderat- 
ing variables triggers a metacognitive awareness of the need to bring the 
product of System 1 into conscious awareness where it is subjected to _ 
critical thinking processes. This aspect of the model requires considerable 
additional research to establish the conditions that trigger a transition from 
automatic System | processing to conscious deliberate critical thinking. 
Knowing more about these conditions would support efforts to develop 
leaders with the necessary predisposing individual characteristics. 

There are alternate perspectives on critical thinking as a cognitive 
process. For example, Fallesen and Halpin (2004) state that “the most 
important definitive feature of critical thinking is that it involves care- 
ful consideration and discernment of information, premises, goals, and 
proposed solutions for the purpose of improving solutions” (p. 216). 
Research stemming from this perspective would tend to focus more on 
the skills: required to “consider and discern” than on the context, the 
moderating variables, or the experiential consequences. However, any 
of the cognitive (as opposed to philosophical or educational) approaches 
to critical thinking would suggest that critical thinking skills in particu- 
lar contexts like battlefield command might be readily trained (Cohen, 
Thompson, Adelman, Bresnick, & Riedel, 1999). 

A primary objective of S. C. Fischer and colleagues’ work was to 
develop web-based training for Army officers in critical thinking. In 
their literature review, the authors identified over 100 skills that various 
authors had labeled as critical thinking skills—which is clearly too many 
to train. To select those high pay-off critical thinking skills to train, S. 
C. Fischer et al. (2008b) conducted a study with Army officers that 
identified eight critical thinking skills (CTS) that are both important 
and problematic to Army Battle Command: (1) frame the message, (2) 
recognize gist in material, (3) develop a plausible explanation, (4) gen- 
eralize from specific to broader cases, (5) use mental imagery to evalu- 
ate plans, (6) challenge one’s bias, (7) examine others’ perspectives, and 
(8) decide when to seek additional information. 

S. C. Fischer et al.’s (2007b) study on selecting CTS to train for Army 
officers suggests that not all CTS are equally important for all tasks and 
all domains. If one is going to train CTS, then one should select the skills 
that are most relevant to the intended domains. Training materials were 
developed targeting these eight skills in an Army context. Although a 
full validation has not been conducted, preliminary evidence shows a 
significant improvement in information processing and decision-making 
outcomes for those who received the training (S. C. Fischer et al., 2008c 

S.C. Fischer, Spiker, Harris, McPeters, & Riedel, 2008). 

Cohen, Thompson, Adelman, Bresnick, and Riedel (1999) also 

developed training in critical thinking for Army officers. They propose 
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a four-step sequence of metacognitive skills that serve to test possible 

hypotheses when information is uncertain. Their processes use four crit- 

ical thinking skills: (1) identifying evidence — conclusion relationships, 

(2) critiquing problems in arguments, (3) correcting problems in argu- 

ments, and (4) testing the hypotheses. 
The APA study cited previously in this chapter (Facione & Associ- 

ates, 1990), also outlines key steps to effective thinking and problem 
solving (also called “five what’s and a why”). First, identify the problem 
(c.g., “What’s the real question we’re facing here?”). Second, define the 
context (e.g., “What are the facts and circumstances that frame this 
problem?”). Third, enumerate the choices (e.g., “Which among the possi- 
ble options are the three or four most viable?”). Fourth, analyze options 
to find the best (e.g., “What is our best course of action, all things con- 
sidered?”). Fifth, list the reasons explicitly (e.g., “Let’s be clear: Why are 
we making this particular choice?”). Sixth, selfcorrect (e.g., “Okay, let's 
look at it again. What did we miss?”). Here, the decision-making steps 
are applied to improve critical thinking processes and are judged likely 
improve the resulting judgments or decisions made. 

Many, if not most, of the other perspectives on critical thinking have 
associated training suggestions. A quick web search will reveal dozens 
of critical thinking training programs based on variations of these ideas 
although a number of these are completely atheoretical. From the per- 
spective of the marketplace, it would seem that there is a felt need to 
help develop individuals’ critical thinking skills and a willingness to 
provide training tools to accomplish that end. Assuming that such train- 
ing has its intended impact, is training in critical thinking likely to help 
develop reflective judgment and epistemic cognition? To address this 
question we need to better articulate the relationship between critical 
thinking and these other forms of judgment. 

RELATIONSHIP AMONG CRITICAL THINKING, 
REFLECTIVE JUDGMENT, AND EPISTEMIC COGNITION 

King and Kitchener (1994) draw a clear distinction between critical 
thinking and reflective judgment. They note that critical thinking is 
often defined in terms of logic or a general set of problem-solving skills. 
As discussed above, S. C. Fischer et al. (2008b) suggest that this is too 
limited an understanding of critical thinking. Neither King and Kitch- 
ener (1994) nor the various other approaches identified by S. C. Fischer 
et al. address the importance of epistemic assumptions in distinguishing 
among types of problems or how these assumptions help to formulate 
solutions. According to Kitchener’s (1983) tripartite model of thinking, 
critical thinking takes place at the most basic level of cognition, whereas 
epistemic cognition occurs at the highest level of thinking. In the S. C. 
Fischer et al. (2008b) model, critical thinking assumes a metacogni- 
tive or monitoring-and-correction function, occurring when “System 1” 
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(automatic recognition-primed thinking) is believed to be inadequate. 
To complete the mix, sound critical thinking skills are said to contribute 
to the development of “principled reflective judgment” in adulthood 
(Facione, 2004, p. 13). 

To resolve the overlap and occasional contradictions among these various 
approaches to theorizing about the cognitive process, we suggest the fol- 
lowing framework. Atthe most general level is one’s epistemological beliefs, 
i.e., beliefs about the nature and scope of knowledge, its presuppositions 
and basis, and the general reliability of the claims to knowledge (Hamlyn, 
1967). Cognitive functions, to include perception, recognition, informa- 
tion processing, and decision making often operate at a semi-automatic 
(“intuitive”) level, influenced in part by epistemological beliefs. One may 
be aware of and consciously monitor some aspect of one’s own cognitive 
processes; this is generally referred to as metacognition. Kuhn (2000) 
further delineates metacognition into metacognitive knowing and meta- 
strategic knowing. Metacognitive knowing refers to knowing about 
declarative knowledge or knowing about knowledge as a product, whereas 
metastrategic knowing refers to knowing about procedural knowledge or 
knowing about knowledge as a process. 

Epistemic cognition is one form of metacognition whereby the indi- 
vidual specifically attends to the “truth value” of information being 
processed. Particular attention in epistemic cognition is given to an 

understanding of the limits, certainty, and criteria of thought. The seven 
stages of reflective thinking provide one model of the differences that 
can be expected across a developmental span from low to high levels 
of epistemic cognition. In any form of meta-cognition, one’s acquired 

skills at critical thinking will provide a set of cognitive procedures to 
follow, but the individual will be influenced and limited by the matu- 
rity of his or her epistemic cognition. Critical thinking also requires an 
understanding of the limits, certainty, and criteria of thought in order 
to operate effectively, but the focus is more on situations to be assessed, 
problems to be solved, and goals to be achieved than on the information 
and knowledge content per se. Critical thinking works at the application 
level using epistemic cognition knowledge and thought structures. 

Because organizational leaders are faced with ongoing technologi- 
cal advances, complex and changing situations, and increasingly more 
advanced requirements at lower levels, continuous learning is a key com- 
ponent of effective leadership. Learning how to control and direct one’s 
own thought processes (metacognition), developing mature reflective 
judgment and a sensitivity to the truth value of information (epistemic 
cognition), and developing the context-dependent critical thinking 
skills for given domains would all seem to be important to leader devel- 
opment. Not only do these processes support immediate goal-oriented 
task performance, but they also support broader learning and develop- 
ment over time. Given that situations are constantly changing, we can- 
not fully predict the types of knowledge and skills leaders will need. 
Through epistemic cognition, reflective judgment, and critical thinking, 
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one engages in more conscious reasoning and a thorough consideration 

of context dependencies. In other words, these processes underlie the 

ability to learn from experience. 

SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADER DEVELOPMENT 

Epistemic cognition and related cognitive processes are important 
because they make a difference in the ability of leaders to interpret and 
assess information and make decisions about complex problems (Kuhn 
& Weinstock, 2002; Fallesen & Halpin, 2004). A leader who has a more 
developed epistemic cognition has a better awareness of the limits and 
certainty of knowledge involved in problem-solving. 

There are several implications associated with the noted distinctions 
between critical thinking and epistemic cognition, including reflective 
judgment: 

e Epistemic cognition, along with identity and moral reasoning, are 
the fundamental components of adult development. These devel- 
opmental processes offer potential levers for accelerating leader 
development. 

e Parallels in the conceptualizations of moral and ethical devel- 
opment and epistemic cognition suggest that mature levels of 
reflective judgment may be required to achieve a mature moral 
development. 

¢ Development of epistemic cognition needed to successfully tackle 
novel ill-structured problems requires going beyond the applica- 
tion of well-recognized decision-making rules to understanding 
the assumptions about knowledge and knowing that make up one’s 
personal epistemology. 

e The step from cognition to metacognition involves a degree of self- 
awareness and the recognition of one’s own role in ongoing events 

(agency). The development of epistemic cognition would seem to 
support the capacity for metacognition. 

¢ Cognitive demands (e.g. situation assessment and decision mak- 
ing) in complex novel and ill-structured problems would seem to 
require mature epistemic cognition, reflective judgment, and well 
developed critical thinking skills. Leaders cannot rely solely on prior 
training and experience to solve such problems. These aspects of 
cognitive development should be a significant focus as part of long 
term leader development across all of the primary venues, includ- 
ing formal education, on-the-job assignments, and self-directed 
development. 
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4 

Learning-Based Approaches 
to Leadership 

Whereas the previous section discussed three areas of adult development 
for leader development and their relevance for an integrative theory of 
leader development, this section turns to an explicit focus on leadership 
by discussing different ways of approaching it. For example, leadership 
may be conceptualized as a way of thinking, a specific set of skills, or as 
something else that is gained through experience. Additionally, leader- 
ship can be conceptualized as occurring at an aggregate (i.e., team or 
organization) level rather than just individually. Within each chapter, 
the relevant literature is reviewed and advantages and disadvantages of 
each approach are discussed. 
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3 
Mental Models 

Leadership as a Set of 
Cognitive Frames 

Thinking is for doing ... and doing causes thinking. 

—Maxim of social psychology 

Traditional theories of leadership have emphasized the attributes and 
behaviors of leaders, the quality of relationships between leaders and 
followers (e.g., leader-member exchange or LMX), the potential influ- 
ences that leaders have on followers as well as environmental contexts; 
however, relatively few theories have focused on the cognitive structures 
and processes underlying leadership. An examination of leader cognition 
and information processing helps answer questions such as why a leader 
uses certain behaviors in certain situations and how a leader thinks. 

OVERVIEW OF LEADER COGNITION 
RESEARCH AND, THEORY 

Much of the research on leader cognition stems from the field of mana- 
gerial and organizational cognition, which grew out of work by March 
and Simon (1958). This field emphasizes organizations as collections of 
information systems of meaning. Managers (as well as leaders) serve the 
important function of integrating information and making sense out of 
environmental information. Two distinct camps of research on cognition 
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in organizations have emerged: the computational perspective and the 

interpretative perspective. 

The computational perspective views organizations as information- 

processing systems. Research and theory on computational models 

includes the study of information-processing strategies and how con- 
structs such as heuristics, schemas, and scripts can be modeled quanti- 
tatively. The interpretive perspective views organizations as social entities 
enacting with the environment in sensemaking. The interpretative 
approach emphasizes the construction of meaning rather the processing 
of information, taking context and culture into consideration (Lant & 
Shapira, 2001). 

Broadly speaking, leaders process information in a top-down manner 
driven by what is consistent with their mental models (Johnson, Dan- 
iels & Huff, 2001). Mental models have been defined as “mechanisms 
whereby humans are able to generate descriptions of system purpose 
and form, explanations of system functioning and observed system 
states, and predictions of future system states” (Rouse & Morris, 1986, 
p. 351). In general, mental models are cognitive frames in a particular 
domain of interest. They organize information about systems, the envi- 
ronments in which they operate, and the response patterns required of 
systems with respect to environmental dynamics (Veldhuyzen & Stas- 
sen, 1977). Mental models arise through the acquisition and integra- 
tion of information concomitant with experience. The use of visual aids 
such as diagrams in the knowledge acquisition process has also been 
found to aid in the development of mental models (Fiore, Cuevas, & 
Oser, 2003). 

Differences in mental models may provide insight into differences 
in leader behavior (i.e., thinking is for doing). As one example, some 
leaders may think in terms of transactional leadership (focus on tasks 
and rewards), whereas others think more in terms of transformational 
leadership (focus on values and people). Wofford and V. L. Goodwin 
(1994) proposed that leaders’ cognitive structures underlie behavioral 
differences in transformational and transactional leaders. They argued 
that some individuals have a general cognitive framework for behavioral 
patterns for subordinates and thus are geared toward transformational 
leadership, whereas others have more of a self-schema that emphasizes 
directiveness and social exchange, which is geared more toward transac- 
tional leadership. Tests of this model demonstrated that the greater the 
extent that leaders’ responses to an open-ended questionnaire endorse 
a particular type of leadership, the more subordinates rated them as 
behaving in this manner (Wofford, V. L. Goodwin, & Whittington, 
1998). The authors suggested that although different cognitive struc- 
tures underlie specific behavioral sets, some overlap probably also exists 
and leaders can enact behaviors from other cognitive structures when 
needed. Nonetheless, the results from this study are in line with the 
perspective that a well-developed cognitive structure might predict the 
emergence of a favored so-called “leadership style.” . 
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A leader’s cognitive frame may play a key role in transforma- 
tional and charismatic leadership through its support for the creation 
and articulation of a vision, an image of an idealized future state. 
Strange and Mumford (2002) proposed that vision formation is depen- 
dent upon the reflection and analysis of a leader’s mental model. In 
other words, reflecting on leadership experiences in social systems 
helps create a mental model for a particular desired state, a prescrip- 
tive mental model. The authors distinguished between normative or 
descriptive mental models and prescriptive models. Normative models 
refer to mental representations of how a leader views the state of the 
present systems’ operations through his or her individual history, expe- 
rience, and social feedback. The prescriptive model, on the other hand, 
arises out of a reflection on the descriptive model and one’s personal 
values as well as the perceived needs of the organization in forming a 
view of a desired future state. A prescriptive model may vary across 
individuals as a function of epistemic maturity, knowledge, experience, 
culture, group norms, as well as self-awareness and reflective thought. 
Reflection on the prescriptive model and the means to attain it leads to 
the formation of a vision. The authors recommend encouraging leaders 
to reflect on their mental models and values with regard to perceived 
organizational need to further visionary-based leadership. 

Research on after-event reviews in a military context demonstrated 
that the more comprehensive reviews, which included successful as well 
as failed events, were associated with richer, more elaborated, and artic- 
ulated causal maps (i.e., mental models) than those reviews that focused 
only on failure (Ellis & Davidi, 2005). In particular, those receiving feed- 
back on success as well as failed events had maps that contained more 
nodes (i.e., variables or factors) and more causal links (especially indirect 
links) between the various causes and the successful outcome. Although 
their findings also indicated that failure experiences tended to be associ- 
ated with richer causal maps than success experiences at least initially, 
providing opportunities for feedback and reflection on success may bol- 
ster the after-event review effects on mental model development. 

For tasks requiring coordinated action among several individuals, an 
examination of a leader’s cognitive model may not be enough. Cognitive 
structures have been considered at the team level as well as the individ- 
ual level. Two illustrations include team mental models and transactive 
memory. Team mental models are the team members’ shared schemas or 
mental representations of the knowledge of the task and team environ- 
ment (Klimoski & Mohammed, 1994). Member mental models include 
the four knowledge domain areas of task work, teamwork, equipment, 
and member characteristics (Cannon-Bowers, Salas, & Converse, 1993). 
Researchers concerned with team mental models argue that if team 

members share an understanding of these domains, team effectiveness 

will be enhanced. Team mental models have been found to enhance team 
performance on tasks requiring interdependence, but not for tasks that 
can be performed independently (Minionis, Zaccaro, & Perez, 1995). 
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Transactive memory refers to a collection of individual knowledge 

and a group awareness of who knows what. It is a system for encoding, 

storing, and retrieving information in a group (Wegner, 1986). Gen- 

erally, transactive memories allow for an expanded pool of expertise, 

a reduced cognitive demand on each individual, and a reduction in 

information redundancy. One component of transactive memory—con- 
sensus—is significantly related to team mental models and group per- 
formance. This suggests that teams may benefit not only from sharing 
the same knowledge structure, but also sharing an understanding of 
the individual differences in knowledge expertise. Team processes have 
been found to explain the relationship between mental model similar- 
ity and team performance (Mathieu, Heffner, G. F. Goodwin, Salas, & 
Cannon-Bowers, 2000) as well as transactive memory consensus and 
team performance (Marks, Sabella, Burke, & Zaccaro, 2002). Gener- 
ally speaking, shared cognitions lead to better coordination and backup 
responses, which in turn facilitate goal accomplishment. 

HOW DOES COGNITION GUIDE LEADERSHIP? 

Leaders are deluged with multiple information-processing demands as 
they go about making sense of environmental factors, other individuals, 
and aspects of their work. To aid in information processing, individu- 
als use cognitive shortcuts that capitalize on the benefits of automatic 
processing in which less cognitive effort is needed. Compared with 
demanding, slow, and sensitive controlled processing, automatic pro- 
cessing allows the completion of several tasks simultaneously, demands 
less attentional resources, and is not affected by cognitive load (Lord & 
Foti, 1986). Several processes identified by researchers in cognitive and 
social psychology, such as heuristics, schemas, and scripts may help 
explain how leaders are able to deal with complex cognitive demands in 
a relatively efficient and effective manner. 

Heuristics 

Recognizing that individuals are often limited by cognitive capacities and 
often make satisfactory rather than optimal decisions, behavioral deci- 
sion theory has been proposed to explain how information is processed, 
how individuals form preferences, and how the framing of situations 
affects decision-making (Kahneman, Slovic, & Tversky, 1982). Behav- 
ioral decision theory is especially useful in understanding how individu- 
als make judgments about new, uncertain, or complex situations. The 
theory suggests that decisions are made through the use of heuristics, 
or mental shortcuts that aid in information processing. Heuristics sup- 
port the selection of what particular information to attend to in the 
environment. 
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Specifically, information that is consistent with an understanding 
of a particular domain is quickly assimilated, whereas inconsistent 
information is either ignored, or in some cases, captures attention for more 
effortful and controlled analysis. This happens when the information 
is highly discrepant from an activated schema (defined below) and is 
evaluated as sufficiently important to “pay attention” to. 

Although helpful in processing a lot of information, heuristics also 
contain the potential for systematic errors (Tversky & Kahneman, 1974). 
In this way, heuristics allow for efficient information processing that is 
generally effective, but these cognitive shortcuts can result in cogni- 
tive mistakes (i.e., misjudgments of poorly defined, real-life stimuli that 
have potentially dangerous consequences; Funder, 1987) when over- 
generalized or when inconsistent information is ignored. For example, 
it has been shown that performance raters will falsely recognize per- 
formance information and claim that certain behaviors occurred even 
though they did not because the behavior was consistent with an overall 
impression that was formed of a ratee (Sulsky & Day, 1992). 

Schemas 

Schemas can be defined as “cognitive structures that represent orga- 
nized knowledge about a given stimulus as well as rules that direct 
information processing” (Lord & Foti, 1986, p. 22). Schemas arise 
as one perceives factors of the world to be related. Activation of one 
element in a schema tends to activate other elements as well as those 
memory experiences that are associated with the element(s). Schemas 
develop as an individual is repeatedly exposed to similar experiences 
or events. Over time, schemas become more complex, organized, and 
abstract. A schema helps an individual quickly filter through informa- 
tion and assists in making decisions in a relatively effortless fashion. It 
has been suggested that leaders may have hierarchically arranged sche- 
mas for goals, tasks, roles, other persons, and various aspects of the work 

environment (Rosch, 1978). 
Lord and Foti (1986) distinguished four types of schemas: self- 

schema, person schema, person-in-situation schemas, and behavioral 
scripts. Self-schema refers to an individual’s representations of struc- 
tures of the self, and is closely related to the concepts of identity and 
working self-concept (Lord & Brown, 2004). Self-schemas guide cur- 
rent and future behavior and aid in processes needed for goal accom- 
plishment. Because individuals are better able to remember information 
that is self-referent, holding extensive self-schemas aid in the memory of 
schema-relevant information. For example, an individual with a leader 
self-schema can better remember examples of leader behavior. Addi- 
tionally, future-oriented self-schemas, such as possible selves (Cross & 
Markus, 1991) and provisional selves (Ibarra, 1999), help direct and 
motivate behavior toward the realization of an ideal future state. 



110 An Integrative Approach to Leader Development 

There is a close relationship between the construct of self-schema and 

that of identity. Schlenker (1985) defines identity as “a theory (schema) of 

an individual that describes, interrelates, and explains his or her relevant 

features, characteristics, and experiences” (p. 68). Discussion of how 

identity and subcomponents of leader identity develop across the adult 
lifespan inherently includes the cognitive notion of self-schema as well as 
how a leader self-schema develops and guides an individual’s leadership 
(See Chapter 5 for a review). Engle and Lord (1997) referred to those 
with strong self-schemas for leadership (as measured by self-reported 
leadership trait ratings) as schematics and those with weak self-sche- 
mas for leadership as aschematics. In an interesting finding, supervisors 
who were schematic for leadership were liked less well and had lower 
exchange qualities with subordinates than those who were aschematic. 
This illustrates an important point: Seeing oneself as a leader does not 
necessarily mean that subordinates will see one as a leader. 

Leaders may also have person schemas regarding attributes of effec- 
tive followers just as the followers hold schemas regarding leaders. In 
this way, a leader may expect a follower who possesses certain attri- 
butes to possess other related attributes and behave in certain ways. For 
example, a leader who observes a serious work ethic in a follower might 
also believe (correctly or not) that follower to be trustworthy and hon- 
est. Leaders’ categorization of followers may have important implica- 
tions for their performance through a self-fulfilling prophesy, in which 
it has been shown that having either positive or negative expectations 
regarding an individual’s potential is associated with the subsequent 
performance (positive or negative) of that individual (Eden, 1992). Fur- 
thermore, leaders’ categorization processes influence the accessibility of 
a behavioral repertoire that is available to them. When leading individu- 
als who are categorized as low achievers, leaders tend to take a more 
directive and transactional approach than when leading those catego- 
rized as high achievers. Leaders even report a greater number of trans- 
actional thoughts about low achievers than about those categorized as 
highly effective (V. L. Goodwin, Wofford, & Boyd, 2000). 

Alternatively, individuals may hold schemas about leaders, as in the 
case of implicit leadership theories (ILT). An ILT describes a structure 
of relationships of relevant leadership traits and characteristics believed 
to be related, which guides and organizes an individual's perceptions, 
thoughts, and memories about leadership (Epitropaki & Martin, 2004). 
An ILT defines the assumptions that people hold about what behaviors 
leaders display and how those behaviors are associated with group and 
organizational outcomes (Keller, 1999). Research on the so-called per- 
formance cue effect (e.g., Binning, Zaba, & Whattam, 1986) has shown 
that people hold an implicit assumption that good team or organizational 
outcomes are the result of effective leadership, and conversely, poor out- 
comes are due to ineffective leadership. These assumptions guide per- 
ceptions of who is or is not a leader in a given context. Individuals also 

may hold situational specific behavioral expectations, which are part 
of a person-in-situation schema. Such a schema focuses information 
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regarding the typical and appropriate behavior in a particular situation 
(e.g., a leader in a situation where there is low follower morale). 

Research has demonstrated the relevance of schema theory in applied 
settings. A longitudinal field study of the role of implicit leadership theo- 
ries (ILT) on leader-member exchanges demonstrated that the closer 
their actual manager’s leadership trait profile was to the ILT that he 
or she endorsed, the better the exchange quality with that manager 
(Epitropaki & Martin, 2005). Exchange qualities were shown to then 
predict subordinates’ organizational commitment, job satisfaction, and 
well-being. 

Behavioral scripts are a final type of a schema that involves a 
sequence of behaviors toward the accomplishment of goals. For exam- 
ple, an individual might hold a behavioral script for giving a presen- 
tation that involves introducing the topic, explaining the core issues 
at hand, providing examples, summarizing key points, and asking for 
questions. Examples of leader scripts may involve behavior associated 
with communicating an organizational vision, building self-confidence, 
and building trust. Abelson’s (1981) script theory suggests that scripts 
are hierarchically arranged from script tracks to meta-scripts. At the 
most specific level, script tracks involve the most proximal approaches 
to goal accomplishment, such as giving a follower more responsibility as 
part of an empowerment script. Metascripts invoke cues at the highest 
level of abstraction such as an organizational vision. 

Research has indicated that simply imagining oneself in a behavioral 
script has powerful implications in terms of one’s intent to behave in a 
particular manner and one’s expectations for others. Anderson (1983) 
noted that imagining oneself performing (or not performing) a cer- 
tain behavior produces corresponding changes in intentions toward 
that behavior. In addition, the more frequently one imagines oneself 
in a behavioral script, the greater the intention to change is produced; 
however, such changes in personal intentions occur only when the 
self is the main character of the script. Furthermore, Anderson and 
Godfrey (1987) found that although imagining another person in a 
behavioral script does not lead to changes in behavioral intention, it 
does influence expectations regarding that person’s behavior. In a lead- 
ership context, these studies suggest that guided imaging of behav- 
ioral scripts may facilitate certain leader behaviors and change leaders’ 
expectations regarding followers. 

Another aspect of cognitive schemas worth mentioning is the poten- 
tial connection to the topics of “practical” intelligence and tacit knowl- 
edge. Sternberg (2003b) defined tacit knowledge as “what one needs to 
know in order to work effectively in an environment that one has not 
explicitly [been] taught and that often is not even verbalized” (p. 56). In 
other words, tacit knowledge is specific context-dependent information 
that is organized and held in memory implicitly, which aids in efficient 
and effective performance within the specialized context. Another way 
of conceptualizing tacit knowledge is as a schema or implicit theory that 
allows for relatively quick and accurate sensemaking. It is not explic- 
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itly taught or even explicitly acknowledged, but guides performance 

in that domain of interest. In the present theory, leader development 

might also be conceptualized in terms of the life-long acquisition of 

leadership-related tacit knowledge that is organized implicitly in mem- 

ory. Developing leader self-schemas may involve the acquisition of tacit 
knowledge of how to think, act, and interrelate as a leader in leadership 
situations. 

Cognitive Complexity 

Individuals differ in terms of the organization and depth of their cogni- 
tive schemas. One individual difference variable associated with cog- 
nitive frames is that of cognitive complexity. Cognitive complexity 
indicates how an individual transforms specific information into a social 
judgment and signifies how an individual structures his or her social 
world. Cognitive complexity has also been defined as the “capacity to 
construe social behavior in a multidimensional way” (Bieri, Atkins, Briar, 
Leaman, Miller, & Tripodi, 1966, p. 185). The origins of the construct 
stem from Kelly’s (1955) theory of personality, which states that each 
individual has a certain number of personal constructs available to per- 
ceive events. Cognitive complexity emphasizes the nature of constructs 
and the differences among individuals in the types and the number of 
constructs used for evaluating their respective environments. More cog- 
nitively complex individuals have more highly differentiated system of 
constructs for perceiving events than do less cognitively complex indi- 
viduals. In other words, individuals who are high in cognitive complex- 
ity possess the ability to perceive constructs in more dimensions—and 
actually often do perceive constructs in more dimensions—than do 
those low in cognitive complexity (Bieri et al., 1966). 

Schroder, Driver, and Streufert (1967) suggested that cognitive com- 
plexity has three separate dimensions: (1) differentiation (the ability to 
derive different dimensions to make sense of a problem), (2) discrimi- 
nation (the ability to distinguish stimuli on the same dimension), and 
(3) integration (the ability to combine dimensions to generate multiple 
interpretations of a situation). As an individual moves to greater levels 
of integration, more dimensions and interpretations of the situations 
are identified, allowing for better decision-making capabilities. Zaccaro 
(2001) integrated this work with other theoretical perspectives in his 
detailed examination of executive leadership. 

Another recent attempt to integrate complexity with leadership 
resulted in the Leaderplex model of leadership complexity (Hooijberg, 
Hunt, & Dodge, 1997). The essence of the model specifies three par- 
ticular components of complexity that are central to leadership. Cogni- 
tive complexity is defined in the familiar terms of differentiation and 
integration of cognitive semantic space (e.g., Schroder et al., 1967). 
Social complexity is defined as the “leader's capacity to differentiate the 
personal and relational aspects of a social situation and integrate them 
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in a manner that results in increased understanding or action-intention 
valences” (p. 382). Behavioral complexity is composed of behavioral 
repertoire (i.e., a portfolio of leadership roles that can be performed) 
and behavioral differentiation (i.c., to adapt the behaviors in a behav- 
ioral repertoire appropriately to situational demands and expectations). 
The Leaderplex model has been expanded conceptually to show how it 
might be modeled longitudinally to address aspects of personal change 
(Day & Lance, 2004). 

COGNITIVE PROCESSES AND LEADERSHIP 

Brown and Lord (2001) suggest that an understanding of leadership 
should go beyond the content of knowledge structures to a better under- 
standing of the processes in which leadership categories are activated. 
They propose that knowledge structures will be used only when the 
knowledge structure is accessible and when there is a functional value 
of that knowledge in a particular context. Information is more acces- 
sible when the leader is prepared to use a specific knowledge struc- 
ture and when it is environmentally primed. Factors such as the stress 
of the situation (i.e., a crisis situation), the conscious awareness of a 
knowledge structure, and whether it is self-relevant have been noted 
to affect accessibility. Additionally, individuals who hold a leadership 
self-schema are more likely to use an appropriate and relevant category 
of leadership behavior because they are likely to be highly accessible in 
memory. Brown and Lord suggest that since leader is a category label 
that is applied to an individual, the perceived applicability of knowledge 
structures depends on one’s attribution of events. If an individual attri- 
butes events to individuals (an internal attribution), then the likelihood 
of perceiving information as relevant to leadership is enhanced. 

Brown and Lord (2001) also argue that the effects of leadership on 
the cognitive processes of followers deserve greater consideration as an 
important leadership outcome. They suggest that followers’ cognitive 
processing and categorization explain the link between the effects of 
leaders’ behaviors on followers’ motivation, affect, and performance. In 
essence, effective leadership is dependent upon followers’ cognitive pro- 
cesses and sensemaking (also see Lord & Brown, 2004). 

Leaders at the executive level are often required to engage in strate- 
gic decision-making that includes making sense of one’s environment. 
Milliken and Vollrath (1991) suggest that strategic decision-making 
depends on behavioral processes such as scanning the environment, 
analyzing the environment, forming strategies, and executing decisions 
with the associated cognitive demands of attention, encoding, stor- 
age, and retrieval (Johnson, Daniels & Huff, 2001). Strategic leaders, 
who must monitor the environment for opportunities and threats, try 
to match environmental cues with their current schemas to categorize 
opportunities and threats. Factors such as experience, values, time 
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frame, and leader self-efficacy can also affect the use of certain schemas 

(Brown, Scott, & Lewis, 2004). 

LEADERSHIP AS A KNOWLEDGE STRUCTURE 

Taking a cognitive (i.e., information processing) approach to a topic 
such as leadership or leader development can sometimes seem impracti- 
cal. What do any of these various terms and concepts (i.e., jargon) have 
to do with the core issue of accelerating leader development? One way 
to address this important concern is in examining work that draws from 
the literature on mental models, knowledge structures, and adult devel- 
opment in addition to leadership. 

In his book on rethinking the source of leadership, Drath (2001) 
articulates three distinct “knowledge principles” that pertain to leader- 
ship. These are not the same as definitions of leadership or leadership 
styles. Instead, knowledge principles are more like leadership schemas 
or implicit leadership theories that people hold (i-e., tacit knowledge 
about leadership). Drath’s approach is grounded in the adult develop- 
ment literature—especially Kegan’s (1994) work—in terms of arrang- 
ing these principles along a continuum of complexity; thus, there is a 
solid connection to the work that has been done in the area of cogni- 
tive complexity and leadership (e.g., Hooijberg et al., 1997; Zaccaro, 
2000). 

The least complex knowledge principle—and the one most widely 
held across many cultures—is personal dominance. It is widely held per- 
haps because it taps into individual and heroic conceptions of leadership. 
Drath also claims that it is “historically the oldest and conceptually the 
most basic leadership principle” (p. 13). According to this principle, 
leadership is something a person possesses (i.e., a trait or individual 
attribute), the leader is the source of leadership and followers are the 
receivers of it, and leadership is seen by others as an expression of these 
personally possessed qualities or characteristics. There is nothing that 
makes the personal dominance knowledge principle wrong per se, but it 
is limited as well as limiting if it is the only way that leadership can be 
conceptualized by a leader (or followers for that matter). 

A more complex knowledge principle—one that transcends but 
does not completely replace personal dominance—is that of interper- 
sonal influence. This is a way of understanding that leadership happens 
through interpersonal processes of agreeing and disagreeing, planning 
and negotiating; in other words, that someone emerges as the most influ- 
ential person in a group and thus claims the role of leader. It is qualita- 
tively different from personal dominance as a way of recognizing that 
leadership is happening. One important distinction from the personal 
dominance knowledge principle is that leadership is considered a role 
that is occupied by the most influential person and people can acquire 
certain qualities and characteristics that allow them to emerge or be 



Mental Models 115 

effective in a leadership role. In addition, the interpersonal influence 
principle sees leadership as actively involving followers in the process 
of negotiating influence (rather than the followers as passive recipients 
of leadership). 

A third principle, one that is even more complex than interpersonal 
influence, is that of relational dialogue. From this principle, leadership 
happens when people who are engaged in shared work (and acknowledge 
that they are mutually engaged) use dialogue and collaborative learning 
to create contexts in which the shared work can be accomplished across 
different perspectives, values, beliefs, cultures, and worldviews. From 
this knowledge principle it is assumed that leadership is a property of 
a social system and not based in an individual or interpersonal rela- 
tionship. Leadership happens when people participate in collaborative 
forms of thought and action, and might be considered more as system 
output than as input. From this perspective, all individuals in the social 
system have a responsibility to participate in the leadership process. 

So which particular knowledge principle is right? The answer is that 
all of these principles can be effective (or ineffective) in a given particular 
situation.- In some cases such as crisis situations, a personal dominance 

approach in which a leader has a solution and needs to direct followers 
toward it will be much more successful than an approach that attempts 
relational dialogue. There are other situations in which personal domi- 
nance would be inappropriate or ineffective (e.g., ordering others around 
when listening carefully would be a better approach). In general, however, 
having the ability, complexity, or cognitive capacity to take on multiple 
knowledge principles should enhance the repertoire of available leader- 
ship strategies to be effective across a wider range of situations. This is 
also partly determined by the followers’ perceptions and expections of 
effective leadership. If they do not consider dialogue to be an important 
aspect of leadership then they will be unlikely to cooperate. 

Part of any leader development strategy should address the notion of 
how a leader—and also those considered to be followers as well—can 
think about leadership and how to develop this thinking to incorporate 
several leadership knowledge principles rather than just one. A tenet 
of social psychology is that thinking is for doing (Fiske, 1992). Being 
able to think about leadership across the entire complexity continuum 
is likely to be associated with greater effectiveness across a wider set of 

contexts than being able to think about leadership solely as acting on 

followers or as always acting with them. 

BENEFITS AND DRAWBACKS OF THE COGNITIVE 
FRAME CONCEPTUALIZATION OF LEADERSHIP 

Understanding leadership as a set of cognitive frames has attractive 

features as well as potential limitations. One of the most important 

benefits of a cognitive approach to leadership is that it attempts to 
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explain the underlying processes and mechanisms of leadership, rather 

than simply focusing on directly observable behavior (Brown & Lord, 

2001). Similarly, aspects of the cognitive approach, especially interpre- 

tive or sensemaking approaches, incorporate aspects of the environment 

in suggesting how leadership can be understood in its social context. 

These aspects focus on how leaders make sense of their environment 
and find deeper meaning: 

The centrality of information processing is not surprising given that 
humans are expert person perception processors who quickly translate 
and map the surface structure (e.g., behaviors and situations) of their 
social environments into deeper meaning structures (categories, traits, 
etc.) to form coherent, context specific interpretive frames of their social 
environments (Brown & Lord, 2001, p. 189). 

This conceptualization also fits well with the adult development lit- 
erature, especially that of Kegan (1994), suggesting that the develop- 
ment of “orders of consciousness” occurs through an ongoing series of 
differentiation and integration. Similarly, understanding a leader's men- 
tal model of leadership is helpful because it likely includes information 
regarding the level of moral reasoning, abstraction of leader identity, 
and the complexity of leadership knowledge principles that are held, 
perhaps implicitly. 

Although research has shed light on leader information processing, 
many questions still remain. The cognitive approach fails to address direct 
requirements of leaders such as leader behaviors or skills. Another critique 
of the cognitive approach is that cognitive processes are difficult to measure. 
Additionally, much effort has been given to understand how leaders make 
sense of their environment, rather than a focus on how that knowledge is 
applied (Johnson et al., 2001). Conceptualizing leadership as a set of cogni- 
tive frames is attractive on several levels, but may be best when paired with 
an understanding of the content of these structures and how they inform 
the knowledge, skills, and abilities require for effective leadership. 

CONCLUSIONS 

A cognitive approach to understanding leadership provides an insight 
into understanding differences in leader development through exam- 
ining the cognitive structures and processes of leaders. Information 
processing aids such as heuristics, schemas, and scripts provide lead- 
ers with shortcuts and frameworks to categorize, store, retrieve, and 
make sense of the vast information that leaders experience, and to do 
so quickly. The specific knowledge principles that leaders hold may also 
be an important constraint (or catalyst) for the type of leadership that is 
ultimately enacted. For these reasons, the leader development process is 
one that involves the development and use of leadership-related knowl- 
edge structures, such as leader self-schemas, scripts, implicit theories, 
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and knowledge principles. Although leadership is not a completely cog- 
nitive endeavor, leader cognition is important for at least three reasons: 
(1) thinking is for doing, so cognition shapes behavior; (2) quick and 
accurate sensemaking is needed for adaptive behavior; and (3) cognition 
in the form of heuristics, schemas, knowledge principles and the like is 
developed through experience, so leadership experiences are likely to 
help develop more complex and sophisticated ways of thinking about 
leadership (i.e., doing causes thinking). 

SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADER DEV ELOEMENT 

The self (i.e., identity) is a schema or an organization of knowledge 
about oneself. Thus, if identity is important to leader development, as 
has been argued, so are the mental models or schemas that leaders hold 
about themselves, others, and the environment. 

¢ Because of the complex task and relational environments in which 
leaders lead, highly developed mental models allow for quick and 
generally accurate sensemaking. This enhances a leader’s adapt- 
ability for providing for possible solutions and behaviors without 
using a lot of cognitive capacity. This is a good thing because it 
frees up cognitive resources to devote to novel challenges. 

e Tacit knowledge is a form of an implicit mental model about a 
particular domain. Much of effective leadership is thought to be 
implicit in that it is not directly taught. Understanding how lead- 
ers develop would include understanding how their tacit knowl- 
edge and implicit mental models of leadership develop as well. 

¢ How someone thinks about leadership influences and potentially 
limits how leadership is enacted. An important part of leader 
development involves the deliberate change from a relatively sim- 
ple implicit model of leadership to one that is more complex, more 
explicit, and provides for a broader repertoire of available behav- 
iors. This enhances adaptability. 
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9 
Expertise—Leadership 

as a Set of Skills 

Not all practice makes perfect. You need a particular kind of practice— 
deliberate practice—to develop expertise. 

—Ericsson, Prietula, & Cokely (2007, p. 118, italics in original) 

When asked whether leadership can be taught, leading management 
educators’ responses vary from “probably not” to “absolutely yes.” There 
is greater consistency across responses in their belief that leadership 
could be learned. Most of the educators agreed that some aspects of lead- 
ership could be learned, especially leader skills, although the degree of 
successful learning is likely to vary given individual differences in attri- 
butes and motivation (Doh, 2003). Those who advance the perspective 
that leadership is teachable conceptualize effective leadership as a set of 
skills or competencies. Skills-based approaches focus on the capabilities 
that individuals possess to effectively perform organizational leadership 
roles (Mumford, Zaccaro, Harding, Jacobs, & Fleishman, 2000). 

LEADER SKILLS 

Two-factor models of leader behavior, such as those developed as part 
of the Ohio State studies (Stogdill & Coons, 1957) that contributed the 
behavioral factors of initiating structure and consideration to the leader- 
ship literature, have dominated the theoretical and empirical study of the 
relationship between leadership and employees’ attitudes and the perfor- 
mance of individuals, teams, and organizations. A recent meta-analysis 
has suggested that there is robust research evidence in support of these 

119 
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leadership factors in terms of predicting individual outcomes such as fol- 

lowers’ satisfaction and job performance (Judge, Piccolo, & Ilies, 2004). 

Others such as Yukl (2006) charge there is a real failure of the two-factor 
models due to poor conceptualization in addition to the lack of sound 

measurement of the specific behaviors making up each factor. Yukl pro- 

poses that more specific aspects of the managerial skill sets represented 
by these factors should be identified and examined empirically. 

Individual skills have long been a focus of interest in the leadership 
literature. Barnard (1938) wrote of the “functions of the executive” 
(i.e., leader) in terms of the kinds of personal skills and characteristics 
needed to be effective in cooperative systems. The importance of lead- 
ership skills was emphasized in the widely regarded AT&T longitudinal 
studies. The AT&T Management Progress Study (Bray, Campbell, & 
Grant, 1974) examined skills related to manager career advancement 
and found such skills as oral communication, planning/organizing, and 
decision-making skills to predict manager advancement. Additionally, 
being given a more challenging assignment was related to further skills 
development and faster advancements. Similarly, McCauley, Ruder- 
man, Ohlott, and Morrow (1994) found that complex cognitive and 
social skills were related to leader effectiveness. These skills are devel- 
oped when a leader is pushed beyond his or her comfort zone (i.e., chal- 
lenged) to develop and practice different behaviors. 

Early taxonomies of skills presented by Mann (1965) proposed four 
categories of leader skills including technical, conceptual, interpersonal, 
and administrative skills, the latter of which encompasses aspects of the 
first three skills. Mann suggested that the need for these skills varies by 
authority level and type of organization, a claim that was also advanced 
by other researchers (Jacobs & Jaques, 1987; D. Katz & Kahn, 1978; R. L. 
Katz, 1955). A basic premise across these approaches is that the higher 
the organizational level, the greater is the complexity needed by a leader 
to perform effectively (Zaccaro, 1999). For this reason it is argued that 
conceptual skills are more important at higher authority levels, whereas 
human relation skills and technical skills are more important in lower lev- 
els of leadership. Other authors suggest that human relation skills remain 
important, but qualitatively change as a leader moves up the executive 
ladder (Hooijberg & Schneider, 2001). Interpersonal skills are important 
in middle- and lower-level management positions to manage conflict, 
encourage subordinates, and create trust and loyalty, while executives use 
interpersonal skills for fostering positive and constructive relationships 
with stakeholders. Similarly, the relative importance of the skills may 
vary by the distance of the relationship from the followers’ perspective. 
Interpersonal skills and leadership expertise may be especially salient for 
close charismatic leader—-follower relationships, whereas other skills such 
as rhetorical skills may be more important for distant charismatic leader- 
ship relations (Shamir, 1995). Recent research has further demonstrated 
that different categories of leadership skill requirements emerge at differ- 
ent organizational levels (T. V. Mumford, Campion, & Morgeson, 2007). 
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Whereas cognitive skills are important across all organizational levels, 
strategic skills fully emerge only at the highest organizational levels. 

Echoing the focus on cognitive and social skills, M. D. Mumford, Zac- 
caro, Harding, Jacobs, and Fleishman (2000) proposed a skill-based model 
of leadership. The model suggests that three general skills—complex 
problem-solving skills, solution construction skills, and social judgment 
skills—explain the positive relationship between leader traits (abilities, 
motivation, and personality) and important leader outcomes. The authors 
proposed that skills develop as a function of experience and leader attri- 
butes. Career experiences such as challenging job assignments, mentor- 
ing, training, and hands-on problem solving are proposed to facilitate skill 
development. The model was tested in populations of U.S. Army officers 
(Connelly, Gilbert, Zaccaro, Threlfall, Marks, & Mumford, 2000) and 
civilian leaders (Zaccaro, White, Kilcullen, Parker, Williams, & O’Connor- 
Boes, 1997) and was generally supported; however, the research method- 
ology used novel untested measures of both independent and dependent 
variables. For this reason, replication of these studies would be useful. 

TEC HNIGATASIEES 

Technical skills involve the domain-specific knowledge leaders possess in 
their respective areas. Early studies of leaders showed that technical skills 
were the best predictors of leader creative performance (Andrews & Far- 
ris, 1967; Barnowe, 1975). Additionally, leaders possessing greater techni- 
cal skills are better equipped to evaluate their followers’ work and provide 
meaningful feedback. Idea generation and structuring activities depend 
on the leaders’ understanding of the work to be done. As leaders reach the 
upper levels of any organization, however, specific technical skills become 
less important for success than a systems perspective and the ability to 
integrate the activities of specialists (D. Katz & R. L. Kahn, 1978). 

ADMINISTRATIVE AND MANAGERIAL SKILLS 

General administrative skills are considered important for the basic 
managerial functions of planning, organizing, controlling, and coordi- 
nating (Boyzatis, 1982). Research on the managerial function of work 
found support that interacting skills and initiating skills are two distinct 
constructs and their evaluation requires different approaches (Shipper & 
Davy, 2002). The authors argued that the initiating structure compo- 

nent of managerial skills included planning, time emphasis, and control 

of details. Planning includes preparing, delegating, and maintaining the 

flow of work among followers. Time emphasis focuses on setting dead- 

lines, and ensuring tasks are completed in a timely and orderly manner. 

Finally, control of details involves monitoring details of a task to main- 
tain the quality of the completed job. 
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INTERPERSONAL SKILLS 

The significance of interpersonal proficiency has long been noted in the 

leadership literature. Interpersonal skills are required to understand 

and analyze social interrelationships among followers in order to better 

understand their needs. Leadership also requires interpersonal skills to 

be able to manage emotional displays to elicit strong affective attach- 
ment and performance from followers. Impression management, emo- 
tional regulation, and the ability to discern other’s emotions have been 
suggested as important leadership skills. 

These types of skills have been referred to collectively as emotional 
intelligence. Although it has become a much-maligned and somewhat 
ambiguous construct due to its overexposure in the popular press lit- 
erature, some scholars have noted the fundamental importance of emo- 
tional intelligence for effective leadership, at least at the conceptual 
level (e.g., George, 2000). Caruso, Mayer, and Salovey (2002) discuss 
emotional intelligence as a biosocial (both biological and learned) con- 
struct, and describe how it is thought to support the interpersonal skills 
involved in leadership. They define emotional intelligence as a compos- 
ite of four areas of skills, including accuracy in (1) perceiving emotions, 
(2) using emotions to facilitate thought, (3) understanding emotions, 
and (4) managing emotions in a way that enhances their own personal 
growth and social relations. Each of these skills can enhance leader 
effectiveness. For example, being able to perceive emotions in follow- 
ers may facilitate the adaptation of leader strategies based on follow- 
ers’ reactions. Similarly, understanding of one’s own emotions increases 
self-awareness. Furthermore, a leader can create an emotional climate 
conducive to decision-making and maintaining morale. Finally, a leader 
who is able to regulate his or her emotions is better able to use effec- 
tive coping strategies, to manage followers’ moods, and to charismatic 
(Caruso & Wolfe, 2004). Although the Caruso and Wolfe approach to 
emotional intelligence would seem to have great applicability to our 
discussion of leader development, there remain a number of unresolved 
issues about how to best conceptualize and measure emotional intel- 
ligence (Davies, Stankov, & Roberts, 1998). 

Zaccaro (1999) has forwarded a similar notion in proposing that social 
intelligence is critical to effective leadership, especially at executive levels. 
Social intelligence is thought to be composed of two sets of competen- 
cies: interactional competencies and social reasoning abilities. It is worth 
noting that Zaccaro’s perspective on the importance of social intelligence, 
emotional intelligence, and discussion of related competencies is not new 
to the leadership literature. More than 50 years ago, the notion of social 
effectiveness was discussed in terms of its relevance and importance to 
leadership (Link, 1950). Social effectiveness was conceptualized as cer- 
tain habits and skills that could be acquired through practice. In an inter- 
esting twist, leadership was thought of as an aspect of social effectiveness 
rather than social effectiveness as a supporting leadership competency. 
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PROBLEM-SOLVING SKILLS 

Technical and administrative/managerial skills alone may be inadequate 
as leaders face many ill-defined and novel problems. Leaders are often 
called to be innovative in generating solutions to complex challenges. 
Problem-solving skills usually involve a series of more specific skills 
such as problem construction, generating alternative solutions, evaluat- 
ing alternatives, and implementing chosen solutions (Runco & Chand, 
1994). Additionally, skills such as information encoding, category search, 
and solution monitoring have been proposed as important to leadership 
(Mumford, Mobley, Ulhman, & Reiter, 1991). Problem-solving skills can 
also be described as cued or not cued. Cued scenarios involve choosing 
among a set of alternatives, whereas uncued problem solving involves 
creating and formulating responses (Zaccaro, Mumford, Connelly, 
Marks, & Gilbert, 2000). One question raised based on this approach is 
that if leadership is a skill (or skill set) how do these skills develop? One 
way to address this question is as a skills acquisition issue. 

SKILL ACQUISITION 

In perhaps the most widely researched model of skill acquisition in orga- 
nizational studies, Kanfer and Ackerman (1989) focus on the role of 
attention and the ability—-motivation link in developing relevant knowl- 
edge and skills. Their approach is based on the idea of task resource 
dependence—that humans are limited in their attentional capacity. 
Their model integrates Anderson’s (1985) production system phases of 
skill acquisition, noting that resources people use to learn a task change 
over time and with practice. The first phase, declarative knowledge, sug- 
gests that an individual first learns facts about task requirements. Dur- 
ing this stage, an individual’s attention is almost entirely devoted to 
understanding and performing the task. Few resources are available for 
additional tasks or processing. During the second phase, knowledge com- 
pilation, an individual integrates various processes required to complete 
the task, thereby reducing the cognitive load. With the reduction of cog- 
nitive load, additional attentional resources become available for other 
processes. Finally, procedural knowledge describes the stage in which an 
individual has practiced a skill to the point of automatization, when 
only minimal attention is needed to be able to accomplish the task. 

Ackerman (1988) proposed three types of abilities that interact with 

motivation in the skill acquisition process: (a) general intelligence, (b) 

perceptual speed, and (c) psychomotor abilities. Within the model, 
motivational and self-regulation processes bring about changes in 
capacity and allocation of attention. Study results suggested that setting 
performance goals before the skill was learned was found to result in 
decreased performance. Further, goal assignments were more effective 
for low-ability than high-ability individuals. Self-regulatory behavior 
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was related to self-confidence in goal attainment. The authors concluded 

that these findings should be taken into consideration when designing 
skills development programs. 

Individual differences such as ability, motivation, self-efficacy or 

belief in one’s own competency, and self-conceptualization may also 

contribute to predicting or enhancing skills acquisition. Ackerman, 
Kanfer, and Goff (1995) noted that skills acquisition is dynamic such 
that individual difference constructs may differentially predict skills 
acquisition over time and with practice. Similarly, Mitchell, Hopper, 
Daniels, George-Falvy, and James (1994) note that self-efficacy was 
most important early in skills acquisition; goals and expectations were 
more important once the task was learned to some level of minimal 
proficiency; these results may help to account for the Ackerman (1988) 
findings on the role of goal setting discussed above. 

DEVELOPMENT OR EXPERTISE 

In their influential book, Chi, Glaser, and Farr (1988) summarized 
much of the core literature on the topic of expertise or expert per- 
formance. Some of the general differences between experts and nov- 
ices include that experts are better able to see meaningful patterns in a 
particular knowledge domain, are able to quickly solve problems with 
fewer errors, process information more deeply, remember more (par- 
ticularly when information is organized into meaningful patterns), and 
spend more time analyzing novel problems (see Table 9.1). Addition- 
ally, experts are better able to distinguish difficult problems from easier 
problems than novices. In novel or unpredictable situations, experts are 
better able than novices to select information to attend to, as well as to 
attend to case-specific information, yet still have difficulties integrating 
this information. In terms of development of a complex skill, experts 
move more quickly into a schema while novices’ understanding of com- 
plex skills are more piecemeal, superficial, and fragmented (Lesgold, 
Rubinson, Feltovich, Glaser, Klopfer, & Wang, 1988). Broadly speaking, 
expertise develops slowly; however, this development can be acceler- 
ated. For example, Chi, Bassock, Lewis, Reimann, and Glaser (1989) 
found that active self-initiated application of basic learning principles 
can accelerate the development of expertise (see Table 9.1). 

As with leadership, the early belief about expert performance was 
that it reflected innate abilities and capacities. In other words, expert 
performers—just as great leaders—were thought to be born, not made. 
More recent research across a number of different expertise domains 
has shown that expert performance results from extended deliberate 
practice and is mediated by acquired complex skills (e.g., competencies) 
and physiological adaptations (Ericsson & Charness, 1994). It has also 
been noted that there is a 10-year rule of necessary preparation for devel- 
oping expert performance. The highest levels of human performance 
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TABLE 9.1 Characteristics of Experts 

Characteristics of an Expert 

1. Excel mainly in one domain. 

2. Perceive large meaningful 

patterns in their domains. 

3. Are fast. 

4. Have superior short-term and 
long-term memory. 

5. See and represent a problem in 

their domain at a deeper (more 

principled) level; novices tend to 

represent a problem at a 

superficial level. 

6. Spend a great deal of time 

analyzing a problem qualitatively. 

7. Have strong self-monitoring skills. 

Implications 

There is little evidence that an expert 

in one domain can transfer these skills 

to another domain. 

This reflects superior organization of 

the underlying knowledge base in a 

domain. 

Experts can often arrive at a solution 

without conducting an extensive 

memory search because of their 
superior knowledge organization. 

Due to superior knowledge 
organization, experts’ recall tends to 

exceed the limits of short-term 
memory. 

Experts’ knowledge categories are 

semantically or principle-based, 

whereas the categories of novices are 

syntactically or surface-feature 

oriented. 

At the beginning of a problem-solving 

episode, experts try to understand the 

problem by building a sophisticated 

mental representation of it whereas 

novices jump immediately into trying 

to apply solutions and solve for an 

unknown. 

Experts seem to be more aware than 

novices of when they make errors, 

why they fail to comprehend, and 

when they need to check their 

solutions. 

Source: Adapted from Chi, Glaser, & Farr (1988). 
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across different domains can only be attained after approximately 10 
years of extended, daily amounts of deliberate practice activities (Erics- 
son & Lehmann, 1996). This is consistent with perspectives on leader 
development that it must be purpose-driven and intentional (Fallesen, 
2004) in addition to being ongoing and intensive. Developing expert 
leaders therefore requires an extensive investment across many years 
before peak levels of leadership performance can be reasonably attained. 
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It should be noted, however, that many leadership settings may only 
require a journeyman level of leadership skill. It would be useful to have 
a leadership-challenges taxonomy that would predict when and where 
true expertise in leadership is called for. A variation on this theme that 
attempts to characterize the variety, complexity and other aspects of 
leadership experiences is discussed in detail in Chapter 10. 

Ericcsson et al. (2007) make the point that deliberate practice is 
needed to develop expertise. Those authors describe deliberate prac- 
tice as involving “... considerable, specific, and sustained efforts to 
do something you can’t do well—or at all” (p. 118, italics in original). 
Regardless of the domain, it is only by working on something you can- 
not do that you can become an expert. It is interesting to note that this 
research-based recommendation is exactly the opposite of what some 
popular-press consultants recommend in terms of enhancing people's 
strengths rather than eliminating their weaknesses (Buckingham & 
Clifton, 2001). Developing expertise involves deliberate and prolonged 
practice directed at overcoming skill weaknesses and not building on 
one’s strengths. 

Lord and Hall (2005) recently offered their perspective on the devel- 
opment of leadership expertise, in which skilled leader performance 
depends on both information processing skills and access to relevant 
leadership knowledge. In other words, leadership expertise is concep- 
tualized in terms of how leaders access and use information as well 
as the content of their underlying knowledge of important leadership 
tasks (e.g., Drath, 2001). Whereas novices are thought to rely heavily 
on working memory processes in constructing novel responses that inte- 
grate generic knowledge with the situation, experts rely more on situ- 
ational understanding and collaboration with others. There are social 
identity implications stemming from this assertion in that working in 
collaboration with others to make sense of complex situations and con- 
struct adaptive responses may be facilitated by accessing a collective 
level identity. 

In terms of the skills content of various levels of leadership expertise, 
Lord and Hall (2005) identify six relevant skills domains: (1) task, (2) 
emotional, (3) social, (4) identity level, (5) meta-monitoring, and (6) 
value orientation. More specific examples of these skills by the level of 
leader expertise (i.e., novice, intermediate, and expert) are provided in 
Table 9.2. 

TRAINING, DEVELOPMENT, AND TRANSFER 

Conceptualizing leadership as a set of skills implies that such skills 
are trainable, or that they can be developed (there is a difference). 
Training can be thought of as those procedures and processes used 
to teach proven solutions to known problems. It is important to note 
that effective training will involve providing trainees with some mix 
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of process and outcome feedback. Development is a much longer-term 
endeavor in which the purpose is to enhance individuals’ capacity for 
being able to quickly make sense of the environment and adapt effec- 
tively by learning their way out of problems (D. V. Day & Halpin, 
2004). Explicit feedback is not as readily available in developmental 
or experiential learning contexts as in a training context, and develop- 
ment may well depend on individual differences in ability to under- 
stand and reflect on their experiences. Leader development with the 
purpose of growing expert leaders requires both training and develop- 
ment approaches. 

Skills have been trained in varied ways including classroom, indi- 
vidualized, computer-based, and team training, as well as in corporate 
universities and on-the-job learning (Kraiger, 2003). A meta-analysis on 
organizational training programs found medium to large average-effect 
sizes for various training evaluation criteria, types of skills trained, and 
methods employed to train individual employees. This suggests that 
training is valuable and programs are moderately to highly effective 
(Arthur, Bennett, Edens, & Bell, 2003). Despite these encouraging find- 
ings, other factors play into the effectiveness of training. 

The relationship between learning and behavior when measured as a 
training criterion has not received consistent support (Alliger & Janak, 
1989; Tracey, Tannenbaum, & Kavanagh, 1995); thus, researchers sug- 
gest that environmental variables may influence the transfer of training 
(Arthur et al., 2003; Tracey et al., 1995). Transfer of training can be 
defined as “the degree to which trainees apply the knowledge, skills, 
behaviors, and attitudes gained in training to their jobs. This defini- 
tion suggests that transfer of training is a function of “factors within 
the formal training context as well as characteristics in the transfer or 
work environment” (Tracey et al., p. 239). Although the training con- 
text and the work environment are arguably important in the transfer 
of training, individual differences may further add to our understanding 
of transfer. 

Leader development approaches tend to have less of a problem 
with transfer because they are more likely to occur in the context 
of ongoing work (D. V. Day, 2000)—with the notable exception of 
formal classroom programs. This ‘raises an important consideration 
with regard to context. Leadership requires a social context that 
includes a leader, follower(s), and the environment. Leadership train- 

ing is unlikely to be successful without both concern for context and 

the recognition of the long-term nature of acquiring expert pertor- 

mance. An advantage of training approaches, however, is that they 

can provide relatively controlled and supportive environments in 

which skills can be practiced with ample opportunities for feedback. 

For these reasons, the better approaches to developing expert leaders 

will combine both training and development approaches that incor- 

porate aspects of assessment, challenge, and support, which are keys 

to effective leader development. 
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BENEFITS OF A SKILLS-BASED 
CONCEPTUALIZATION OF LEADERSHIP 

Understanding leadership as a set of skills has some attractive features. 

First, a skills-based model speaks nicely for the trainability of leadership. 

Skills can be taught and perfected through instruction, practice, and 
feedback. Second, skills-based models extend the behavioral approach 
that include the well-known dimensions of initiating structure and con- 
sideration of others. Skills-based conceptualizations of leadership pro- 
vide the link between trait theories and behavioral theories. Skills may 
explain the missing components that allow effective leaders to generate 
the right behaviors at the right time (M.D. Mumford, Zaccaro, Con- 
nelly, & Marks, 2000). Additionally, skills are more easily assessed than 
other types of constructs such as traits, which facilitate measurement, 
the selection of leaders that possess certain skills, and the evaluation of 
skills-based training programs (M.D. Mumford et al., 2000). 

Whereas leader skills may be an attractive way to conceptualize 
leadership, the importance of knowledge structures as a foundation 
for these skills may be overlooked. There is evidence of a relationship 
between skills acquisition and knowledge representation. For example, 
researchers have noted that the similarity between a trainee and expert 
knowledge structure was correlated with skill retention and transfer (E. 
A. Day, Arthur, & Gettman, 2001). Furthermore, knowledge structures 
mediated the relationship between cognitive ability and skill-based per- 
formance indicating that these knowledge structures play an impor- 
tant role in transferring abilities to performance. It should be noted 
that knowledge structures refer to how knowledge is organized and not 
the content of knowledge (e.g., declarative knowledge). Additionally, 
M.D. Mumford et al. (2000a) note that effective use of skills is likely 
to be dependent on the mental models leaders hold (see Chapter 7). 
Such mental representations have been found to be important in the 
expertise literature, especially with regard to the acquisition of complex 
skills (Lesgold, et al., 1988). 

With regard to skills development, there are two distinct traditions 
in the general field of adult development, including leader develop- 
ment. The first tradition stems from behaviorist origins, focusing on 
the acquisition of microlevel skills and abilities. The role of mental pro- 
cesses is primarily in conjunction with the development of declarative 
and procedural knowledge. The other tradition has its historical origins 
in the Gestalt tradition and focuses mainly on changes in abstract rea- 
soning and ego development. The latter (Gestalt) focus is almost entirely 
on mental processes and structures without much regard for observable 
behaviors. A comprehensive approach to leader development will need 
to incorporate both of these traditions. We suggest that an expert leader 
is someone who not only has sophisticated reasoning skills as well as 
complex knowledge structures, but also a repertoire of observable skills 
and competencies that is both broad and deep. 
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CONCLUSIONS 

Conceptualizing leadership as a set of skills may be attractive on several 
levels, but may be most useful when paired with an understanding of a 
leader's mental framework of understanding (i.e., knowledge structures 
or mental models). Leader skills provide good insight into trainable fac- 
tors that predict leader performance. Furthermore, skills can be devel- 
oped with training and experience. Time may also be an important 
consideration as attentional resources are taxed differently throughout 
the skill acquisition process and skills may be of varied importance in 
different leadership situations. Finally, individual differences in cogni- 
tive ability and motivation may play into one’s ability and speed of skill 
development as well as the ability to apply those skills in leadership 
situations. 

SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF GEADER DEVELOPMENT 

¢ A number of scholars have proposed skills-based models of leader- 
ship: Leadership is viewed as a set of skills that can be learned and 
mastered over time and with the proper experiences and support, 
including process and outcome feedback. From a leader develop- 
ment perspective, this approach emphasizes the skill acquisition 
process and how novices can become experts in a given domain, 
including leadership. 

e The research on skill acquisition supports a two-stage process 
model in which declarative knowledge (knowledge about the 
domain) is acquired prior to the acquisition of procedural knowl- 
edge (knowledge about how to perform in a domain). In leader 
development efforts, it is important to link the declarative knowl- 
edge that is acquired about the nature of leadership with the pro- 
cedural knowledge about how to behave in ways that are consistent 
with the declarative skills. 

e There are important “metacompetencies” that influence skill 
acquisition and the development of expertise. Self-awareness and 
self-regulation processes influence the process in which novices 
can become experts. 

¢ The development of expert performance in complex skill domains 
has been shown to take a minimum of 10 years of concentrated 
practice. This highlights the relatively long-term developmental 
process that is required to develop an expert leader. It also high- 
lights the importance of intentional practice over a lengthy period 
of time to develop expert levels of leadership. 

¢ Developing expertise involves deliberate practice in areas in which 
a leader does not do well. This highlights the need for assessment, 
feedback, or other forms of personal data to build a developing 
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leader’s self-awareness as to what needs to be practiced. Further 
enhancing one’s strengths does not build leadership expertise. 

¢ Although a skills-based approach to leader development suggests 
that leadership skills can be trained, an expert performance per- 
spective takes a longer-term developmental approach. We suggest 
a new perspective linking training and development initiatives 
over time to potentially accelerate leader development. 
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10 
Leader Development 

through Learning 
from Experience 

Learning is like breathing; it involves a taking in and processing of 
experiences and a putting out or expression of what is learned. 

—Alice Y. Kolb and David A. Kolb (2005, p. 208) 

The notion of leader development has become closely identified with 
developmental experiences. Regardless of whether it is part of a for- 
mal classroom program, based on job (i.e., operational) assignments, or 
through self-directed learning, it is experience that is thought to drive 
adult development. But what is it about experience that makes it such 
an apparently potent force for development? More specifically, what (or 
where) is the theory behind this widespread belief that development 
comes about from experience? In addressing these questions, this chap- 
ter reviews some of the thinking about experience from the fields of 
applied psychology and adult education. In particular, the respective 
roles of experiential and vicarious learning are examined as they are 
central to the leader development process (Popper, 2005). 

DEVELOPMENTAL EXPER TEING Eis 

A landmark publication in the area of leader development was a book 
authored by researchers from the Center for Creative Leadership 
(CCL) (McCall, Lombardo, & Morrison, 1988), titled The Lessons of 
Experience: How Successful Executives Develop on the Job. A major 

133 
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assumption going into this research project was that “on-the job devel- 

opment, while widely recognized as important, has not received the 

kind of research attention that allows us to make the best use of it” 

(p. 11). The book and its supporting research were aimed at correcting 
this noted limitation in the field of executive (i.e., leader) development. 
Thus, it approached the focal problem with an a priori conclusion that 
executive development could be improved by categorizing what suc- 
cessful executives thought was important to their own development as 
leaders. Interviews were conducted with successful executives; the exec- 
utives were asked to reflect on at least three key events in their careers, 
which were defined as things that made a difference in the ways that 
they manage and lead. Two additional prompts were provided: (1) what 
happened and (2) what did you learn from it (for better or worse). 

Rather than basing these interviews on any type of theory, these 
authors attempted to draw key principles about leader development 
from the data they collected. A major often-cited take-away finding 
from the study was that executives indeed claimed to develop more 
from on-the-job than classroom experiences (although the most potent 
lessons from the classroom involved increased self-confidence). Thus, 
McCall et al. set out to show that on-the-job development was impor- 
tant and they found this to be the case. A more meaningful point 
highlighted by this research is that it is not so much experience that 
drives development but the lessons derived from experience that mat- 
ter most. Arriving at such lessons requires a certain degree of self- 
reflection and it seems likely that those individuals at higher levels of 
personal development would be likely to find greater numbers of les- 
sons and more sophisticated lessons than those at lower developmental 
levels. Highly developmental lessons of experience are therefore likely 
to come about as a result of more highly developed abstract thinking. 

Subsequent work by other CCL researchers has more deeply and sys- 
tematically studied the developmental components of managerial jobs. 
Specifically, researchers developed and gathered validity evidence for 
the Developmental Challenge Profile (DCP), which is an instrument for 
assessing the developmental components of managerial jobs (McCauley, 
Ruderman, Ohlott, & Morrow, 1994). Based on a review of the literature, 
the authors were able to organize prior findings into three categories of 
job features that promote learning: (1) job transitions (i.e., change in job 
content, status, or location), (2) task-related characteristics (e.g., creating 
change, high level of responsibility, non-authority relationships such as 
gaining cooperation without authority), and (3) obstacles (e.g., difficult 
boss, hardships, experience with crisis and diversity). A series of explor- 
atory and confirmatory factor analyses resulted in a 15-factor solution 
that was used in a subsequent validation effort empirically linking these 
scales to measures of overall development and average learning ratings. 
Six scales were correlated with the criteria measures in the expected 
direction. Those scales were: unfamiliar responsibilities, proving yourself, 
developing new directions, high stakes, managing business diversity, and 
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job overload. The study demonstrated that developmental components 
of jobs can be reliably measured and the most important implication 
of this research was that jobs (or job assignments) could be designed to 
enhance their developmental power. 

Another contribution to the understanding of leader development 
through work experiences was an annotated bibliography that provided 
a systematic and comprehensive review of the empirical and theoretical 
literature (McCauley & Brutus, 1998). Some of the main conclusions, 
grounded in empirical research, were that: (a) job assignments play a 
central role in leader development; (b) some jobs are more developmen- 
tal than others; and (c) different kinds of developmental assignments are 
associated with different kinds of learning. None of these conclusions 
are particularly surprising, but their contribution comes from the way 
that the literature was systematically reviewed and organized to provide 
empirical support for each conclusion. Also of interest were their con- 
clusions regarding individual variability in on-the-job development. The 
research findings on this topic were organized around three key conclu- 
sions: (1) different people approach learning from their experiences in 
different ways, (2) some people are particularly adept at learning from 
work experiences, and (3) gender and other demographic variables are 
related to the impact of developmental assignments. 

Through its work over several decades with leader development 
practices and programs, CCL has offered its own practical “theory” of 
developmental experiences and the leader development process. A basic 
point that most would agree with is that all experiences are not equally 
developmental. So what are the basic components of any developmental 
experience? The perspective of those at CCL is that any experience can 
be made more developmental to the extent that it contains elements of 
assessment, challenge, and support (Van Velsor & McCauley, 2004). The 
most powerful developmental experiences are those that have all three 
elements present. As noted by the prominent development psychologist 
Robert Kegan, “[P]eople grow best where they continuously experience 
an ingenious blend of challenge and support” (1994, p. 42). It is argued 
that assessment is also necessary so that people can understand where 
they are presently and how others see their strengths and challenges as 
leaders. Assessment also provides the data to estimate the developmen- 
tal readiness of an individual for a stretch assignment (i.e., challenge). 

Assessment typically means data of some sort that comes from oneself 
or other people (or both). CCL has been at the forefront of developing 
and using multirater feedback instruments in their leader development 
programs. Multirater feedback can provide a rich source of assessment 
data from multiple perspectives. Good assessment data also help people 
clarify what they need to learn, improve, or change. The Army has devel- 
oped several multirater assessment instruments (e.g., Army Research 
Institute, 1996), which if widely adopted, could help to spark leader 
development efforts and accelerate the developmental process. Next, 
challenge refers to the type of “stretch” that people need to make to do 
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something difficult or against their normal habits. Challenging experi- 

ences force people out of their comfort zones. Regarding the concepts 

of developmental readiness and the zone of proximal development, 

experiences that present too much of a challenge can be debilitating 

rather than developmental (what doesn’t kill you will not always make 
you stronger). Finally, support is beneficial to development because it 
offers the feelings of safety and reassurance that there is equilibrium 
to be found on the other side of change. Support is important for the 
self-regulation process in terms of building self-efficacy or competence 
belief and in maintaining leaders’ motivation to learn and grow. 

How might developmental experiences contribute to leader develop- 
ment? According to the CCL model, leader development is a function 
of two interrelated factors: (1) a variety of developmental experiences 
that contain the elements of assessment, challenge, and support; and 
(2) the ability to learn. Learning is paramount to development so per- 
haps the literature on adult learning offers a theoretical foundation to 
a better understanding of the developmental processes of adults. The 
CCL model—although grounded in the center’s substantial experience 
as a leader development organization—cannot be construed as a test- 
able theory, at least not in its present form. It also does not provide 
much theoretical or empirical insight into our primary objective, which 
is to better understand how experiences can be used to accelerate leader 
development. It is more of a generic model or heuristic than a theoreti- 
cally grounded and empirically tested theory. 

Recent research has empirically examined how to improve the lessons 
that are drawn from successful and failed experience, which may hold 
important practical implications for accelerating leader development. 
Ellis and Davidi (2005) studied the effects of different kinds of action- 
event reviews in a quasi-experiment conducted with male soldiers from 
two companies of the Israel Defense Forces who were taking a ground 
navigation course. The key manipulation was the type of action-event 
review that was received following navigation exercises—either failure- 
focused after-event reviews (FAER) or failure- and success-focused 
after-event reviews (FSAER). Support was found for the key hypothesis 
that performance improvement would be greater when reviews are con- 
centrated on both successful and failed experience (i.e., FSAER) than 
when they are concentrated on failed experiences only (FAER). 

Ellis and Davidi (2005) also conducted structured interviews with 
10 soldiers randomly selected from each company (companies were ran- 
domly assigned to after-event review condition) to assess the mental 
models of learners (see Chapter 8 for a detailed discussion of mental 
models). Results suggested an interaction with time in that those in 
the failure and success condition showed improvements in their respec- 
tive mental models (i.e., cause maps) relative to those in the failure- 
only after-event review condition. Furthermore, the mental maps of 
the FSAER group at the second measurement period contained more 
nodes and more causal links between the various causes and successful 
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outcomes. Results also suggested that across conditions the mental 
models of failed events were richer than those of successful events at 
the initial measurement period, most likely due to greater cognitive 
elaboration of failed events relative to successful events. A follow-up 
study revealed that AERs that focused on failed aspects of experiences 
predicted performance for both successful and failed events by focus- 
ing on specific and internal causes of behavior, rather than external and 
global causes of behavior (Ellis, Mendel, & Nir, 2006). 

Although the Ellis and Davidi (2005) study did not explicitly address 
leadership or leader development issues, there are several implications 
that may be drawn from their findings. First, action-event reviews that 
focus on leadership episodes could be a way to enhance learning from 
experience. Second, using action-event reviews in a more balanced way 

to include both successful and failed experiences could be a viable way 
to enhance learning and accelerate leader development. Next, after- 
action reviews need to address what went right as well as what went 
wrong. Finally, the Ellis and Davidi findings suggest that mental models 
may serve as the mediating mechanism linking the action-event review 
(which is basically a form of feedback) with learning and successful 
performance. This last point illustrates the interconnected nature of 
many of these concepts. Experience or other forms of developmental 
activities may ultimately affect behavior and improve performance 
through their influences on mental models, epistemic cognition, moral 
reasoning, identity, and other such concepts discussed elsewhere in this 
book. 

MEASURING EXPERIENCE 

The literature strongly suggests that most if not all experiences (educa- 
tional, operational, self-development) have some developmental poten- 
tial, especially if purpose-driven (Fallesen, 2004). A question that 
has a less clear-cut answer concerns the level of that developmental 
potential across various experiences. The previously discussed work by 
McCauley et al. (1994) that resulted in Developmental Challenge Pro- 
file (DCP) is one notable attempt to quantify experience. Although the 
DCP instrument was shown to have acceptable psychometric proper- 
ties, its limitations preclude its potential use for measuring experience 
in all contexts. The DCP was designed to assess the developmental 
potential of work-related experiences, and in particular, job assign- 
ments. Thus, the content of the instrument is less appropriate for try- 
ing to assess the developmental potential of other kinds of educational 
and self-development experiences. Another limitation is that the DCP 
measures only the perceived job challenges associated with a work- 
related experience or assignment. As discussed next, experience is a 
multidimensional construct of which challenge is just one component. 
The DCP also relies on the perceptions of developmental challenges as 
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rated by job incumbents; this raises the possibility of response biases 

distorting the ratings. 
A different approach is needed to unpack and analyze the develop- 

mental potential of the wide array of experiences that challenge today’s 

leaders. One approach is to step back and try to better understand the 

fundamental components of experience. A useful model of work experi- 
ence that has been proposed in the applied psychology literature (Tesluk & 
Jacobs, 1998) also has potential for being generalized to applications 
addressing leader development. It should be noted that work experience 
in the present usage is not limited to one’s job. It has been said that every 
day the Army trains soldiers and grows leaders, and that leadership is 
a lifelong learning process in the classroom, in personal study, and in 
practice (Department of the Army, 2005). Thus, leader development 
is purpose-driven, part of the daily work of every soldier, and is incor- 
porated into all facets of soldiering across the three fundamental leader 
development venues of institutional education, operational assignments, 
and self-development. In other leadership settings, it is useful to think 
about the ongoing development of leaders as a similar function of their 
own particular, context-specific experiences. 

According to the literature in applied psychology, the core compo- 
nents of work experiences are identified as quantitative, qualitative, 
and an interaction of quantitative and qualitative components (Tesluk 
& Jacobs, 1998). The quantitative component includes two specific 
measurement modes. The first of these is a traditional conceptualiza- 
tion of length of time working on a task or in a job (e.g., tenure). The 
second quantitative measurement mode pertains to amount measures 

(e.g., number of times that a task or duty has been performed). Taken 
alone, however, the quantitative component is a deficient measure of 
experience because it does not take into account the nature of that 
experience. 

The qualitative component of experience is less well developed in the 
literature but can be described in terms of the variety and breadth of 
responsibilities that were performed, the types of challenges encoun- 
tered, and the complexity of the task. The DCP measure (McCauley 
et al., 1994) is an example of one approach to quantifying the more 
qualitative aspects associated with job challenges. In a more objective 
(i.e., non-ratings) approach, variety can be considered in terms of the 
number of different tasks or responsibilities embedded in an experi- 
ence; challenge can be operationalized in terms of the ratio of new tasks 
and responsibilities to previously developed ones; and complexity can be 
operationalized in terms of the ratio of higher-level to lower-level tasks 
and responsibilities that are part of an experience. An alternate measure 
of complexity could be based on the number of pair-wise relationships 
that must be maintained, with consideration given to the variety of those 
relationships (e.g., interactions primarily with a range of subordinates 
versus interactions with partners and rivals as well as subordinates and 
superiors). Thus, it is possible to objectively operationalize and assess 
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the so-called qualitative nature of experience as well as its quantitative 
components (i.e., tenure and frequency). 

The final component of experience involves the interaction between 
quantitative and qualitative components. Of particular relevance to 
assessing the developmental contribution of an experience is the 
interaction of time with any of the qualitative components (variety, chal- 
lenge, or complexity). The term that Tesluk and Jacobs (1998) use for this 
interaction is density, which provides an estimate of the intensity of expe- 
rience. Other researchers have referred to this type of interaction as the 
“developmental punch” provided by an experience (Quifiones, Ford, & 
Teachout, 1995). The other mode of interaction proposed by Tesluk and 
Jacobs is the timing of an experience, or where an experience falls relative 
to a longer set of experiences that would compose a career. In terms of 
development, a sequence of assignments or experiences that are timed so 
that they are designed to build on each other is more likely to facilitate 
learning and development than if relatively little thought is given to how 
such experiences are sequenced (Morrison & Hock, 1986). 

The interaction component of experience appears to hold the most 
promise.for assessing the developmental potential of experiences and 
for use in diagnosing individual leader development needs, given that it 
incorporates both the quantitative and qualitative aspects of experience 
simultaneously. At present, however, relatively little is know about the 
appropriate timing of events. It is an area in which theoretical advances 
have only recently begun (e.g., Mitchell & James, 2001) with virtually no 
practical guidance. There is increasing interest regarding how to create 
coordinated and appropriately sequenced leader development strategies 
that blend job experience, educational initiatives, and guided practical 
experiences with targeted performance feedback into a systemic process 
for ongoing leader development across all organizational levels (Vicere & 
Fulmer, 1998). Also of interest is how much time is required for an 
individual to achieve mastery learning of relevant knowledge, skills, and 
behaviors from a given experience (Morrison & Hock, 1986). 

An approach used in measuring experiential density in the workplace 
is to have individuals indicate the length (duration) and amount (num- 
ber of times) of a particular experience, as well as to identify what tasks 
and responsibilities were part of a particular experience. The empirical 
indicators for the quantitative and qualitative components of experience 
can then be used to compute its density. The major experiential com- 
ponents can be gathered from examining job and task analyses results; 
examining the complexity and demand characteristics of relationships; 
and linking with respective essential leadership competencies and the 
supporting knowledge, skills, and abilities. In addition, taxonomies of 
developmental experiences can be built with regard to density or devel- 
opmental punch both in terms of the broad impact for each as well as 
depth across all relevant competencies. 

A limitation of this discussion is its emphasis on the use external 
factors to define experience. But by their very nature, experience and 
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the impact of experience are internal to the person. Factors influencing 
the impact of experience are also not limited to workplace elements. 
For example, living as an expatriate can introduce complexity that may 

add to, or even magnify, the impact of job-related elements. In the 
literature on psychological stress, a distinction is made between stressors 
(external factors) and stress (the internal, felt, reaction to the stressors). 
By analogy, we have defined experience largely in terms of the stressors 
but have paid little attention to the resulting stress, the experience as 
experienced by the person. We need to better understand the impact 
of such factors as complexity or density on the individual’s experience. 
By the same token, as suggested in Chapter 9, we need to better under- 
stand the relationship between such environmental characteristics and 
the requisite level of leadership expertise. Again by analogy with the 
literature on adaptation to stress, and drawing on the notions of develop- 
mental readiness explored earlier, we would expect to see an interaction 
between one’s current level of expertise and the environmental demands 
in determining the amount of learning that results from experience. 

We next turn our focus to examining the literature on adult development 
with the goal of providing additional insight into how experience shapes 
leader development, and the role that learning plays in this process. 

ADULT LEARNING 

In attempting to organize an overview of the adult learning literature, 
a good place to begin is the source that proclaims itself as the definitive 
classic in adult education and human resource development (Knowles, 
Holton, & Swanson, 1998). Given that this description is actually in 
the title of the book, the authors must be pretty confident of their 
claim. The lead author—Malcolm Knowles—widely considered one of 
the foremost figures in adult learning, is often acknowledged as the 
“Father of Andragogy.” The term andragogy was first introduced into 
American culture by Knowles around 1967 (the concept had been 
evolving in Europe for some time before this). Andragogy is proposed 
as an integrative framework of adult learning, and can be differenti- 
ated from pedagogy, which is the art and science of teaching children 
(based on the Greek words paid meaning “child” and agogus meaning 
“leader of”). Similar to what has been argued in developmental psy- 
chology that both children and adults develop but in very different 
ways, Knowles championed the idea that adults learn in ways very dif- 
ferent from those of children or adolescents. The fundamental prin- 
ciple of andragogy is to (a) place the learner at the focus of the learning 
process, (b) who learns to satisfy internal motives, and thereby (c) 
shift the responsibility for learning to the individual and away from 
formal instructional curricula. Thus, individual needs and “real-life” 
experiences are the platform for adult learning in a social environment 
(Schwandt, 2005) 
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Pedagogy versus Andragogy 

Some of the key differences between pedagogy and andragogy are sum- 
marized in Table 10.1. The pedagogy reflected in these assumptions is 
a traditional model that is unlikely to be espoused (at least completely) 
by contemporary educators. Some of the key differences include that, 
in traditional pedagogy, learners need to know only what is taught by 
the teacher in order to pass and get promoted. Andragogy assumes that 
adults need to know why they need to learn something before undertak- 
ing to learn it. In pedagogy, the learner’s experience is of little worth as 
a resource for learning as compared with the experience of the teacher, 
textbook writer, or other “experts.” Andragogy assumes that the rich- 
est resources for learning reside in adult learners themselves, and thus 
the emphasis in adult education is on experiential rather than instruc- 
tional techniques. Knowles et al. (1998) claim that there are important 
underlying implications stemming from this particular assumption: “To 
children, experience is something that happens to them; to adults, their 
experience is who they are” (p. 66). This is interesting—and also con- 
fusing—because it could imply from a constructive-developmental per- 
spective that children are at a higher developmental order than adults. 

According to Kegan’s (1994) theory of individual development, those 
at a higher level of consciousness hold certain beliefs, assumptions and, 
by extension, experiences as object (i.e., they can hold them apart from 
self and rationally reflect and analyze them). At lower levels, individuals 
are subject to these same beliefs, assumptions, and experiences in that 
they are so embedded in them that they cannot be held as object. Holding 
something as object means that you can have that particular idea, belief, 

TABLE 10.1 Summary of Assumptions about Learning Between Pedagogy 

and Andragogy 

Assumption Pedagogy Andragogy 

1. The need to know: Only what the teacher = Why the need to learn 

says they need something is critical 

2. Learner’s self-concept: Dependent on the Self-directed and 

teacher responsible 

3. Role of learners’ Of little value compared Rich resource for 

experiences: to the teacher learning 

4. Readiness to learn: What is needed to pass — What is needed in real- 

life situations 

5. Orientation to Acquiring subject- Task-centered and 

learning: matter content problem-centered 

6. Motivation: Through external More internally 
motivators motivated 

Note: Adapted from Knowles et al. (1998). 
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or experience but it is not you. The paradox is that whereas adults are 

thought to learn from reflecting on experience (i.e., they have experi- 

ences and can hold them as object) they apparently are also considered 

to be completely subject to the same experience (i.e., they are their 

experience). This is just one of several paradoxes when it comes to 

andragogy. 
Two other differences between pedagogy and andragogy are worth 

noting. In pedagogy, readiness to learn is completely determined by 
the teacher (with input from parents and state legislators, of course), 
whereas in andragogy adults become ready to learn when they need 
certain knowledge to cope effectively with real-life situations. In peda- 
gogy, learners are assumed to have a subject-centered orientation to 
learning such that they see learning solely as acquiring subject-matter 
content. Adults are motivated to learn when they perceive that learning 
will help them perform tasks or deal with life problems, but are thought 
to be more internally driven than children to learn. An implication of 
this assumption is that adults will learn most effectively when the con- 
tent is presented in the context of application to real-life situations. 
Those who have taught college students or adults in other settings can 
likely relate to this issue of relevance. How many times have you heard 
students wonder “how will this help me in the real world?” 

Andragogy as an Integrative Concept 

The theoretical roots of andragogy are eclectic, perhaps in the extreme. 
From the social sciences, Knowles et al. (1998) acknowledge the con- 
tributions from clinical psychology, especially Freud, Jung, and Erikson 
(psychodynamism), as well as Maslow and Rogers (humanism). Also 
acknowledged are the influences of developmental and social psychol- 
ogy, sociology, and philosophy. As might be expected, there are also 
major influences from the field of adult education (now more commonly 
referred to as lifelong learning). In particular, the work of Cyril O. 
Houle at the University of Chicago in the 1950s was cited as influential 
in coming to a better understanding of how adults learn. Although his 
study was based on only 22 subjects, Houle apparently was able to dis- 
cern three distinct categories of learners. The goal-oriented learner uses 
education for accomplishing fairly concrete objectives (e.g., receive a 
promotion); the activity-oriented learner takes part in learning because 
it provides a source of meaning that is not connected to the content or 
the stated purpose of the activity (e.g., the “joiner” or course-taker); and 
the learning oriented, who seek knowledge for its own sake. It is inter- 
esting that this last type would seem to violate at least one of the basic 
assumptions of andragogy: that adults need to know why they need to 
learn something before trying to learn it. 

This raises yet another interesting issue about andragogy. Knowles 
et al. (1998) recognize that “one aspect of the andragogical model that 
disturbs many people is that not all adults seem to fit the assumptions” 
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(p. 153). Indeed, individual differences are the hallmark of much of 
psychology. Knowles handles this apparent contradiction in this way: 

The andragogical model is a system of elements that can be adopted or 
adapted in whole or in part. It is not an ideology that must be applied 
totally and without modification. In fact, the essential feature of andragogy 
is flexibility (Knowles, 1984, p. 418,-as cited in Knowles et al., 1998). 

Thus, from a scientific perspective, andragogy is apparently less of a 
theory than it is a philosophy or set of educational practices. 

This conclusion about andragogy is further supported by exploring 
what (or who) is conspicuous in their absence as acknowledged influ- 
ences on andragogy. Not surprisingly, it is those people and ideas that 
come from the scientific stream of inquiry. There is little credibility 
given to what is termed the “elemental model” of learning and the 
so-called “propounders” who have made a concerted effort to impose 
order on the system of learning theory. This perspective was advanced 
by classic learning theorists and researchers such as Thorndike, Pav- 
lov, Watson, Hull, Guthrie, and of course, Skinner. Thus, andragogy is 
largely disassociated from classical learning theory and the tradition of 
experimental psychology. 

More credence and influence is given in the field of andragogy to 
functionalism (or “interpreters”) stemming from the belief that func- 
tionalism “provided the conceptual basis for progressive education” 
(p. 28). Hilgard and Bower (1966, as cited in Knowles et al, 1998) refer 
to this approach as “an embodiment of the ideal of growth toward inde- 
pendence and self-control through interaction with an environment 
suited to the child’s developmental level.” The rise of functionalism and 
the corresponding influence of gestalt theories (e.g., Wertheimer, Koffka, 
Kohler) and field theory (e.g., Lewin) were instrumental in shaping the 
thinking of two developmental psychologists—Jean Piaget and Jerome 
Bruner—who are claimed as also having contributed to the eclectic field 
of andragogy. In short, andragogy has distinct and bounded historical 
origins as claimed by the leading proponents of the field (Knowles et 
al.). A bit more background on these historical traditions might be help- 
ful in placing andragogy and the field of contemporary adult education 
within the goals and objectives of this book. 

Two Traditions in Adult Learning 

Knowles et al. (1998) provide an interesting description of two “streams 
of inquiry” that they argue can be differentiated in the field of adult 
learning. One stream was classified as the scientific stream and the other 
the artistic (or intuitive/reflective) stream. The scientific stream seeks to 
discover new knowledge through experimental investigation. The most 
prominent figure in the scientific stream is Edward L. Thorndike, who 
first published his classic text, Adult Learning, in 1928 (Thorndike, Breg- 
man, Tilton, & Woodyard). Basing research on his general principles of 
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learning (e.g., law of readiness, law of exercise, and law of effect), Thorn- 

dike pioneered the field of adult learning by demonstrating scientifically 

that adults could learn. It is not that people questioned whether adults 

actually could learn, but rather they accepted it based mostly on faith. 
Thorndike’s studies demonstrated this assumption empirically. Others 
(especially Herbert Sorenson) extended this thinking by gathering sci- 
entific evidence that not only could adults learn but that they also had 
interests and abilities that were different from children’s. 

In contrast, the artistic stream seeks to discover new knowledge 
through intuition and the analysis of experience. The origins of this 
stream can be traced to the publication of The Meaning of Adult Educa- 
tion in 1926 by Eduard C. Lindeman, who was greatly influenced by the 
educational philosophy of John Dewey. Lindeman defined adult learn- 
ing in this manner: 

Adult education is the process through which learners become aware of 
significant experience. Recognition of significance leads to evaluation. 
Meanings accompany experience when we know what is happening and 
what importance the event includes for our personalities (Lindeman, 
1926, p. 1691). 

This description is roughly equivalent to what is presently referred 
to as the experiential learning cycle (Kolb, 1984)—but predated it by 
more than 50 years. Lindeman also identified several key assumptions 
about learners, which purportedly have been supported by subsequent 
research These assumptions and their implications (see Table 10.2) 

TABLE 10.2 Assumptions and Implications of Adult Learning 

Assumption Implication 

1. Adults are motivated to learn as Learning needs and interests are the 

they experience needs and interests appropriate starting points for 

that learning will satisfy. organizing adult learning activities. 

2. Adult orientation to learning is The appropriate units for organizing 

life-centered, adult learning are life situations, not 

subjects. 

3. Experience is the richest resource — The core methodology of adult 

for adult learning. education is the analysis of 

experience, 

4. Adults have a deep need to be The role of the teacher is to engage in 
self-directing. a process of mutual inquiry with 

adults rather than to transmit his/her 

knowledge to them and evaluate 

their conformity to it. 

5. Individual differences among Adult education must make optimal 
people increase with age. provision for differences in style, 

time, place, and pace of learning. 
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constitute the foundation of adult learning theory according to Knowles 
et al. (1998). 

A notable implication of these two traditions, taken in conjunc- 
tion with those individuals and disciplines acknowledged as impor- 
tant theoretical influences is that andragogy appears to be much more 
firmly based in the artistic stream of inquiry than the scientific one. 
Although there is nothing wrong with the artistic stream per se, it does 
help explain the apparent fixation with postmodernism among many 
contemporary scholars in the field of adult education and development 
(e.g., Brookfield, 2000). Given the palpable anti-science sentiment in 
much of postmodernism, this would seem to limit any contribution 
that the field of andragogy might make to scientific theory building and 
hypothesis testing. The extreme relativism of some of the more radical 
voices in postmodernism asserts that any scientifically based approach 
to understanding is futile at best and potentially harmful at worst. 

Beyond Andragogy? 

More recent perspectives on adult learning are examined by Knowles 
et al. (1998) to the extent that they seem to help explain and refine core 
learning principles of andragogy. Various theories and research streams 
are organized into three overarching categories: (1) individual differ- 
ences in adult learners, (2) learning how to learn, and (3) developmental 
perspectives on adult learning. The individual differences thought to be 
most relevant to andragogy are organized into the general areas of cogni- 
tive differences (including general mental abilities, cognitive styles, and 
learning styles), personality differences (Meyers-Briggs Type Indicator 
and the five-factor model), and the differential effects of prior knowl- 
edge. Understanding and addressing individual differences is thought to 
enhance the utility of andragogy in practice by making it more flex- 
ible and “this flexible approach explains why andragogy is applied in so 
many different ways” (p. 166). 

The focus of learning how to learn is in broadening capacity such that 
learners can adapt to a wide range of learning situations and thereby 
increase the likelihood and extent of their learning. The concept of life- 
long learning is becoming increasingly important in work settings. It is 
a skill or orientation valued by employers, and could be a distinguishing 
factor between those who are successful in their careers and those who 
are not. Knowles et al. (1998) propose that learning how to learn holds 
great promise for helping adults expand their learning capabilities but 
admits that “almost all the evidence is anecdotal” (p. 166). 

The role of lifespan developmental perspectives in working with 
andragogical principles of adult learning is thought to be mainly in clar- 
ifying and refining adult readiness to learn. Andragogy proposes that 
adults are most ready to learn when the learning meets an immediate life 
need and are most motivated when it fills an internal need. Thus, under- 
standing the changes and transitions in adults’ lives can enable adult edu- 
cators to do things such as anticipate learning needs at various life stages, 
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understand how life events facilitate or inhibit learning in a given situa- 

tion, prepare adults for life changes, capitalize on “teachable moments” 

to accelerate learning, and plan learning experiences that are more mean- 

ingful to students. To this end, venerable life-stage theories such as those 

of Levinson, Erikson, and Loevinger are noted as especially relevant to 

andragogy. Knowles et al. reiterate the points that adult learning is inex- 
tricably intertwined with adult development and that adult development 
occurs along multiple paths and across multiple dimensions. 

In sum, this review of adult learning from an andragogical perspec- 
tive has apparently come full circle, returning to the point that adult 
learning and adult development are intertwined and that experience 
is important to both. But it is less clear what andragogy contributes to 
better understanding the processes of learning and development. Much 
of the literature appears to be more philosophy (or art) than science, 
as a review of its historical origins would support. And as discussed in 
a later section of this chapter, there may be solid reasons that learning 
from experience may be more difficult than the andragogical literature 
leads us to believe. 

EXPERIENTIAL LEARNING: LEARNING 
HOW TO LEARN 

Another, perhaps more promising, perspective on adult learning comes 
from Experiential Learning Theory (D. A. Kolb, 1984; A. Y. Kolb & D. 
A. Kolb, 2005). In broad terms, experiential learning is a philosophy of 
education based on Dewey’s (1938) notion of a “theory of experience.” 
Such a theory was not needed for traditional education practices, Dewey 
argued, because they were guided by tradition; however, an experiential 
approach to education needed a sound theory to guide its development 
as a legitimate educational discipline. 

The present theory of experiential learning is based on six overarch- 
ing propositions, which purportedly have their origins in the work of 
prominent 20th-century scholars such as John Dewey, Kurt Lewin, Jean 
Piaget, William James, Carl Rogers, and others “who gave experience a 
central role in their theories of human learning and development” (A. Y. 
Kolb & D. A. Kolb, 2005, p. 194). These propositions are as follows: 

1. Learning is best considered as a process and not in terms of 
outcomes. 

2. All learning is relearning. What is learned must be reconciled and 
integrated with current ideas and beliefs. 

3. Conflict, differences, and disagreement drive the learning process. 
A learner moves back and forth between “dialectically opposed 
modes of adaptation to the world” (p. 194) such as reflection and 
action and thinking and feeling. 

4. Learning is a holistic process of adaptation to the world (and 
involves more than cognition) 
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5. Learning results from “synergetic transactions between the person 
and the environment” (p. 194). 

6. Learning is the process of creating or constructing knowledge. 

Kolb’s work is probably best known for two primary contributions. 
One of these is the experiential learning cycle of experiencing, reflecting, 
thinking, and acting. From this cycle, it is argued that action may be the 
most important part of learning (and most often overlooked) because it 
closes the learning cycle by bringing reflection and thought into contact 
with the external world of experience that is created through action. 

Kolb’s other major contribution is the conceptualization and assess- 
ment of individual adult learning styles. In the most recent version of 
kolb’s thinking, there are nine different learning styles that are orga- 
nized around the axes of Active Experimentation—Reflective Obser- 
vation and Concrete Experience—Abstract Conceptualization. Two 
points that flow from this model are that people learn in different ways 
and through using different modes, and that a balanced learning style 
enhances the learner’s adaptive flexibility. Both of these points have 
been supported by extensive empirical research. 

Unlike the concept of andragogy, Experiential Learning Theory 
has a solid empirical foundation. Indeed, the theory was originally 
developed as a way of creating knowledge by conceptualizing phenom- 
ena through formal, explicit, testable theory in the tradition of Kurt 
Lewin (A. Y. Kolb & D. A. Kolb, 2005). This is quite a contrast with 
the predominant emerging postmodern perspective of andragogy that 
eschews the value of strong science. As of 1999, there have been more 
than 1,000 empirical studies conducted to test various aspects of Expe- 
riential Learning Theory (D. A. Kolb, Boyatzis, & Mainemelis, 2001). 
The majority of this research (55%) has been published in refereed 
journals, with more than half appearing in the education (430 stud- 
ies) and management (207 studies) literatures. Also unlike andragogy, 
there has been careful attention paid to psychometric issues associated 
with the assessment tools that are used in research and practice. 

This brief overview of Experiential Learning Theory is a precursor 
to a discussion of the potentially most valuable contribution from this 
perspective for an integrative theory of leader development, that is, an 
emphasis on learning how to learn. It has recently been proposed that the 
development of managers and leaders must include attention to how to 
make sense (sensemaking) as well as learning how to learn (Schwandt, 
2005). Knowing how one learns requires extensive practice and expe- 
rience, with self-reflection and reflective judgment (see Chapter 7). 
Some ways of enhancing the capacity for learning how to learn include 
repeated exposure to paradox and other forms of dilemma, increasing 
the dynamic tension that drives adult learning rather than “expedi- 
ent pedagogical transfer of information by subject matter experts,” and 
exposure to different world views (Schwandt, p. 188). But clearly this 
is just the beginning of how to spark the development of what has been 
referred to in other fields as epistemic cognition (Kitchener, 1983). 
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In attempting to articulate a promising model of learning how to 

learn, Gibbons (1990) identified three basic kinds of learning (natural, 

formal, and personal) and three aspects of the learning process (type 
of learning, source of content, and method of instruction). With natu- 

ral learning, the type of learning is interactive in terms of spontaneous 

interactions with the environment, in formal learning it is directed, 
and in the personal mode it is self-initiated. The source of the learning 
content in the natural mode is said to be available or selected by inter- 
est from the available environment; it is assigned in the formal mode, 
but chosen in the personal mode. The method of instruction perhaps 
is the most varied. In the natural mode, the method is transactional 
in that the process occurs between accidental influence and the inner 
state of the learner; in the formal mode, the method of instruction 
is presented, whereas in the personal mode it is enacted such as the 
learner enacts and monitors his/her own learning procedure. 

The learning taxonomy outlined by Gibbons (1990) has implications 
for leader development. First, it recognizes that there are some general 
learning style differences that vary as a function of the situation. Sec- 
ond, the basic kinds of learning roughly correspond to the operational 
(natural), educational (formal), and self-development (personal) foci of 
Army leader development. And in each respective learning mode, Gib- 
bons maintains there are certain “executive learning operations” (p. 74) 
that govern the learning that takes place in different types of situations. 
For example, in the natural learning mode, learners need to acquire 
skills that help them learn from interacting with others, from explor- 
ing the environment, and from practice. In the formal mode, learners 
need to acquire the learning operations associated with learning from 
instruction, learning basic learning skills, and how to generalize from a 
learning activity. In the personal model, learners need to acquire opera- 
tions associated with deciding what to learn, how to manage one’s own 
learning, learning from experience, and how to take action. 

A complete list of these recommended executive learning operations 
as well as more specific skills associated with each operation is pre- 
sented in Table 10.3. In terms of leader development, the learning-how- 
to-learn literature is helpful in pointing out that learning, an important 
element of the developmental process, likely can be accelerated by first 
helping leaders acquire the kinds of skills and executive learning opera- 
tions that will make them more effective and efficient learners across all 
three of the major developmental venues. 

LEARNING ORGANIZATIONS 

Extending adult learning to the organizational level, a related topic that 
has received a tremendous amount of attention in the management and 
organizational learning literature is Peter Senge’s (1990) perspective on 
building a learning organization. Instead of focusing solely on the personal 
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TABLE 10.3 Executive Learning Functions and Supporting Skills for the 
Basic Kinds of Learning 

Natural Learning 

Learning how to 

learn from... 

Interaction with 

others 

e Build trust in self 

and others 

¢ Self-confidence 

Stimulation of the 

environment 

¢ Develop sensory, 

cognitive, and 

performative 

capacities 

Exploring the 

environment 

e Intention 

e Initiative 

Practice 

e Imitation 

e Repetition 

e Rehearsal 

The teacher within 

¢ Reflective 

learning 

e Self-efficacy for 

learning 

e Autonomy 

Formal Learning 

Learning how to learn 

from... 

Instruction 

¢ Active listening 

* Question, observe, 

summarize, record, 

visualize, apply, and 

review content 

Performing assigned learning 

tasks 

¢ Perceive task purpose 

¢ Follow instructions 
e Anticipate desired 

response 
¢ Verify answers 

An assigned learning task 

¢ Relate practice to lesson 

taught 

¢ Consciously practice the 

lesson 

¢ Relate what is learned to 

own experience 

Basic learning skills 

¢ Find needed information 

Read for understanding 

¢ Summarize, organize, 

and review 

e Memorize and recall 

Generalizing from a learning 

experience 

¢ Transfer of learning 

e Integrate with personal 

knowledge base 

¢ Build repertoire of 

responses to learning 

situations 

Personal Learning 

Learning how to learn 

from... 

Deciding what to learn 

e Align with personal 

goals and purpose 

¢ Consider a range of 

learning options 
¢ Design learning plans 

Managing one’s own 

learning 
¢ Organize subject matter 

e Gather needed 
resources 

* Manage self (time, 

attention, effort) 

Experience 

¢ Vicarious learning 

¢ Reflection 

® Modeling 

Being an intentional 

learner 

¢ Integrate thinking, 

feeling, sensing, and 

acting 

¢ Reflective 

self-management 

Taking action 

e Forming new attitudes 

toward taking initiatives 

¢ Formulating strategies 

e Facing risks 

¢ Coping with ambiguity 
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qualities of individual learners or espousing a specific set of learning prin- 

ciples, Senge extends the work on experiential learning and elaborates on 

the context where learning happens. Specifically, he argues that there are 

five “component technologies” or disciplines that converge to create the 

conditions for experimentation and advancement (i.e., learning) to occur. 

He considers these disciplines to be “a body of theory and technique that 

must be studied and mastered to be put into practice” (p. 10). The five 
disciplines that Senge has proposed are systems thinking, personal mas- 
tery, mental models, building a shared vision, and team learning. 

The meaning of the various disciplines is less important from the 
present perspective than is the underlying idea that organizations can 
create more positive contexts for learning. Learning occurs in context, 

and as Senge argues, many organizations are characterized by their 
“learning disabilities” that inhibit or grossly limit the amount of learn- 
ing that can take place. He also makes an important point that learning 
from experience may be more difficult than it is commonly believed. 
This important issue is addressed in the next section. 

ON THE DIFFICULTIES OF LEARNING 
FROM EXPERIENCE 

Atsome level we may take for granted that the best (or only) way adults learn 
is through their experience and, by extension, that learning from experi- 
ence is relatively straightforward and easy. Senge (1990) has pointed to the 
“delusion” of learning from experience as one of his organizational learning 
disabilities. The core learning dilemma that confronts organizations is that 
people appear to learn best from experience but never have the opportu- 
nity to directly experience the consequences of many important decisions. 
The learning horizon for many decisions with strategic implications is too 
distant. A basic principle of learning theory is that feedback is critical to 
learning. Without timely feedback, little learning can be expected. 

Sitkin (1992) has commented on the major reasons that learning 
from successful experiences is difficult. In particular, he points to liabil- 
ities such as reduced motivation to learn, complacency, reduced atten- 
tion and information gathering, risk aversion, the tendency to develop 
homogenous attitudes or behaviors resulting from successful outcomes. 
To discourage the development of learning patterns reflecting failure 
avoidance or “resting on one’s laurels,” Sitkin recommends experiment- 
ing with experiences that have the potential to provide modest levels 
of failure. In doing so, people and organizations can learn and adapt 
effectively without producing harmful frustration. Instead, his strat- 
egy of small losses can foster acceptable risk-taking and build resilience. 
Nonetheless, when an individual is properly prepared to reflect on suc- 
cess as well as failure, research indicates that there may be better gains 
in terms of learning and performance as compared with receiving after- 
event feedback only on failed experiences (Ellis & Davidi, 2005). 
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Feldman (1986) also has pointed out a number of reasons based on 
the literature from social cognition that learning from experience is dif- 
ficult. To realize that learning is necessary (i.e., is there something to be 
learned?), Feldman argues that one must notice errors. There may be 
both environmental (e.g., lack of feedback) and psychological barriers 
(e.g., hubris) that exist to block or impede the recognition of the need 
to learn. At the cognitive level, attention and memory are biased in the 
direction of expected events and existing explanations. These biases in 
our information-processing tendencies direct attention to expectation- 
confirming cues even when disconfirming information is available. When 
disconfirming information is made available, attribution processes are 
often used to discount the discrepant information. Even when the need 
to learn is apparent, nothing guarantees that learning will be error-free. 
“Illusory correlations” can mask true associations in experiential data 
or the environment can provide distorted information. Motivational 
concerns (e.g., taking the path of least resistance) might preclude more 
significant learning from taking place. To know that learning has taken 
place, time and motivation for reflection are required. It is thought that 
time availability alone is a major impediment to learning, given the work 
demands placed on many individuals in organizational settings. 

The environmental and socio-cognitive factors outlined by Feldman 
(1986) that make learning difficult also provide suggestions on how to 
improve learning from experience. Increasing the amount and imme- 
diacy of feedback is one such suggestion (consistent with the recom- 
mendation for ongoing assessment from the CCL model). Situations 
that require learning can also be designed, whether they are challenging 
in the form of stretch assignments or challenges to one’s conventional 
thinking. In terms of enhancing the motivation to learn, acknowledging 
that mistakes are part of learning may be helpful. It seems that everyone 
wants to learn, but nobody wants to be wrong. But learning from expe- 
rience requires one to be wrong at least part of the time. Support for 
development can be enhanced by not punishing mistakes that are learn- 
ing induced. A conclusion drawn from this perspective is that the assess- 
ment-challenge-support model of development may have both practical 
and theoretical grounding in the literature. At a minimum, it appears to 
be better supported than the andragogy framework that has received so 
much attention in the adult learning and education literature. 

LEARNING FROM OTHERS’ EXPERIENCE 

Building a developmental program full of individually catered, new, 
and challenging experiences in a supportive learning environment may 
be ideal for the development of leaders, but often this ideal is impos- 
sible due to financial, time, or other resource constraints. Learning that 
occurs indirectly, such as the observation or narrative of another’s expe- 
riences, may be an excellent supplement when direct experience is not 
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practical. As direct experiences tax resources such as time, energy, and 

finances, learning from others’ experience may be a valuable tool for 

accelerating leader development. 

Vicarious Learning 

Kolb’s work on individual learning styles suggests that some people prefer 
to learn through observing others rather than using active experimenta- 
tion. Learning through observation and modeling of others (i.e., vicarious 
learning), can be planned, as in a training context, or can occur uninten- 
tionally even on a daily basis (Manz & Sims, 1981). Much of the work 
on vicarious learning stems from Bandura’s (1977) social learning theory. 
Bandura suggests that “from observing others one forms an idea of how 
new behaviors are performed, and on later occasions this coded informa- 
tion serves as a guide for action” (1977, p. 22). In sum, individuals learn 
through the observation of others and internalization of their behaviors. 

Social learning theory stresses that not all learning comes from a con- 
sequence basis, such as trial and error learning. Specifically, antecedent 
learning that occurs before behavior and is based on prior notions of 
behavior is developed often by observing others’ behavior. The theory 
suggests that an observer progresses through four stages: observation, 
retention, motor reproduction, and reinforcement. First, the observer 
attends to modeled events including elements such as the distinctive- 
ness, affective valence, complexity, prevalence, or functional value. 
Second, the observer must retain the information, which includes the 
symbolic coding, cognitive organization, symbolic rehearsal, and motor 
rehearsal of the event. Next, motor reproduction refers to the actual 
trial behavior, including physical capabilities, self-observation of repro- 
duction, and accuracy of feedback. Finally, observational learning moti- 
vates the observer to engage in the behavior through external rewards 
and self-reinforcement (Bandura, 1969). Individuals are more likely to 
adopt a modeled behavior if (a) it results in outcomes they value, (b) the 
model is similar to or admired by the observer, and (c) the behavior has 
functional value (Bandura, 1977). 

Vicarious learning may influence learning in different ways. Manz 
and Sims (1981) suggest that observation can have three types of learn- 
ing effects. An individual may learn a new behavior, may be inhibited 
or disinhibited from engaging in a given behavior, or certain behaviors 
may be facilitated through observation. Additionally, several factors 
may influence modeling success, including the credibility of the model, 
success or failure of the model, how vivid and detailed the behavioral 
display was, and perceived similarity of the observer to the model. 

Along with an influence on behavior, observing a role model can also 
influence one’s identity. Research on the so-called spyglass self suggests 
that individuals behave similarly to those they observe behaving a certain 
way through an identity merging process (Goldstein & Cialdini, 2007). 
The authors suggest that the boundaries between the self and other are 
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blurry, therefore, observing an important other such as a role model, 
individuals learn something about themselves and integrate this behavior 
within their self-concept. In short, when observing an important other, 
an individual not only sees aspects of himself or herself in the role model, 
but also sees attributes of the role model in himself or herself. 

Others suggest the influence of observational learning is cognitive. 
Gioia and Manz (1985) suggest the primary basis for vicarious learning 
is a cognitively held script, which provides a guide for behavior and a 
means for making sense of the behavior of others. Thus, vicarious learn- 
ing may influence behavior through influencing the cognitive script one 
holds regarding certain behaviors. They further suggest that an observer 
rehearses modeled behavior either physically or mentally. Mental 
rehearsals include symbolic coding in which an observer summarizes 
the model’s key behaviors (descriptive codes) and specifies principles 
underlying the model’s behavior (i.e., rule codes). Furthermore, Wofford 
and Goodwin (1994) suggest that a leader’s observation of other leaders 
helps to create a personal leader schema, which provides a socio-cogni- 
tive foundation for their behavior as leaders. They argued that some 
individuals have a general transformational leadership cognitive frame- 
work whereas others have a different, transactional leadership, frame- 
work. These alternate cognitive frameworks are formed in part through 
observing other leaders. Additionally, imagining models behaving in a 
particular manner may influence behavior in the same way (Manz & 
Sims, 1981). Related to this argument, the positive effect of mentoring 
on protégé’s career success has been theorized to occur through vicari- 
ous learning effects (Allen, Eby, Poteet, Lentz, & Lima, 2004). 

Although behavioral change can occur through observational learn- 
ing, the knowledge acquired may be tacit rather than explicit (see 
Chapter 8 for additional background on tacit knowledge). For example, 
Nadler, Thompson, and Van Boven (2003) found that individuals who 
had observed models in a negotiation performed better in a negotiation 
task than those trained via textbook or experience, but were the least 
able to articulate the learning principles that helped them improve. The 
authors suggested that observers had acquired tacit knowledge that they 
were able to reproduce but unable to articulate. 

Vicarious learning has been examined in relation to the observer's 
expectations of outcomes of performance. It has been argued that mod- 
els influence one’s outcome expectancy and self-efficacy (Manz & Sims, 
1981). Observing a model perform at a certain level and obtain a desired 
outcome or reward can increase the observer’s expectancy of achiev- 

ing a certain outcome with a given level of effort. According to expec- 

tancy theory, an increase in outcome expectancy should translate into 

increased motivation. Additionally, vicarious learning has been theorized 
to influence self-efficacy, although empirical support is equivocal. For 
example, Lent, Lopez, Brown, and Gore (1996) found that behavioral 
modeling predicted student’s self-efficacy expectations in a mathemati- 
cal context. In contrast, however, vicarious learning did not predict social 
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self-efficacy expectations (defined as confidence in one’s ability to engage 

in social interaction in order to maintain interpersonal relationships in 

one’s social and career lives) beyond what was explained by direct experi- 

ence (Anderson & Betz, 2001). 

Learning from Narratives 

In addition to learning through observing others’ behavior, learning 
can also be facilitated by the narrative accounts of others’ experiences 
or through fictional accounts of experience. Narratives encompass the 
factual or fictional, as well as past or future accounts of events, and are 
defined as “thematic, sequenced accounts that convey meaning from 
implied author to implied reader” or “the symbolic presentation of a 
sequence of events connected by a subject matter and related by time” 
(Barry & Elmes, 1997, p. 431). Whether in the form of written words, 
images, or oral accounts, narratives can be powerful teaching aids in 
that they provide the receiver with rich context surrounding a situa- 
tion. The use of narratives as teaching aids is prevalent in organizational 
and educational settings. For example, management educators often 
include fictional novels in their course syllabi, encouraging students to 
find managerial wisdom. Additionally, case studies and narrative exam- 
ples or “stories from the field” are often used to illustrate theoretical or 
scientific concepts (Czarniawska, 1998). Besides its value for teaching, 
narratives can be used as a source of data and a method for exploring 
the applicability of theoretical perspectives, as well as a resource use- 
ful in embellishing papers and presentations (Phillips, 1995). 

Two main mechanisms have been proposed to explain the effect narra- 
tives have on individuals: cognitive elaboration and transportation. Cog- 
nitive elaboration refers to the level of processing or effortful thought 
an individual gives to a message, and has been examined particularly in 
the persuasion literature. In conditions of high elaboration, deep-level 
processing occurs and an individual fully considers the arguments of 
the message; whereas in conditions of low elaboration, the individual 
relies on heuristics and engages in more peripheral processing (Chaiken, 
1980). Deeper processing is more likely to lead to attitude change as the 
reader carefully considers the central arguments of the message. Accord- 
ing to cognitive elaboration models, attitude change occurs based on the 
amount of processing in which an individual engages. 

Green (2005) suggests that individuals become completely absorbed 
in a story such that their thoughts and emotions become one with the 
narrative. This experience of a reader's becoming engaged in a story and 
forgetting the world around him or her has been termed “transportation.” 
The experience of transportation may be similar to a “flow” experience 
(Csikszentmihalyi, 1990) in which attention, emotion, and imagery are 
all integrated and focused into an experience. Through transportation 
the reader may feel strong emotions and motivation congruent with the 
story and leave somewhat changed by the experience. Attitude change 



Leader Development through Learning from Experience 155 

may happen as a result of transportation because the reader is less likely 
to counter-argue the claims of the story and may have strong feelings for 
the characters, which enhances the influence ability of the characters. 
At high levels of transportation, the story may even seem like a real 
experience to the reader (Green & Brock, 2000). 

As narratives provide a richer picture of a concept or principle, they 
may be more memorable than the principle alone. Bower and Clark 
(1969) found that individuals remembered a list of words six to seven 
times better when a story was built around them. Storytelling has also 
been found to be beneficial in an organizational setting for memory 
and gaining perspective particularly when paired with discussion of the 
issues raised. In a health-care field, studies revealed that individuals 
gain knowledge, perspective, and appreciation of various issues through 
sharing stories and holding ongoing discussions of issues raised in the 
stories (Abma, 1998). Narratives can also be valuable in helping indi- 
viduals take the perspective of others because multiple meanings can 
often be gained from a single story. Boland et al. (2001) suggest that 
“evocative and narrative representations permit the assignment of dif- 
ferent meaning to the same thing on different occasions and allow those 
in a community to know what is appropriate and what is not in that 
community” (p. 396). 

Through discussion of a narrative, leaders may be able to see patterns 
or limits to their viewpoints, thereby enhancing their self-awareness. 
For example, narratives are often used in the form of moral dilemmas 
to encourage deeper thought and development of more advanced moral 
reasoning (Kohlberg, 1976). Additionally, the story may provide a new 
perspective to the reader. Green (2005) argues that transportation 
may reduce the counter-arguments that an individual might engage in 
because their resources are devoted to imagining the story. Critiquing 
the story would likely reduce its enjoyment. In this sense, an individual 
may put up less resistance to new and differing ideas when they are in 
story format. 

The narrative may also provide a framework for making sense of new 
situations and perspectives. For example, stories have been found to 
facilitate organizational socialization of newcomers to organizations 
(Bauer, Morrison, & Callister, 1998). Brown (1985) suggests that sto- 
ries facilitate the sensemaking of an individual as he or she takes in 
novel information in the new role and moves through the socialization 
process. Individuals may be able to take components of their early expe- 
riences on the job and put them into the larger picture of the organiza- 
tion through the organization’s stories. Additionally, co-workers may 
tell stories of their experiences, which may help a newcomer to make 
sense of his or her new role and work environment. The use of narratives 
may be helpful to orient leaders to new units or assignments in much 
the same way. 

Weick (1995a) reinforces this point in arguing that what is neces- 
sary in sensemaking is a good story. He notes that stories are beneficial 
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as they are reasonable and memorable, they resonate with people, are 
simultaneously retrospective and prospective, and they touch one’s 

emotions and thoughts. Narratives help simplify the world but are not 

oversimplified if context is recognized and taken into consideration. 

Furthermore, storytelling can also be used as a technique to manage 

sensemaking in an organizational setting by directing what is and is not 
included in a story. For example, an individual may purposefully leave 
out certain parts of a story and leave it to the imagination of the listener 
or reader to fill in the missing details (Boje, 1991). 

Czarniawska (2004) argues that in order to understand their own and 
other people’s lives, individuals build stories around them. Narratives 
portray the intention behind particular actions, giving actions mean- 
ing, and allow the listener to reflect on the rationale behind choices 
of action. Individuals may engage in “anomalous replotting” in which 
they think about how an outcome could have been different (Gerrig, 
1993). They analyze steps in the process and work through a series of 
changes that would produce a different outcome. In this way, a leader 
may be able to develop a leadership schema based on subsequent reflec- 
tion regarding the choices that others make and the consequences of 
those choices. 

In addition to their role in facilitating sensemaking, narratives also 
may facilitate changes to the self and longer-term identity develop- 
ment (Green, 2005). In short, transportation facilitates an openness to 
change that may be related to later identity development. The results 
of empirical measurement of transportation have been found to relate 
to reliable changes in attitudes and beliefs (Green & Brock, 2000). 
Narratives encourage an experiential rather than a rational or critical 
mind-set, which may loosen the boundaries of the self. Transportation 
may provide a safe environment for an individual to explore a possi- 
ble self, as the reader is able to step into the shoes of another (Green, 
2005). Additionally, identity can be built on how individuals “narra- 
tize” their own experiences. To create a story of their development, 
leaders may facilitate meaning-making of those experiences as well as 
construct their identity as leaders. Stories provide meaning to events 
by linking events together with a theme and displaying actors as being 
purposefully engaged in a succession of related events that contribute to 
a final outcome. Creating a story of one’s experience may help a leader 
link together these experiences thus contributing to accelerated leader 
development. 

Kitchell, Hannan, and Kempton (2000) argue that storytelling can 
provide one method of encouraging social identity development. By 
incorporating aspects of the group into their personal story, one’s iden- 
tity as a group member is made salient. Groups can facilitate the devel- 
opment of identity by encouraging the incorporation of a particular 
aspect into one’s personal story and stimulate the telling of the stories 
to reaffirm their identities. At a more macro level, Boland and Tenkasi 
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(1995) discuss that narratives provide a way of developing the identity 
of members of a particular culture. 

The Army has recognized the value of sharing experiences and learn- 
ing from others’ experiences. For example, a special report was com- 
piled of lessons learned from Bosnia (Olsen & Davis, 1999). The report 
summarized what commanders had learned from their experiences in a 
peace-keeping mission and how they could have been better prepared 
for what they encountered for the benefit of future commanders. The 
Army Research Institute has compiled a set of 66 stories of battle com- 
mand to be used in conjunction with the Command and General Staff 
College (Frame & Lussier, 2000), thus bringing lessons of operational 
experience into the classroom through the re-telling of battle command 
stories. Everett (1992) has noted the importance of retaining the sto- 
ries of officers and enlisted soldiers to better learn from Army history. 
Army’s Combat Studies Institute provides a series of reports including 
case studies of recent operations as well as oral histories online (http:// 
www.cgsc.army.mil/carl/resources/csi/csi.asp). Oral histories provide a 
more complete picture of experiences for Army research and archives, 
as well as informing army leaders, commanders, and soldiers of the wis- 
dom gained through their forerunner’s experiences. Similar storytelling 
approaches in non-military organizations might enhance the transfer 
of tacit leadership knowledge across different levels or generations of 
organizational leaders. 

In sum, learning may occur through direct observation or through a 
narrative account of another’s experiences in addition to direct personal 
experiences. Narratives can be helpful developmental tools as they aid 
in memory, facilitate perspective-taking, sensemaking, and can influ- 
ence changes in one’s self-concept. Some situations may be better suited 
to learning from direct experiences, whereas learning from others may 
be more beneficial in other types of situations. Argote and Kane (2003) 
maintain that the use of direct and indirect experiences for learning is 
dependent on the timing and context of the imparted knowledge. Some 

the areas of memory and sensemaking. Additionally, vicarious learning 
through the observation of other leaders may aid in the encouragement 
of specified desired behaviors and the development of cognitive schemas 
and scripts, as well influence the expectations of developing leaders. 
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SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADER DEVELOPMENT 

¢ Learning is a major determinant of human development. The 

theory and practice of leader development therefore must address 
how individuals learn, and how they learn how to learn. 

¢ Leader development is an experientially based process. A major chal- 
lenge of leader development involves helping leaders better learn from 
their experiences, whether as part of formal classroom education, 
job and operational assignments, or self-development initiatives. 

e Experiences can be designed to be more developmental for leaders 
to the extent that they incorporate aspects of assessment, chal- 
lenge, and support. 

e Learning from experience is not a given. There are obstacles to 
effectively learning from experience that need to be removed in 
order for experience to contribute to leader development. 

e An important element to be considered in learning from experi- 
ence is the learner’s own interpretation of the cause-effect rela- 
tionships embedded in the experience. 

e Feedback in the form of action-event reviews can facilitate learn- 
ing and performance if both successful and failed experiences 
are addressed. This form of balanced feedback may contribute to 
the noted positive outcomes by building more elaborated mental 
models or “causal maps” that link aspects of experience with suc- 
cessful performance. 

e Experiences can be measured in terms of their density or “develop- 
mental punch” by estimating the interaction between quantitative 
(i.e., length and amount) and qualitative (i.e., variety, challenge, 
and complexity) aspects of experience. Leader development might 
be accelerated through the use of more potent experiences for 
those at the proper readiness levels. 

¢ The philosophical principles of andragogy (adult learning) are 
more appropriate for understanding the learning and development 
of adult leaders, as compared with the principles of pedagogy. 
Particularly useful is the andragogy principle that recognizes the 
context for learning as an important component for adult learning; 
however, this educational tradition has little empirical literature 
to substantiate the stated principles. 

¢ The experiential learning cycle of experiencing, reflecting, think- 
ing, and acting can serve as an “implementation intention” to prompt 

the ongoing, continuous learning and development of leaders. 
Learning from others’ experiences can also heighten leader devel- 
opment, especially to the extent that the narratives or other “sto- 
ries” encourage cognitive elaboration of their major learning points 
and are framed in such a way as to encourage transportation into 
the narrative. 



RRA WE IR 

11 
Leadership Development 

and Teams 

Finding good players is easy. Getting them to play together as a team is 
another story. 

—Casey Stengel 

The primary focus thus far has been on the topic of leader development 
and related issues. Leader development is defined as the acquisition or 
development of within-individual attributes (i.e., human capital) such 
as knowledge, knowledge structures, skills, abilities, and competencies 
(Day, 2000). Essentially, the focus is on developing the individual leader 
and the qualities that are thought to make for effective leadership. It has 
been noted that leader development is not the same as leadership devel- 
opment. Developing leadership is thought to occur mainly as a function 
of between-individual processes. It is based on the assumption that lead- 
ership “exists” in the connections between individuals and is a function 
of the quantity and quality of relationships among a networked group of 
individuals. Another important distinction is that leadership develop- 
ment involves the creation of social capital primarily at the group, team, 
or organizational level. Leader development is conceptualized mainly in 
terms of human capital at the individual level of analysis. A summary 
of the distinction drawn between leader development and leadership 
development is presented in Table 11.1. 

This distinction between leader and leadership development has 
important implications. It has been recognized that most leadership devel- 
opment initiatives are really mostly about individual leader development 
(Day, 2000). The distinction is important because enhancing individual 
self-awareness through 360-degree feedback or some other assessment 
for development process does not guarantee that effective leadership 
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TABLE 11.1 Contrasting Leader Development and Leadership Development 
Ear ee ian Sar ns Reet weal isaac ce ol Sai 

Comparison Dimension 

Capital Type 

Competence Base 

Leadership Model 

Skills 

Beliefs/Attitudes 

Focus of Development 

Leader 

Human 

Intrapersonal 

Individual 

¢ Power/Influence 

¢ Self confidence 

e Integrity 

¢ Trustworthiness 

Self-awareness 

¢ Emotional awareness 

¢ Self confidence 

¢ Accurate self image 

e Personal values 

¢ Let go of control 

Commitment to 

diversity 

Openness to others 

Loyalty 

Leadership 

Social 

Interpersonal 

Relational/Group 

e Empowering 

¢ Mutual respect 

¢ Moral climate 

e Trust 

Social awareness 

e¢ Empathy 

® Collective efficacy 

e Accurate group 

assessment 

¢ Group values/norms 

e Team orientation 

Inclusive 

Common purpose 

Collaboration 

Conflict management 

Commitment to group 

Note: Adapted from Day (2000) with additional modifications by Susan R. 

Komives. 

will develop. Leadership requires a social context to be enacted. Even 
the most highly developed, self-aware, adaptable, and charismatic leader 
cannot demonstrate leadership if stranded alone on a desert island. Lead- 
ership requires at least two people involved in human interaction (e.g., at 
minimum a dyadic exchange between a leader and a follower). 

In most organizational settings there should be a connection between 
leader development and high-quality leadership. But because of the lack 
of rigorous evaluation studies, this link is often assumed rather than 
demonstrated empirically. For effective leadership to occur, what is 
required is that a leader’s thinking and behavior be guided by those 
qualities that were the focus of the leader development efforts. But this 
is not always the case because of issues associated with poor transfer of 
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development back to the work setting (especially with classroom-based 
leader development programs) or a lack of support from others for the 
new ways that the leader is thinking and acting. There is a longstand- 
ing adage in the organizational development literature that sending a 
changed person back to an unchanged system is an exercise in futility. 
But when that changed person is a formal leader, there is greater hope for 
successful transfer and organizational change. A formal leader is more 
likely to have the social status, formal or informal power, and motiva- 
tion to change a system in positive ways. Indeed, influencing change in a 
social system might be a perfect example of the kinds of leadership that 
can happen when a developed leader exercises leadership. 

LEADERSHIPASsOUTPUR 

The traditional perspective on leadership is that of an individual leader 
influencing others or engineering the social environment in ways that 
enhance effective individual, team, or organizational outcomes. From 
this perspective, leadership is considered an input to group processes 
that in turn affect relevant outcomes. This is consistent with the input- 
process-output (I-P-O) model of team performance that has received a 
good deal of research attention (Ilgen, Hollenbeck, Johnson, & Jundt, 
2005). In essence, processes mediate or explain the relationship between 
inputs and outputs. Within this perspective, a leader brings certain lead- 
ership skills and competencies to a team that are used to influence core 
processes, such as transition (e.g., strategy formulation), action (e.g., 

coordination), and interpersonal processes (e.g., conflict management) 
(Marks, Mathieu, & Zaccaro, 2001). Enhanced team processes are caus- 
ally associated with effective outcomes such as team performance. 

Although an I-P-O model of team performance has served as a useful 
heuristic for conceptualizing the pivotal role of team processes in address- 
ing issues of team performance, it also has distinct limitations. Perhaps 
the most important of these is that the notion of an outcome implies a 
final end state. This is problematic because both leadership and team 
performance do not formally end or have a distinct end product. In terms 
of the ongoing nature of leadership, team processes, and performance, a 
much better description than outcome might be that of a search to catch 
reality in flight (Pettigrew, 1982). Whereas team performance might be 
an output at one time period, it is an input and part of the process leading 
to performance in a subsequent time period (Ilgen et al., 2005). This is 
reminiscent of a quote by Ralph Waldo Emerson: “What we call results are 
beginnings.” Another limitation of the I-P-O framework is that it implies 
a single-cycle and linear path from inputs through outcomes and does not 
address the important role of feedback loops on team processes. 

There is an emerging perspective that is central to the discussion 
of leadership and its development in team contexts. This perspective 
expands the conceptualization of team leadership beyond contributions 
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to a team by an individual (formal or informal leader), to also consider 

leadership as an emergent set of processes within a team. From this 
point of view, leadership is most appropriately considered at the team 

level of analysis. From a traditional perspective, however, leadership is 

mainly conceptualized in terms of individual leader skills, abilities, and 

behaviors (i.e., the human capital of a formal leader). These leader attri- 
butes are thought of as inputs to a team, which influences individual 
and team performance through the enactment of these attributes (i.e., 
processes). In short, the traditional perspective on team leadership is 
quite consistent with the I-P-O framework. 

The emerging perspective expands the focus to include ways that 
leadership is drawn from—instead of added to—teams as a function of 
the processes associated with people working together to accomplish 
shared work (O’Connor & Quinn, 2004). This approach does not view 
the traditional perspective of a leader’s adding something to the team 
as necessarily wrong; however, it is limited and limiting because leader- 
ship can also been seen as something that emerges in a team as members 
engage in shared work. In terms of an I-P-O model, leadership is an 
outcome that provides resources as an input for the next performance 
cycle. 

Central to this leadership-as-outcome perspective is that a team can 
build its leadership capacity through interacting in accomplishing shared 
work, as long as the team is also intentional or purpose-driven around 
the learning and development that occurs. As reviewed in a subsequent 
section of this chapter, formal interventions can assist with the develop- 
mental process. In this manner, leadership capacity is a resource that a 
team can draw from in subsequent performance cycles. 

An example of this can be found as a team begins to form. At an 
initial stage, a team is composed of some number of relatively indepen- 
dent individuals who each have their own needs, goals, and expected 
outcomes that motivate their behavior. Leadership processes can help 
align these across individuals—given that creating alignment is thought 
to be a major leadership task (Van Velsor & McCauley, 2004)—with 
the result being a shift in the definition of self from completely personal 
(“I”) to at least partially collective (“we”). Instead of a set of independent 
(and possibly misaligned) individual identities, having the motivation 
and ability to conceive of themselves in collective terms allows for the 
identification of the needs of the team, its collective goals and expected 
team outcomes (Ellemers, de Gilder, & Haslam, 2004). 

The creation of a collective (i-e., team-based) social identity serves 
as a potent leadership resource for subsequent performance. When the 
central identification is with the team (“we”) rather than the individual 
(“I”), it allows for different forms of leadership to emerge, which creates 
additional possibilities for participating in leadership. It also is a resource 
for developing team social capital. Thus, the leadership of the team is 
developing rather than (or perhaps in addition to) the development of 
any individual leader. The implication for leader development is that 
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individuals need to be prepared as leaders to engage in these collective 
processes that build the leadership capacity of a team or organization. 

SOCIAL CAPITAL AND LEADERSHIP DEVELOPMENT 

The theoretical perspective that views leadership as an outcome of 
effective social processes and structure has been present in the litera- 
ture for some time (Salancik, Calder, Rowland, Leblebici, & Conway, 
1975); however, it has not been a very prevalent perspective. None- 
theless, there are benefits associated with considering leadership as an 
outcome in that it is something created by the team, and in particu- 
lar, is reflected in the social capital of the team. Unlike human capi- 
tal in which the focus is on developing individual knowledge, skills, 
and abilities, the emphasis with social capital is on building networked 
relationships among individuals that enhance cooperation and resource 
exchange. Social capital is a resource that adds value to teams and orga- 
nizations (Tsai & Ghoshal, 1998). 

A relevant question is whether individuals can possess social capital. 
The answer appears to be a qualified yes in that an individual’s social 
capital is a function of his or her relationships with others. Tsai and 
Ghoshal (1998) propose there are three components to social capital: 
cognitive, relational, and structural. The cognitive dimension refers to 
resources embedded in shared representations and collective meanings 
among people. Sharing a mental model with others makes it easier to 
communicate and otherwise interact with them. The relational dimen- 
sion of social capital pertains to functional assets that are rooted in net- 
worked relationships, such as trust and trustworthiness. Clearly, these 
are important resources for leadership development of a team, primarily 
because they enhance and hasten team learning (Edmondson, 1999; 
Edmondson, Bohmer, & Pisano, 2001). The structural dimension refers 
to an individual’s network position in relation to his or her contacts. This 
dimension is especially important in identifying individuals who occupy 
structural holes (Burt, 1992), or connect otherwise unconnected indi- 
viduals and networks. Occupying a structural hole is advantageous to an 
actor because it provides access to non-redundant information as well as 
greater control over informational resources. Between-ness centrality is 
another aspect of the structural dimension of social capital. It refers to 
how connected an actor is with others in the network—to what extent 
an actor is considered structurally to be a network hub, usually in terms 
of friendship or advice with others. 

Social capital, therefore, can be developed both within and between 
individuals. Different people can have different amounts of social capi- 
tal by virtue of their relationships with others. Through estimating the 
density of connections between individuals within a team and with oth- 
ers outside of the team, it is also possible to consider the social capital 
of a team. Nonetheless, it is fundamentally a relational construct in that 
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the resources derived from social capital are based on relations with 

other people. This raises an interesting question of whether social capi- 

tal is transferable or portable. If social capital can be developed, can it 

move with an individual? 
It is certain that most forms of human. capital are portable. The 

knowledge, skills, and abilities that are acquired by someone can be 
applied in multiple domains. For this reason, there has been almost a 
perverse argument in the human resources literature that investing in 
training could be a waste of money if trained employees leave an orga- 
nization before the investment in their skills is recouped. Deciding not 
to invest in training for fear trained employees might become too valu- 
able to retain may seem to be self-defeating in the long-term, however, 
it is the case that organizations need to decide carefully whether it is 
best to “make or buy” certain forms of human capital (Lepak & Snell, 
1999). This perspective on designing the human capital architecture 
in an organization strongly implies that human capital is portable with 
the person who possesses the capital. The open question is whether the 
same thing be said for social capital. 

An example that might help illustrate this point can be found in the 
experience of Cantor Fitzgerald, a bond-trading firm that was nearly 
completely decimated when the World Trade Center towers collapsed. 
The company lost more than 650 of its employees and its corporate 
headquarters in a single historical day, but claimed that it would rebuild 
itself. In an interview for National Public Radio, the president of the 
company recognized that the human capital would be relatively easy to 
re-acquire; however, the relationships within the firm would take much 
longer to develop back to a point where they were before September 
11, 2001. From the aggregate perspective of a team or organization, it 
is difficult to see how social capital might transfer. The resources are 
embedded in the relationships. Short of hiring an intact team, the only 
way for those resources to be recouped is through development over 
time. 

It might make more sense to consider the portability of individual 
social capital as opposed to group or organizational social capital. In 
some occupations like sales, an individual's relationships with clients 
are his or her bread and butter. Hiring a salesperson from another 
company is also to some extent hiring his or her social capital. What 
would need to be developed is the internal social capital that is associ- 

ated with relationships required to work effectively with the “home 
office.” Thus, an individual’s social capital is portable but with more 
boundary conditions than with human capital. It may be most impor- 
tant to consider the skills an individual has to build relationships in 
new contexts and be able to create social capital across situations. In 
this manner, not only does social capital create human capital (espe- 
cially in the forms of new knowledge and non-redundant information) 
but the application of human capital can also create social capital 
(Coleman, 1988) 
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INTERVENTION STRATEGIES FOR 
BUILDING SOCIAL CAPITAL 

Given that social capital is important for the development and enact- 
ment of leadership, an important issue concerns the kinds of interven- 
tions that might be used to enhance it. Day (2000) reviewed several 
of the most common practices for developing leaders and leadership in 
the context of ongoing work (e.g., 360-degree feedback, coaching, men- 
toring, networking, job assignments, and action learning) and included 
estimates of whether each approach was most suitable for developing 
human capital, social capital, or both. There are additional kinds of 
formal interventions most often used for developing teamwork (Day, 
Gronn, & Salas, 2004) but that also could be implemented with the 
goal of developing social capital in teams. Day et al. identify the specific 
component(s) of social capital—cognitive, relational, and structural— 
that are shaped by each respective intervention. It should be noted that 
this review of intervention strategies is not exhaustive. Just as there 
are innumerable ways to develop leadership, there are also innumerable 
ways to develop teamwork and social capital. A recent meta-analysis 
of this broad literature has shown that the interventions like those 
described below do in fact have a positive impact on team performance 
(Klein, Stagl, Salas, Burke, DiazGranados, Goodwin, & Halpin 2007). 

Cross Training 

The focus of cross training is to provide individuals with exposure to, 
and practice on, other teammates’ tasks. This training is designed to 
result in better team member knowledge with respect to teammates’ 
task responsibilities and coordination requirements. Specifically, cross 
training may involve positional clarification (team members are pro- 
vided with general knowledge of teammates’ general position and 
responsibilities), positional modeling (where the duties of each team 
member are discussed and observed), or positional rotation (allows 
direct, hands-on practice of each member’s specific tasks) (Blickens- 
derfer, Cannon-Bowers, & Salas, 1998). Cross training is thought to 
be especially relevant for developing the cognitive component of social 
capital in terms of building shared mental models of the various roles in 
a team. Another term for this particular type of shared mental model 
is a virtual role system (Weick, 1993), in which all team members can 
envision the roles and responsibilities of all others, thus enabling team 
communication and adaptability. 

Metacognitive Training 

Metacognition refers to the ability to understand and monitor one’s 
own thoughts and the assumptions and implications of one’s activities. 
Metacognitive and regulatory processes must necessarily extend beyond 
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the self when working in teams. Team members must be able to moni- 
tor the team’s work pace and be able to step in to assist team members 

who need assistance when overloaded. Training to improve metacogni- 

tive skills is designed to teach team members to become more aware 

of the strategies they use to learn, determine which strategies are most 

appropriate, and enable periodic adjustment as necessary. As such, it 
might be primarily used to enhance the cognitive component of social 
capital, but it could also pertain to the relational component if it is 
adopted to help individual team members become more aware of how 
relationships are built and maintained in a team (i.e., metacognition for 
social capital). 

Team Coordination Training 

Team coordination training (also known as crew resource management) 
has been successfully applied across a wide variety of contexts, including 
aviation settings and medical environments, as well as in other complex 
team decision-making situations. The general purpose of team coordi- 
nation training is to improve decision-making during emergencies and 
improve communication and coordination within a team. There is a 
variety of specific types of delivery, but in general the empirical evi- 
dence suggests that the communication, coordination, and performance 
of teams are all enhanced through this type of training (Salas, Burke, 
Bowers, & Wilson, 2001). Not surprisingly, the focus of team coordina- 
tion training is on the team rather than individuals. It can be considered 
to address all of the components of social capital, but especially the 
cognitive and relational components. 

Self-Guided Correction Training 

Team self-correction is a process in which teammates think about and 
discuss teammate roles and responsibilities, team strategy, integral 
sequences and responses, and related concepts. This training strategy tar- 
gets mutual performance monitoring, team leadership, and closed-loop 
communication. The team is taught to diagnose, design, and implement 
solutions to its team functional problems. Behavioral modeling is one 
typical method for training team self-correction to build shared expec- 
tations among team members that allow teams to use more implicit 
coordination and enable better overall performance. It is a strategy that 
can address and enhance all social capital components. The cognitive 
component is enhanced through developing shared expectations; the 
relational aspect is developed through communication and dialogue 
about the key roles and responsibilities of all team members; and the 
structural component of social capital is enhanced as team members 
examine and discuss the networked set of relationships that define the 
team. 
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Stress Exposure Training 

Teams often operate in stressful environments, especially in military 
and aviation contexts. To better prepare for performing under stressful 
conditions, stress exposure training can be provided either to individu- 
als or intact teams as a form of stress inoculation. It is designed to make 
trainees more familiar with the stress environment, build trainees’ con- 
fidence in their ability to perform under stress, and develop the skills of 
trainees to make their performance more effective in a stress environ- 
ment (e.g., Driskell & Johnston, 1998). When applied at the team level, 
this form of training primarily addresses the development of the rela- 
tional component of social capital. The team learns about and develops 
functional resources that allows for effective performance even under 
trying circumstances. For example, the team learns to trust and rely on 
others, as well as how to better participate in leadership under adverse 
circumstances. 

Scenario-Based Team Training 

The aim.of this strategy is to develop team competencies by practic- 
ing in simulated environments that are representative of actual opera- 
tional conditions while receiving feedback linked to specific events that 
occur during training. At the most complex and realistic level is the 
live-action simulation followed by an after-action review. The approach 
tightly links critical tasks, learning objectives, scenario design, and per- 
formance measurement and feedback. This training approach has been 
linked theoretically with important aspects of leadership in multicul- 
tural teams that originate in social capital, such as metacognition, social 
intelligence, communication skills, and flexible cognitive structures 
(Salas, Burke, Wilson-Donnelly, & Fowlkes, 2004). As such, scenario- 
based team training could be used to develop all components of social 
capital. 

CONCLUSION 

Leader development does not always ensure effective leadership. Lead- 
ership requires a social context, and one such context is that of a team. 
However, the human capital of an individual leader (e.g., leadership com- 
petencies) is an important input to team processes that lead to effective 
outcomes. Leadership can develop within a team over time that “exists” 
in the network of embedded relationships in that team (i.e., social capi- 
tal). From this perspective, not only is leadership a concomitant out- 
come with performance, but serves as an input to future performing 
of the team. An important aspect of this process, and one that is seen 
as central to leadership development, is social capital. Perspectives on 
social capital were discussed, as were some team-level interventions that 
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could be used to develop it. The ability to develop social capital—indi- 
vidually or collectively—is viewed as an important skill or competency 
that generalizes across situations. 

SUMMARY AND IMPLICATIONS FOR AN INTEGRATIVE 
THEORY OF LEADER DEVELOPMENT 

e Leadership takes place in a social context. Given that one way lead- 
ers develop is through intensive episodes of “practicing leadership” 
over an extended time period, understanding the team-based con- 
text of where many of these practice episodes tend to take place can 
help provide the type of support needed for optimal development. 

e Leadership development is ongoing. The “results” of one develop- 
mental experience serve as input for a subsequent episode. 

e Leaders need to develop social capital as well as human capital. 
That is, their efforts at building relationships with others is as, 
if not more, important than acquiring a set of technical or task- 
related competencies. 

¢ The leadership capacity of an individual leader is important input 
in building team leadership capacity. 
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Integrative Theory of 
Leader Development 

This section formally introduces our integrative theory of leader devel- 
opment. The theory draws from the literature in the previous chapters, 
focusing on three particular domains: (1) expertise, competencies, and 
skill acquisition (including adult learning); (2) identity processes, self- 
regulation, and individual differences in regulatory processes; and (3) 
adult development processes and lifespan development. In places where 
we believe more background literature may be helpful, we refer the 
reader to specific chapters or sections of the book where more back- 
ground can be found. The theory also is organized around a set of theo- 
retical propositions (i.e., general statements that explicate relationships 
at the construct level). More specific research hypotheses are provided 
in the final section of the book. 

One other note is in order with regard to the organization of this 
section. We have chosen to present the theory in an “outside-in” or “sur- 
face to deep level” manner. We begin by discussing the most observ- 
able aspects of leader development, which are the acquisition of skills 
and the building of competencies that culminate in what could be con- 
sidered expert leadership. These observable or “outside” processes are 
supported by ongoing identity-development spirals that in turn are sup- 
ported by individual differences in self-regulation (e.g., self-regulatory 
strength, self-efficacy, self-awareness, goal orientation, implementation 
intentions). At the deepest, least observable level, are the basic changes 
associated with adult development and how environmental or situ- 
ational factors might be used to intervene in some of the well-known 
changes in cognitive and physical functioning that can be detriments to 

169 
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development. At this level, particular attention is paid to the orchestra- 
tion of developmental processes of selection-optimization-compensa- 
tion and the implications of these processes for leader development. In 
particular, continuous self-development across all contexts (e.g., class- 
room, job assignments, experiential exercises) can be enhanced through 
the application of these orchestration processes. 
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12 
Developing Expert 

Leadership 

Leader competencies improve over extended periods. Leaders acquire 
the basic competencies at the direct leadership level. As the leader moves 
to organizational and strategic level positions, the competencies provide 
the basis for leading through change. Leaders continuously refine and 
extend the ability to perform these competencies proficiently and learn 
to apply them to increasingly complex situations. (FM 6-22, Department 
of the Army, 2006, 2-8) 

Whatever its other causes, military incompetence implies a failure of 
leadership. 

—Norman Dixon (1976, p. 214) 

GENERAL OVERVIEW 

Leadership failure is identified most often through its outcomes. But, as 
argued by many leadership scholars (Calder, 1977; Lord & Maher, 1991; 
Meindl & Ehrlich, 1987; Pfeffer, 1977; Staw, 1975), reasoning backward 
from performance outcomes to accurate inferences about the quality 
of leadership is risky and prone to bias. Although military incompe- 
tence may imply a failure of leadership as Dixon (1976) suggests, evi- 
dence of (in)effective leadership rests on more than individual, team, 
and organizational outcomes. Leadership involves applying appropriate 
competence and expertise in addressing complex challenges, defined as 
exceptionally novel or unique problems in which standard solutions are 
of little help (Drath, 2001; Heifetz, 1994). 

171 
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Being an effective leader means drawing from a repertoire of skills 

and higher order competencies that can require nearly a lifetime of 

experience, intense practice, and learning to master. This lifelong 

perspective on leader development explains why continuous and ongo- 

ing leader development efforts are especially important. Competence is 

the backbone of leadership effectiveness and individual leader compe- 
tence is a requisite condition for the enactment of effective leadership. 
Leaders of any stripe—but especially military leaders—are faced with 
an awesome responsibility. Leaders therefore need to understand how 
to prepare themselves to lead and how to acquire the knowledge and 
skills that will enable them to meet the leadership challenges they will 
face. Although it is logical to believe that expert leadership results in 
successful outcomes, it cannot be guaranteed because of unpredictable 
situational and environmental factors that also shape such outcomes. 
But failure is more likely if leaders are developed in an ad hoc and atheo- 
retical manner. Comprehensive and systematic leader development can- 
not guarantee success but it can certainly raise the odds dramatically. 

What does it mean to develop as a leader or to be a highly devel- 
oped leader? We seem to know very little about this process despite the 
programs, interventions, and resources devoted to achieving that goal. 
Indeed, there has been quite a bit written about the kinds of programs 
to promote leadership development and general treatments of important 
supporting processes. The Center for Creative Leadership Handbook of 
Leadership Development (McCauley & Van Velsor, 2004) is a prime 
example of this kind of leader development resource; however, what is 
missing is a strong theoretical foundation for understanding, predict- 
ing, and accelerating leader development. The need is critical because 
of increasing “task migration” to younger leaders (Brown, 2003, p. 75) 
in which more junior leaders are being asked to take on those leader- 
ship tasks formerly reserved for more senior leaders. Our purpose is to 
address this need by examining several theoretical areas that inform 
leader development processes. In doing so, we intend to develop and 
articulate an integrative lifespan theory of leader development. 

The theory provides the framework of an integrative perspective 
on lifelong leader development that sets a foundation for the approach 
taken by many organizations to develop individual leader competencies. 
It is part of the Army’s core mission that every day it trains soldiers 
and grows leaders. It is our intention to elaborate on our earlier work 
addressing leader development in the Army (Day, Zaccaro, & Halpin, 
2004) in building an integrative theory that informs the processes of 
leader development across the adult lifespan. It needs to be made clear, 
however, that this is not intended as a competency model outlining the 
specific kinds of knowledge, skills, and abilities thought to be needed for 
effective leadership. There is other work directed at that goal (e.g., Horey 
& Fallesen, 2003, 2004), which resulted in the adoption of a compe- 
tency framework in the new (FM 6-22 Department of the Army, 2006). 
Instead, our approach focuses on underlying processes that support the 
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lifelong development of leadership competence in any organizational 
context. Thus, our theoretical focus is on process rather than content 
issues. In particular, we attempt to weave a coherent understanding of 
the leader development process by connecting the disciplines of skill 
acquisition and expert performance (cognitive psychology), self-regula- 
tion and identity development (social psychology), and adult develop- 
ment (lifespan developmental psychology). By connecting these fields 
around the overarching topic of leader development, it is expected that 
the resulting theoretical propositions will provide a unique and interest- 
ing perspective on the developmental processes of leaders. Furthermore, 
we hope that these theoretical propositions (see Table 12.1) and sup- 
porting hypotheses (see Tables 15.2, 15.3, and 15.4) will help to guide 
research efforts in military as well as non-military organizations. 

Individual preparation for leadership goes beyond mastering the req- 
uisite technical competencies of a job to also include gaining expertise in 
social and strategic competencies. Furthermore, preparation for leadership 
involves developing more complex ways of thinking about and enacting 
leadership that are intertwined with key facets of adult development such 
as identity and moral development. To understand how leaders develop 
with regard to competencies, we believe that it is necessary to integrate 
this perspective with those involving skill acquisition and expert per- 
formance, as well as identity and adult development. Previous work has 
addressed the issue of managerial competence (Boyatzis, 1982; Spencer 
& Spencer, 1993); however, the development of leadership competence is 
relatively uncharted territory (although see Lord & Hall, 2005, and Russell 
& Kuhnert, 1992, for different perspectives on acquiring leadership skill). 

The emphasis of this section of the book will be on the integrative 
aspects of these different perspectives, drawing from diverse fields such 
as expertise and skill acquisition, competency modeling, social identity 
and the self, as well as adult development and learning. The reason for 
this apparent eclecticism (we prefer integration) is that what is expected 
of leaders is multifaceted and complex. Any theoretical approach that 
is expected to illuminate the key developmental processes that affect 
leaders will likely need to be integrative and to draw from various litera- 
tures. This is what we have attempted, drawing largely from the social 
sciences and in particular psychology. Because we are trying to better 
understand the inherently relational processes associated with leader- 
ship, psychological theory is naturally at the core. 

DEVELOPING THE EXPERT LEADER 

Our view of leader development may be visualized as layers or levels 
of leader characteristics. Traits, motivational systems, and values com- 
pose the innermost layer or foundational level. Built upon these foun- 
dational elements are common patterns of behavior, attitudes, and 
beliefs including those attitudes and beliefs about oneself. Most visible 
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to the external observer (i.e., the top or outside level) are the skills and 

specific behaviors that a leader brings to a particular leadership situation 

(in addition to outcomes). These observables can range along a continuum 

of developmental complexity from relatively simple and unsophisticated 

to relatively complex and perhaps even profound. A more highly devel- 
oped leader brings a larger repertoire of available skills and behaviors to 
bear on a leadership challenge. In addition to manifest skills and behav- 
iors, highly developed leaders are able to think about leadership in more 
sophisticated and complex ways (i.e., superior reflective judgment; see 
Chapter 7). This includes more complex moral reasoning skills as well, 
given that ethical issues are often at the heart of leadership decisions (see 
Chapter 6). The more fundamental characteristics of the leader and the 
wide array of psychological processes that support development reside 
at deeper and unobservable levels. These processes are articulated in 
a later section on adult development. The end result of development is 
manifested in observable leadership behaviors (application of leadership 
competencies) in addition to performance outcomes. 

Proposition 1: Expert leadership can be differenti- 
ated from novice (less expert) leadership. 

The observable or visible components of leader development are pro- 
posed as expressions of individual competencies. Although there is no uni- 
versally agreed upon definition, one way competencies have been defined 
is as individual characteristics that summarize relatively enduring ways of 
behaving and thinking. According to work done in the area of competency 
modeling (Spencer & Spencer, 1993), five types of characteristics support 
individual competencies. Knowledge and skills are visible to others and 
relatively easy to develop. Traits and motives are the deepest and most 
hidden and refer to dispositional characteristics that may be highly resis- 
tant to change, but support the development of particular competencies. 

Proposition 2: The development of leadership expertise 
occurs as a result of identity changes that take place 

throughout the lifespan, but particularly in adulthood. 

The middle ground is made up of the attitudes, values, and self-images 
that compose a person's self-concept and identity. Processes that define 
adult development such as selection, optimization, and compensation 
(Baltes, 1997; Baltes & Baltes, 1990) are central to the developing self, 

that, in turn, are proposed to support the acquisition of leadership com- 
petencies and expert leader performance (see Figure 12.1). See Chapter 
4 for a review of selection, optimization, and compensation. 
No simple coherent theoretical explanations for the development 

of leadership skills have been proposed. Leadership is such a complex 
phenomenon that it has proven more fruitful to develop explanations 
of particular behaviors, skills, and personal characteristics (Mum- 
ford, Zaccaro, Harding, Jacobs, & Fleishman, 2000). The difficulty 
in characterizing and systematically describing value systems (much 
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Expertise Development 

aa Declarative Skills =—— = Procedural Skills 

Adaptive Competencies “™™ Strategic Competencies 
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Identity-Development Spirals earning Goals 
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Figure 12.1 Developing the expert leader. 

Implementatio: 

Intentions 

less measuring such aspects of a person) has led to a greater empha- 
sis on the “outside” layers of our model. It is more feasible to con- 
ceptualize leader development in terms of skill acquisition than it is 
to conceptualize it around values. Highly developed leaders are said 
to possess sophisticated competencies (conceptualized as bundles of 
various skills) that support effective leader behavior across many and 
varied situations—from simple to complex. Indeed, there are theories 
of skill acquisition that might help provide a much-needed foundation 
to understanding leadership skill acquisition. Perhaps best known is 
the work of Anderson (1982), which was later refined by Ackerman 
and associates (Ackerman, 1987; Ackerman, Kanfer, & Goff, 1995; 
Kanfer & Ackerman, 1989) (see Chapter 9 for more details). From 
this theoretical perspective, skill acquisition is posited mainly as a 
function of declarative knowledge (knowledge about “what”—i.e., facts 
and things) and procedural knowledge (knowledge about “how’—i.e., 
processes and procedures). 

At the heart of Anderson’s (1982) model is the notion that learning 
goals are structured in such a way as to support the progressive devel- 
opment of knowledge and skill competencies, building from relatively 
simple to complex forms. The development process follows the univer- 
sal pathways associated with differentiation and integration. Declara- 
tive knowledge is typically involved at the more basic levels in knowing 
about the facts, concepts, and rules that define the competency domain 
(part of the differentiation process of understanding distinct concepts). 
Declarative knowledge becomes proceduralized through practice and 
experience. This knowledge about situations, responses, and outcomes 
is integrated in ways that provide context-specific rules for application. 
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Procedural knowledge develops at more complex levels in that it repre- 
sents an understanding of conditions and actions that guide the applica- 
tion of knowledge. 

Proposition 3: Basic level skills combine to form com- 
plex and multifaceted leadership competencies. 

Through the use of declarative and procedural knowledge in various 
situations and contexts more complex “mental models” develop about 
a domain. For example, a leader knows in what circumstances certain 
behaviors are more effective than others. These mental models are more 
highly integrated and complex bundles of declarative and proceduralized 
knowledge that further allow for the development of strategic competen- 
cies, which support an individual’s understanding of the contingencies 
that drive changes in priorities and the allocation of attention and effort 
(Bell & Kozlowski, 2002). In other words, an individual is able to real- 
ize circumstances where attention needs to be redirected, when extra 
effort is needed, or when to use certain skills over others. 

At the most advanced or complex level is the development of adap- 
tive competencies. Adaptability involves extrapolating competencies 
to novel situations, understanding the situation as it unfolds, and 
generalizing one’s knowledge and skills (i.e., competency) to cope 
with unexpected developments and complex challenges (Kozlowski, 
Toney, Mullins, Weissbein, Brown, & Bell, 2001). For example, a 
leader might be able to recognize a crisis before it occurs, apply skills 
learned in one domain to another, or feel confident approaching new 
or uncertain situations. Thus, the ultimate goal of development can 
be construed as the formation of strategic or adaptive competencies to 
support effective leadership in coping with complex challenges (see 
Figure 12:2). 

Although framing a competency-based approach to leader develop- 
ment in the context of a theory or theories of skill acquisition makes 
some sense, there also are distinct limitations. Leadership competen- 
cies are much more multifaceted and complex bundles of knowledge, 
skills, and abilities than what are typically considered in skill acquisi- 
tion research—even complex skill acquisition. Another limitation has 
to do with the timeframe involved. Whereas skill acquisition is usually 
studied in a relatively bounded period of time, leader development can 
be ongoing across the adult lifespan. Leader development is therefore 
closer conceptually to what it takes to become an expert rather than 
acquiring a particular skill (see Chapter 9). 

gc Declarative Skills = Procedural Skills 

Adaptive Competencies “™™ Strategic Competencies 

Figure 12.2 Expertise development. 
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Proposition 4: The development of expert leader- 
ship follows a longitudinal trajectory that parallels the 

development of expertise in other domains. 

Research suggests that important characteristics of experts’ superior 
performance are acquired through extensive experience. Indeed, the 
effect of deliberate practice on expert performance is critically impor- 
tant and larger than earlier believed possible (Chi, Glaser, & Farr, 1988). 
Specifically, a minimum of 10 years or 10,000 hours of concentrated 
practice is needed to attain rudimentary levels of elite performance 
associated with expert status in a given domain (Ericsson, 1996; Erics- 
son & Charness, 1994; Ericsson & Lehmann, 1996). Research also has 
elaborated on the acquired cognitive mechanisms that mediate the 
development of superior expert performance (Ericsson, 1996). In terms 
of developing expert leadership, the same amount of time—or more, 
given the relational aspects of leadership—might be required. From this 
perspective, leader development is seen as a particular form of expert 
performance that is inherently a function of adult development given 
the extensive time commitment. Thus, it requires some grounding in 
research and theory in both fields. 

Diy ELORING LEADERSHIP EXPERTISE: AN ANALOGY 

Instead of attempting an entirely abstract conceptualization and descrip- 
tion of how we view the leader moving from novice to expert, we can 
provide a more concrete example in the form of an analogy. Instead of 
leadership, imagine the domain of music. Specifically, imagine someone 
(child, adolescent, or adult) who is starting out to learn how to play the 
piano in a traditional sense. Before any real music can be played the 
student needs to begin learning the layout of the keyboard, white keys/ 
black keys, sharps and flats. In short, elemental declarative knowledge 
must be acquired. To reinforce the emerging declarative knowledge, 
assignments are usually given in the form of some very basic musical 
pieces as well as elementary scales to practice. This helps to integrate 
the declarative with procedural knowledge and skills. Once a certain level 
of mastery of the basics is attained, the student might begin adding 
declarative and procedural knowledge/ skills with regard to chords, and 
then chord progressions. Practice builds toward automaticity in which 
scales, chords, simple pieces of music can be played without a great deal 
of cognitive (attentional) resources devoted to the task. Over time and 
with extensive practice, the skills repertoire becomes increasingly more 
complex as more difficult pieces are practiced and learned. Of course, 
there are individual differences in how easily these skills are acquired 
and mastered. 

As expertise is gradually acquired, bundles of differentiated knowl- 
edge and skills are integrated into more sophisticated competencies. 
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Knowing the keyboard layout and distinguishing individual notes and 

chords, when combined with the skill of reading music, help to form 

a strategic competency of “sight playing” (i.e., being able to play some- 

thing without previously practicing it by reading and translating from 

the sheet music directly to playing). Recitals and other semipublic per- 

formances help to build strategic competencies that guide performance 
in front of an audience. 

At some point during this process the student begins to take on 
the provisional identity (Ibarra, 1999) of a pianist (or at least a piano 
player)—or maybe not. There are legions of individuals who had lessons 
and built up certain skills and competencies related to the piano only to 
quit. Perhaps the task was not enjoyable or practice began to yield dimin- 
ishing returns in terms of performance gains. Or the piano student would 
rather be doing something else such as playing baseball (i-e., chooses a 
different goal). At some point, however, there is the atrophy or outright 
rejection of this emerging or provisional identity as a pianist. Possibly 
the student quits piano but switches to the guitar and a different form of 
the superordinate musician identity begins to form. Those who continue 
with piano are likely to internalize this aspect of self as a subcompo- 
nent of individual identity. With continued practice and experience, even 
more complex adaptive competencies develop that allow for impromptu 
performances with friends or possibly even professional or semi-profes- 
sional engagements, either solo or as part of a group. Still, there are very, 
very few who reach the level of expertise needed to make a living with 
music, and even fewer who reach a level of peer recognition and acclaim 
such as Vladimir Horowitz in classical music or Oscar Peterson in jazz. 

_ Leader development is thought to occur in ways similar to the pre- 
ceding example. There are relatively simple declarative and procedural 
knowledge and skills associated with first understanding what leader- 
ship is and then practicing certain leadership skills (e.g., setting the 
direction of a group, providing support and encouragement). At some 
point, if the student is serious about leadership, an aspect of overall 
social identity becomes associated with “leader.” But as in other com- 
plex skill domains, it may take at least 10 years of intensive practice and 
experience as a leader before expert performance levels are reached. 
Indeed, it may take more than 10 years, because leadership is inherently 
an interpersonal and relational (i.e., more complex) phenomenon than 
mastering a musical instrument. It is also the case that few individuals 
ever reach the elite status associated with being a world-class leader. 
But just as there are many perfectly serviceable pianists throughout the 
world, there are no doubt large numbers of good or even excellent lead- 
ers in all domains (business, education, military, or politics). Although 
there may be a large number of leaders who can organize a rally, there 
are very few who can lead a social movement and bring about large-scale 
societal change. Leadership is most often recognized and heralded when 
it is played out in a very large way (e.g., the Civil Rights movement, war, 
business fortunes and failures). But possibly even more important are 
the less acclaimed feats of leadership that occur daily. Whereas these 



Developing Expert Leadership 181 

leadership feats may not be accomplished by world-class leaders, the 
leaders responsible for those feats nonetheless have mastered some level 
of expertise in the domain. Furthermore, they are critically important 
to making businesses, militaries, and governments run effectively. 

One might object that the music analogy wears thin because in music 
the piano is always the same, yet with leadership the context and domain 
are potentially always different. That is, two different leaders may find 
themselves in completely different environments (e.g., combat versus 
supply logistics in the Army; operations versus human resources in a 
corporate environment) requiring the application of different leadership 
skills. But just as one pianist may be accomplished in a classical repertoire 
playing with a large orchestra, another pianist might excel in a small jazz 
trio or quartet where there is an emphasis on improvisation. The point of 
relevance is that many of the underlying skills and competencies are the 
same; however, how they are applied can vary in major ways. 

PRACTICING LEADERSHIP 

An important issue that deserves additional consideration is what it 
means to practice leadership. In most other expert domains it is clearly 
known what skills are being practiced and when someone is or is not 
practicing the skill in question. Furthermore, standards often exist that 
provide a basis for relative, if not absolute, feedback to the practitioner. 
For example, the pianist working to master a challenging chord progres- 
sion will know when the goal has been achieved, because he or she has 
heard others play at the desired skill level or the student gets feedback 
from the instructor. 

Practice is critically important to developing expert performance. 
Research has shown that the amount of deliberate (intentional) prac- 
tice is strongly predictive of the attained level of performance in musi- 
cians (Ericsson, Krampe, & Tesch-Rémer, 1993). Based on records from 
detailed diaries of expert-level musicians who had studied music for over 
10 years, it was found that the expert musicians with the highest levels 
of performance practiced for about 25 hours per week, which was three 
times more than the less accomplished expert musicians. Amateur musi- 
cians of the same age were found to practice less than 2 hours per week— 
less than 10% of the amount for the best group of expert musicians. 

Proposition 5: Intentional practice in leadership is needed 
to reach a level of expert leader performance. 

Clearly, deliberate practice matters in the development of expert musi- 
cal performance. But unlike music, chess, or sports (typically studied 
domains of expertise), with leadership the practice opportunities are 
often more serendipitous. For example, someone (peer, subordinate) 
may ask for advice on a problem. Instead of providing a pat solution, 
the practicing leader offers support and encouragement to help the 
other person construct a solution on his or her own. Is this leadership? 
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Certainly under the transformational leadership heading of “individual- 

ized consideration” and “intellectual stimulation” it would be considered 

leadership behavior. A significant question to consider is whether the 

leader is aware that he or she is practicing leadership. The question of 

whether expertise can develop outside of conscious awareness is debat- 

able. What seems more certain is that being intentional about practice is 

likely to develop expertise more quickly and thoroughly than being ad 
hoc or unintentional about it. Thus, the role of intentionality in practice 
is proposed as a key process that supports the development of leader- 
ship expertise. It is noted that practice implies not merely repetitions 
of a behavior, but also involves implicit and explicit feedback that is 
obtained during and after the behavior. 

SUMMARY AND IMPLICATIONS OF 
LEADERSHIP AS EXPERTISE 

For certain leadership skills or competencies it might take less than 
10 years of practice to become an expert. One example might be the 
knowledge and enactment of interpersonal relations, which is continu- 
ously being modified through the process of living without special sup- 
port or instruction. In such a case it might be possible to reach an expert 
level of performance sooner than usual given the ongoing continuous 
exposure to interpersonal relations as part of the normal human expe- 
rience. But there are two things to consider. First, there are individual 
differences in the preference to interact with others (e.g., extroversion 
versus introversion). Introverts may have a more difficult time mas- 
tering the nuances of interpersonal relations than extroverts. Second, 
becoming an expert leader involves more than one competency; rather, 
it involves mastering a complex set of evolving skills that start out rela- 
tively basic and simple and develop into complex and interrelated com- 
petencies over time with practice. That is the essence of the web of 
development discussed in Chapter 3. 

The next chapter examines the proposed key supporting processes in 
the development of an expert leader. Specifically, the development of 
a leader identity is seen as important to forming identity-development 
spirals. Identity formation is a key process in motivating one to seek 
out developmental experiences and practice opportunities with regard 
to leadership. If one does not think of oneself as a leader (or aspire to 
lead), then there is little motivation to develop as a leader. Self-regula- 
tion supports these proposed leader identity-development spirals as it is 
a key contributor to one’s persistence in and across development expe- 
riences (see Figure 12.1). Positive spirals continue to the extent that 
perseverance is applied toward ongoing development to more expert 
or even elite leader performance levels. In this manner, the individual 
difference of self-regulatory strength is proposed as a critical resource 
that contributes to identity-development spirals and the perseverance 
to higher levels of development as a leader. 
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13 
Identity Processes in 
Leader Development 

BUILDING A LEADER IDENTITY 

The importance of self and identity development to healthy adjustment 
across the lifespan is supported by the theoretical as well as the 
empirical literature (Leary & Tangney, 2003). Additionally, this area 
is recently receiving growing attention in the leadership literature (see 
van Knippenberg, van Knippenberg, DeCremer, & Hogg, 2004 for a 
review). As mentioned in our earlier chapter on identity development 
(Chapter 5), one’s identity is a multifaceted and dynamic composite of 
attributes, values, knowledge, experiences, and self-perceptions (Baltes 
& Carstensen, 1991). Individuals may possess sub-identities for various 
social roles they hold, or even identities about future desired or ideal 
selves (Cross & Markus, 1991). Identities can vary in salience, centrality, 
and the extent to which they are integrated with other sub-identities. 
A leader identity, in this sense, is an identity or sub-identity that an 
individual holds regarding his or her role as a leader. 

roles, but more importantly how an individual comes to think of 
oneself as a leader. For this reason, leader identity development is an 
indispensable component of leader development. It has been noted 
that leader development can be viewed as enhancing the fit between 
the requirements of the leader role and the personal identity of the 
leader (Hall, 2004). Leader development therefore hinges upon leader 
identity development. Similarly, Shamir and Eilam (2005) suggest that 
the development of authentic leaders depends upon the centrality of 
their leader identities to their personal identities. Authentic leaders are 
thought to be motivated to lead from conviction rather than rewards or 
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personal gains and their actions are based on positive values and beliefs. 

In terms of their identity, they think of themselves as leaders and enact 

leadership at all times, not only when officially in a leadership role 

(Shamir & Eilam). Developing authentic leaders begins with developing 
strong, salient, and integrated leader identities. 

In a similar vein, Komives et al. (2005) proposed a Leader Identity 
Development model that focuses on the development of college student 
leaders. They propose various stages of development (see Chapter 5 for 
a complete review of the various proposed stages) culminating in an 
internalization/synthesis stage in which students have integrated their 
self-view as effective in working with others and have confidence that 
their ability will generalize to any context. They did not need to hold 
a formal positional role as a leader to know that they were engaging in 
leadership. Those at the highest stages of leader identity development 
hold an interdependent view of self (as compared with a dependent or 
independent self-view adopted in less developed stages). This is similar 
to Lord and Hall’s (2005) model linking leader identity development 
with skills development such that as leaders develop they take on more 
inclusive identities, ranging from an individual (novice) to relational 
(intermediate) to collective (expert) level. 

Identities serve a number of important functions implicated in effec- 
tive leadership and leader development. Baumeister (1995) suggests 
that one’s identity serves as an interpersonal tool and an aid in decision- 
making. A salient and developed leader identity may facilitate com- 
municating a vision, motivating, directing, and supporting followers. 
Leaders who know themselves (i.e., are self-aware) and think of them- 
selves as leaders will be more confident and consistent in their actions 
than others with less self-awareness about their leadership capabilities. 
Most important for leader development, identity provides a basis for 
motivation. Social psychological theory suggests that humans have an 
inner motive to maintain a stable, consistent self-concept (Rosenberg, 
1979). As individuals are motivated toward self-consistency, someone 
with a strong leader identity will be motivated to act in accordance with 
this identity. As such, it is likely that leaders with developed identi- 
ties would be likely to seek out experiences to enact leadership. Fur- 
thermore, if a leader’s possible or ideal self is grounded in becoming 
an exceptional leader, then such a leader would likely be motivated to 
behave in ways that promote the achievement of a leader identity (Cross 
& Markus, 1991). In this way, the leader would be expected to seek out 
opportunities to develop requisite leadership skills and competencies. 
Conversely, if someone does not identify as a leader, it seems unlikely 
that there will be much attempt to acquire the kinds of skills or develop 
the competencies that are needed for highly effective leadership. 

Leadership competencies are developed through experiences that 
also help to develop and crystallize a leader identity. As identities partly 
comprise knowledge, experiences, and self-perceptions, building one’s 
knowledge and experiences around leadership will likely strengthen a 
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leader identity. Leader identities are built through the integration of 
learning and leading experiences with the self. The idea that identities 
are developed through experience is common to nearly all theories of 
identity development (Bosma & Kunnen, 2001) and it is expected to be 
no different when it involves a leader identity. Experience has also been 
noted as an integral element of leadership development (Day, 2000). 
Participating in more leadership experiences strengthens the salience 
and centrality of a leader identity, especially if the outcomes of the 
experience are viewed in a positive light. Positive leadership experi- 
ences are likely to further entrench a leader identity by increasing one’s 
self-efficacy for leadership and motivate a search for additional devel- 
opmental experiences. But an opposite spiral is also possible. Negative 
experiences may weaken one’s identity as a leader. Leadership experi- 
ences even in non-work settings such as volunteer, family, or leisure 
settings may further the integration of a leader identity with other sub- 
identities an individual holds. 

The process is thought to be a mutually reinforcing one. As leader- 
ship competencies develop, the likelihood of a leader identity crystal- 
lizing increases, which further supports the motivation to lead and to 
learn more about leading. Therefore, we propose that leader identities 
and developmental experiences can be understood as a spiral. A similar 
set of relationships has been conceptualized in terms of efficacy-per- 
formance spirals (Lindsley, Brass, & Thomas, 1995). As articulated by 
Lindsley et al., the relationship between efficacy and performance is 
cyclic in that performance influences self-efficacy, which affects perfor- 
mance, and so on. These spirals can be positive or negative in valence 
and can relate to groups and organizations as well as individuals (i.e., 
it is an isomorphic multilevel phenomenon). We believe that at a more 
observable level, such efficacy-performance spirals occur with regard 
to leadership. The stronger one’s self-conception is around being able 
to lead (self-efficacy for leadership), the better the likely leadership (all 
things being equal). But at a less observable (i.e., more implicit) level we 
believe that identity-development spirals also occur in support of the 
efficacy-performance ones. 

Proposition 6: Leadership competence is formed through spi- 
rals of leader identity formation and change in the context of 
learning and development through leadership experience. 

The idea that a relationship of leader’s identity and development is a 
mutually reinforcing one is consistent with action theories of lifespan 
development in which individuals are thought to be both products and 
producers of their development (Brandtstadter & Lerner, 1999). Gener- 
ally, leaders are both shaped by their development and have an active 
role in it. Similarly, self-completion theory (Wicklund & Gollwitzer, 
1982) suggests that individuals strive to attain a chosen identity by seek- 
ing out symbols that are consistent with a desired identity. According 
to this theory, individuals who choose a leader identity seek out experi- 
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ences or awards and recognitions consistent with being a leader. When 

people experience a lack of a relevant identity symbols they tend to feel 

incomplete. The attainment of these symbols is particularly effective in 

reducing feelings of incompleteness, especially when others recognize 

they possess qualities or symbol of a desired identity. Leadership expe- 
riences serve to help an individual strive to actualize a chosen leader 
identity (Gollwitzer & Kirchhof, 2003). 

SKILLS ACQUISITION, COMPETENCY, AND EXPERTISE 

The desired outcomes of developmental experiences vary given the 
current levels of competence and the needs of the individual, among 
other factors. The goals of developmental experiences may range 
from enhancing technical skills to building confidence as a leader. 
As discussed in the previous chapters, we propose that a leader is 
developed through a continuum of novice to expert. A novice must 
acquire relevant leadership skills (through gaining relative declarative 
and procedural knowledge), build strategic and adaptive competencies, 
and finally develop expertise through years of intentional practice. We 
will use this skill-competency-expertise continuum as a general frame- 
work when discussing the progression of identity-development spirals. 

Although this broad framework is used as an illustration, it is not 
intended to suggest that leader development is necessarily a linear or 
continuous process. Leader development may be discontinuous, nonlinear, 
and cyclical. It is best understood as a cyclical process of lifelong learning 
and development. For example, a so-called master (i.e., expert) leader 
will still realize new skills that need to be acquired (i.e., high self-aware- 
ness). Furthermore, there are no final end states to leader development, 
thus differentiating it further from stage theories of development. From 
the perspective of lifelong learning, leader development is considered to 
be an ongoing process that is never fully complete. 

Leader identity-development spirals capture the general trend of 
development, but numerous factors influence the strength, acceleration, 
and direction of such spirals. Therefore, a more indepth investigation 
of the process is necessary. General factors that influence the spiral 
are introduced and then individually discussed in more detail below, 
following the broad skills acquisition-competency-expertise framework 
(see Figure 13.1). 

FACTORS INFLUENCING THE OUTCOMES 
OF LEADERSHIP EXPERIENCES 

The quality of experiences and the ability of the leader to learn from 
experiences and integrate them with the leader identity determine the 
extent to which any particular experience has developmental potential 
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Identity-Development Spirals 

Leader Identity Experience and Practice 

Figure 13.1 Self-regulation processes and development spirals. 
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or impact (also see Chapter 10). Van Velsor and McCauley (2004) 
suggest that well-designed developmental experiences include three 
components: assessment, challenge, and support. Development is most 
effective when all three components are present in an experience. These 
components each serve important individual functions, but contribute 
to overall development by providing the resources for learning and help- 
ing motivate leaders to focus on learning and growth. 

Assessment provides leaders with information about their current 
strengths and weaknesses. It provides a referent and clarity about what 
needs attention and cue on how to achieve it (Van Velsor & McCauley, 
2004). At the most basic level, assessment serves as a motivator by 
providing a leader with performance information that may be discrepant 
from a self-view. Individuals are motivated to close this performance 
gap by enhancing performance (Brett & Atwater, 2001). Empirical sup- 
port exists for the developmental enhancements from feedback even 
longitudinally. As part of an upward feedback program, Managers who 
met with their direct reports to discuss previous year’s feedback of the 
manager's performance showed significant performance improvements 
over a 5-year period (Walker & Smither, 1999). 

One of the most common forms of assessment is feedback, espe- 
cially multi-source feedback, also known as 360-degree feedback. As 
of the late 1990s, approximately 90% of major Fortune 1000 organiza- 
tions had adopted some type of multi-source assessment (Atwater & 
Waldman, 1998). This system involves providing anonymous feedback 
to managers based on ratings made by at least one supervisor, peer, or 
subordinate, and sometimes includes self-ratings (Atwater, Waldman, & 
Brett, 2002). Multi-source feedback provides an individual with a 
more complete and accurate picture of their performance as people in 
different reporting roles to a target may experience different aspects of 
that person’s personality and behavior. 
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But simply providing feedback does not necessarily translate into 

enhanced leader development. Meta-analytic evidence suggests that 

feedback interventions improve performance on average but that over 

one-third of feedback interventions are associated with decreased per- 
formance (Kluger & DeNisi, 1996). Several factors influence the out- 

comes of feedback on development. First, feedback that directs attention 
to meta-task processes may attenuate the effects of feedback on perfor- 
mance, whereas a feedback intervention that directs attention to task- 
motivation or task-learning processes augment feedback intervention 
effects on performance. Overall, results indicate that feedback becomes 
less effective as attention is directed up the hierarchy of organized levels 
of control (task learning, task motivation and meta-tasks), that is, away 
from the task and closer to the self. 

Others have suggested an immediate decline in performance or skill 
level after receiving discrepant feedback, but a subsequent improve- 
ment in skill level over time (Klein & Zeigert, 2004). Furthermore, the 
specificity of the feedback influences outcomes of learning (Goodman 
& Wood, 2004). More specific feedback may be beneficial for learning 
what to do when things are going well, but detrimental to learning rules 
for responding to poor performance. Providing very specific feedback to 
a learner may focus their learning experience on correct responses and 
prevent them from encountering varied circumstances and be less able 
to handle errors. 

Challenge refers to how much a particular experience challenges 
or stretches the individual beyond his or her comfort level. Challeng- 
ing experiences force individuals to face the limitations of their cur- 
rent skills, abilities, and competencies. Ideally, challenging experiences 
motivate individuals and push them to acquire new knowledge and 
skills rather than falling back on habitual ways of responding. Situa- 
tions that are challenging include those that demand knowledge and 
skills beyond those the individual currently possesses, are confusing or 
ambiguous, or are uncomfortable in that the situation is not desired. 
Difficult goals or conflict also can be sources of challenge (Van Velsor & 
McCauley, 2004). They also provide the motivation and opportunity 
to learn. Challenging experiences call for creativity in that they contain 
opportunities to try a new behavior or reframe existing problems. 
Additionally, these experiences are motivating because individuals in a 
challenging situation may desire to attain the rewards associated with 
reaching difficult goals and/or reduce the discomfort or pain associ- 
ated with the challenge or failing to live up to the challenge (McCauley 
et al., 1994), 

A developmental experience can be purposely designed to stretch 
an individual beyond his or her comfort level, but challenge can also be 
informal or unplanned. McCauley et al. (1994) developed an instrument 
to measure the extent to which jobs contain developmental components 
based on the challenge they require. Although challenge provides 
excellent opportunities and motivation for growth, caution needs to 
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be taken to ensure a situation is not too challenging as to overwhelm 
an individual’s capabilities. Situations that are overly difficult can lead 
to feelings of hopelessness, a loss of sense of control, and a focus on 
emotional coping rather than problem solving. As noted in the findings 
from years of goal setting research, difficult yet attainable (as compared 
to impossible or “do your best”) goals lead to the highest performance 
levels (Locke & Latham, 2002). 

Although all leaders need to take some responsibility for finding 
challenging assignments, individuals who are self-employed may find 
it particularly difficult. One recent study sought to understand career 
development of “boundaryless careers” (O’Mahony & Bechky, 2006). 
Through conducting interviews with high-tech and film production 
contractors, the authors found that development and career progression 
was acheieved mainly through stretchwork assignments. These are 
assignments that contain a new element for an individual, something 
just outside their domain of expertise or previous experiences. Stretch- 
work was intentionally sought after and attained by acquiring referrals, 
reframing their abilities, distinguishing themselves from others, or even 
offering discounts on new types of assignments. 

Support shows a leader that others value their developmental efforts. 
Support helps an individual bear the weight of a challenging situation 
and can come from other people such as bosses, coworkers, mentors, 
and family, or from situational factors such as organizational culture 
or norms or procedures. Leaders need support to maintain a sense of 
efficacy and openly examine their mistakes (Van Velsor & McCauley, 
2004). Further, support may increase learners’ confidence in their ability 
and relieve some personal stress associated with challenge. Support also 
facilitates the sense that the leaders have permission to try out new ways 
of thinking or behaving. 

As an example, the support offered through mentoring can be 
described as either psychosocial or career-related (Kram, 1985). 
First, psychosocial support is interpersonal in nature and includes 
friendship and emotional support. This type of support is necessary for 
the psychological development of a protégé, resulting in for example, 
strengthened self-efficacy. Career-related support enhances a protégé’s 
advancement in the organization and may include sponsorship, increas- 
ing the visibility of the protégé in the organization, or placement with 
challenging job assignments. Meta-analytic evidence suggests that 
the outcomes of mentoring include higher compensation, greater sal- 
ary growth, and more promotions, career satisfaction, job satisfaction, 
and satisfaction with mentor (Allen et al., 2004). Further, the benefits 
of informal mentorship outweigh the benefits of formal mentorship 
(Ragins & Cotton, 1999). 

In addition to that offered by supervisors, mentors, or teammates, 
support can also be provided through organizational resources in the 
form of practices, policies, and climate. Organizational climate has been 
defined as shared perceptions of the events, practices, and procedures 
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and the kinds of behaviors that are rewarded, supported, and expected 

ina setting (Schneider, 1990). Climates are often described with respect 

to a specific strategy or outcome. An organization's climate for leader 

development or climate for learning may play an important role in sup- 

port for development (Klein & Ziegert, 2004). 

An organizational climate for learning includes the shared perceptions 
employees hold about the extent to which their organization expects, 
supports, and rewards the acquisition of knowledge and skills that 
may enhance job (or leadership) performance. Both researchers and 
practitioners have given much attention to related concepts such as 
learning organizations, continuous learning, and knowledge manage- 
ment. Climate for learning might include providing employees with 
novel work challenges, permission to experiment, feedback, training 
programs, or formal or informal technologies that support the sharing 
of knowledge within an organization. 

A climate for leader development is more specific than a climate for 
learning and has received less research attention. This type of climate 
refers to shared perceptions regarding the extent to which leader 
development is rewarded, supported, and expected in a particular orga- 
nization based on the practices, policies, accounts, and events regarding 
leader development. Organizations that have strong and positive leader 
development climates provide leaders with more opportunities for 
development such as feedback, coaching, mentoring, training, stretch 
assignments, or action learning programs, will tend to reward leaders 
for developing and refining their leadership knowledge and skills, and 
provide motivation for leaders to enact newly acquired knowledge and 
skill on the job. 

The importance of a supportive and safe environment has also been 
noted regarding team learning. One important construct found to play 

a role in team learning is psychological safety, which refers to shared 
perceptions team members hold that their team environment is a safe 
place in which one can take interpersonal risks (Edmondson, 1999). 
In a team with high psychological safety, members may feel confident 
to express themselves without fear of embarrassment, rejection, or 
punishment. Psychological safety describes an environment that is con- 
ducive for risk taking in the process of learning (Edmondson, 1999) or 
adapting to change such as innovations (Baer & Frese, 2003). 

INDIVIDUAL DIFFERENCES 
IN SELF-REGULATORY PROCESSES 

In addition to assessment, challenge, and support, which are all aspects 
of the particular developmental experience itself, CCL includes a fourth 
clement necessary for development: the ability of the leader to learn. 
Learning from experience involves (a) recognizing when new behav- 
iors and ways of thinking about issues are appropriate and called for, 
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(b) accepting responsibility for development, (c) have self-understanding, 
(d) intentionally seeking out growth opportunities, (e) being able to 
reflect on the process of learning, (f) engaging in activities that provide 
the opportunity to learn or test the new behavior, and (g) working to 
develop and use a wide variety of learning tactics to acquire a skill (Van 
Velsor, Moxley, & Bunker, 2004). The inclusion of ability to learn as an 
important criterion for development highlights the role that individual 
differences play in the developmental process. Sternberg identifies what 
he terms to be “practical intelligence” as an important factor associated 
with learning from experience, and has some evidence of individual 
variations on this factor. Unfortunately, very little research in the 
leadership literature has empirically investigated exactly how leaders 
learn from experience. Many theories of learning highlight the regulatory 
processes that facilitate individual learning and development (e.g., 
Zimmerman, 1989). Several individual difference factors may affect the 
extent to which individuals can and do engage in self-regulation that 
builds identity and competence (see Fig. 13.1). 

Proposition 7: Individual differences between lead- 
ers influence the rate and direction of the spirals of iden- 

tity development and leader development. 

The development of a leader requires one to have a long-term, future- 
oriented perspective. As such, developmental goals are rarely achievable 
quickly and therefore involve continuous monitoring and adjustment 
for success. Additionally, the rewards of development can be delayed, 
requiring a leader to avoid giving in to habitual or natural tendencies 
that offer immediate gratification. Self-regulatory processes are required 
to fight such inclinations. The process of monitoring and adjustment 
of goal progress involves conscious control over thoughts, behavior, or 
emotions, and is essential for development. Self-regulation, as an execu- 
tive function of the self, serves to focus, control, and guide behavior and 
emotions beyond habits and impulses (Baumeister, Muraven, & Tice, 
2000). The executive function of the self regulates important volitional 
capabilities (Baumeister, 1998) and fosters self-directed intentional 
behavior including response inhibition, strategy generation and imple- 
mentation, and flexible action (Denckla, 1996). 

Self-regulation serves an important function throughout the leader 
development process as it plays a role in (a) establishing a goal or desired 
state, (b) engaging in the appropriate behaviors and emotions needed 
to obtain one’s goal, and (c) monitoring process toward the goal. To 
meet goals, a delay of gratification is often required. Self-regulation 
is necessary to monitor cognition, behavior, and emotions to achieve 
developmental goals. In the training literature, it has been suggested 
that the self-regulatory system comprises three interrelated compo- 
nents: practice, self-monitoring, and_ self-evaluation (Kozlowski et 
al., 2001). Each of the three self-regulatory processes corresponds to 
three aspects of performance that individuals regulate throughout the 
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developmental process: practice (behavior), self-monitoring (cognition), 

and self-evaluation (affect). Behavioral self-regulation is most clearly 

linked with development, as one must engage in desired behaviors or 

practice in order to develop. Emotional regulation helps direct atten- 

tion away from the self and toward the task or problems (Kanfer & 

Ackermann, 1989). Negative emotions especially draw attention 

toward the self, depleting attentional resources that could be devoted 
to the task. Cognitive self-regulation involves planning and monitoring 
thought. A recent study (Keith & Frese, 2005) has highlighted the 
importance of affective and cognitive self-regulation in the training 
process. They found that emotional self-regulation (emotion control) 
and cognitive self-regulation (meta-cognition) fully mediated the adap- 
tive transfer performance benefits of error management training over 
error avoidant training programs. This evidence suggests that engaging 
in emotional and cognitive self-regulation facilitated training transfer 
effects. Error management training is one way to stimulate these types 
of self-regulation. 

Furthermore, the focus of self-regulation can influence the 
development a leader identity and a leader’s motivation to lead. Kark 
and Van Dijk (2007) created a comprehensive conceptual framework 
integrating self-regulatory focus, leader values, possible selves, and 
leader style. The authors applied regulatory focus theory (Higgins, 
1997) as an explanatory mechanism for the influence leaders have on 
their followers’ self-concept. In short, regulatory focus theory suggests 
that individuals vary in the extent to which they approach pleasure and 
avoid pain. Although situations influence the intensity of an individual's 
regulation focus, generally people have a chronic regulatory focus. Those 
with a strong promotion focus regulate the achievement of awards, have 
a high motivation for change, seek pleasure, and often focus on achiev- 
ing an “ideal self,” whereas those with a strong prevention focus regulate 
the avoidance of punishments, have a primary motivation for stability, 
avoid pain, and focus on the “ought self.” As such, the development of a 
leader identity for an individual with a strong promotion focus is likely 
through an ideal possible self. 

Kark and Van Dijk (2007) propose that leaders’ chronic regulatory 
focus and their value for change influence their motivation to lead. 
Specifically, those with a strong, chronic promotion focus are likely to 
have a strong affective motivation, to lead. Because a promotion focus is 
tied to personal motivation those leaders seek growth because they want 
to and should be motivated to lead because of affective reasons rather 
than obligations or external drives. Further, leaders with this desire for 
change and growth are likely to want to motivate their followers to grow 
and are more likely to use charismatic or transformational leader behav- 
iors. Displays of these types of behaviors are in turn, likely to prime a 
promotion regulatory focus in their followers. In sum, it is important to 
consider whether a leader focuses on regulation of achieving the positive 
or regulating avoiding the negative. 
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Effective leaders must regulate their thoughts, behaviors, and 
emotions to facilitate followers’ perceptions of consistency and 
rationality in order to gain influence (Lord & Maher, 1991). Similarly, 
regulation is necessary within the development process to persist and be 
intentional in development. The remainder of this section reviews five 
particular aspects of self-regulation that are thought to have important 
implications for leader development in terms of accelerating leader 
identity-development spirals. Those aspects are: (1) self-regulatory 
strength, (2) goal orientation, (3) generalized self-efficacy, (4) self- 
awareness, and (5) implementation intentions (see Figure 13.1). 

Self-Regulatory Strength 

Recent studies have suggested that the ability to self-regulate is similar 
to muscular strength. The ability appears to be stronger in some indi- 
viduals than others, tires after being exercised, and can be built up with 
practice. Drawing on this analogy, the self-regulatory strength model 
suggests that self-regulation is an internal resource needed to inhibit, 
override, or alter responses (Baumeister, Heatherton, & Tice, 1994). 
Regulatory activities require energy expenditure that can be depleted 
with use. Individuals are limited in their self-regulatory capacity, but 
this capacity can be gradually increased over time with practice, similar 
to how a muscle can be strengthened with exercise. 

Baumeister et al. (1994) found that behavioral, emotional, and 
cognitive regulation all stem from a common regulatory resource such 
that depletion of self-regulatory resources in one domain can impair self- 
regulation attempts even in seemingly unrelated domains. For example, 
exerting restraint by not eating chocolate can deplete resources and 
subsequently impair persistence in a cognitively demanding task. The self- 
regulatory strength model has received support in numerous areas such 
as diet, physical endurance, persistence on difficult tasks, performance 
on cognitive tests, emotional regulation, and decision-making, among 
others (for a review see Schmeichel & Baumeister, 2004). Evidence also 
exists regarding the ability to build the self-regulatory strength through 
repeated practice (Muraven, Baumeister, & Tice, 1999). 

Development requires expending energy regardless of where an 
individual is in the development process. Similarly, as self-regulation 
applies to processes involving exerting cognitive, behavioral and 
emotional effort, it is an important variable throughout the leader 
development process. Individuals who are better able to regulate 
their responses may be better suited for development (i.e., have better 
developmental readiness). DeWaele, Morval, and Sheitoyan (1993) 
suggest that individuals good at self-management (i.c., self-regula- 
tion) are aware of how changes in their life affect their development, 
are interested in self-development, realize the negative effect of self- 
regulation failure, are proactive in their self-development, and are 
responsive to feedback. Broadly speaking, regulation is necessary within 
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the development process in order to persist and be intentional in devel- 

opment. Self-regulatory processes help a leader focus attention and 

maintain persistence. The greater self-regulatory strength, the better 

an individual is able to maintain the energy required to persist at a task 

and sustain attentional focus (Baumeister, Heatherton, & Tice, 1994). 

As challenge is a widely recognized component of developmental 

experiences (McCauley & Van Velsor, 2004), self-regulation is needed 
to persist through the challenge rather than giving up. Furthermore, 
strong self-regulation may be particularly important when external 
resources are lacking. Rather than an individual relying on external 
goals, feedback, guidance, and support, a leader is able to draw from 
his or her personal resources to make progress on developmental goals 
(London, 2002). 

Proposition 7a: Self-regulatory strength accelerates the 
ongoing learning and development of leaders. 

Goal Orientation 

Core conceptualizations of individual abilities play a large role in chan- 
neling self-regulatory processes that guide attention and behavior. For 
example, if an individual believes that ability is generally unchangeable, 
he or she has little motivation to invest time and effort in his or her own 
development. One’s goal orientation is based on these core assumptions 
individuals hold regarding the malleability or rigidity of abilities. An 
individual with a learning goal orientation views ability as malleable and 
developable or an acquirable skill (also called an incremental theorist), 
whereas one with a performance goal orientation views ability as a more 
or less fixed capacity (also called an entity theorist; Dweck, 1996). 

Goal orientation reflects the internal motivational processes that 
affect an individual's task choice, self-set goals, and effort mechanisms 
in learning and performance contexts. Individuals with learning goal ori- 
entations are motivated toward developing competence through acquir- 
ing and mastering new skills, seek challenges to perfect competencies, 
and regard errors as instructive in the process. Conversely, individuals 
with performance goal orientations are focused on demonstrating com- 
petence in safe environments, they prefer tasks that minimize errors, 
and view high effort as indicative of low ability. Performance goal ori- 
entation is further delineated into prove and avoid dimensions. A prove 
goal orientation focuses on demonstrating one’s competence to gain a 

favorable judgment from others, whereas an avoid orientation focuses 
on avoiding an unfavorable judgment from others (VandeWalle, 1997). 
Additionally, goal orientation may be situation specific. An individual 
may have a learning goal orientation regarding leadership but hold a 
performance orientation in a sports context (Yeo & Neal, 2004). 

Considerable attention has been given to how goal orientation 
relates to training and learning (Brett & VandeWalle, 1999) and thus is 
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applicable throughout the leader development process. A significant body 
of the goal orientation literature suggests that this construct explains an 
individual’s underlying motivation and approach to learning. As such, 
learning goal orientation is conceptually linked to motivation to learn. 
Motivation to learn has been found to significantly predict involvement 
in developmental activities. Learning motivation predicted involve- 
ment in five types of developmental activity (required training on work 
time, work-based developmental activities on work time, voluntary 
job-related learning on personal time, voluntary non-job related learn- 
ing on personal time, and career planning activities) of manufacturing 
employees (Birdi, Allan, & Warr, 1997). Furthermore, motivation to 
learn significantly predicted involvement in developmental activities in 
a longitudinal study (Maurer, Weiss, & Barbeite, 2003). 

The effect of learning goal orientation on learning outcomes can be 
partially explained through regulatory processes. Research has shown 
that meta-cognitive activity partially mediates the relationship between 
goal orientation and learning outcomes (declarative knowledge and 
self-efficacy) in a computer-based training program (Schmidt & Ford, 
2003). Meta-cognitive activity—or thinking about thinking—is a type 
of cognitive regulatory activity that involves monitoring and controlling 
one’s thought processes. Meta-cognitive monitoring and control 
behaviors involve such activities as identifying the task and steps to 
complete the task at hand, evaluating progress, predicting outcomes of 
progress, deciding where to allocate resources, and prioritizing activities 
(Schmidt & Ford, 2003). Additionally, meta-cognitive activities 
explained variance in learning outcomes above and beyond time on task 
alone. This suggests that individuals who engage in this type of self- 
regulatory behavior are “learning smarter” by spending their time more 
efficiently. 

In general, goal orientation plays a role in self-regulatory processes 
in numerous ways. At the most basic level, goal orientation acts as a 
motivation that helps direct self-regulation in the accomplishment of 
developmental goals. First, goal orientation is related to both the level 
and type of goals individuals set. People with learning goal orientations 
set much higher developmental goals with the goal of mastery, whereas 
individuals with a performance goal orientation set less challenging 
goals focused on demonstrating competence (Brett & VandeWalle, 
1999). Second, goal orientation is related to the engagement in appro- 
priate behaviors to attain goals. For example, individuals with learn- 
ing goal orientations are more likely to direct attention to the task 
rather than the self (Steele-Johnson, Beauregard, Hoover, & Schmidt, 
2000). Conversely, people with high performance goal orientations 
tend to engage in more impression management behaviors. The effort 
required to monitor self-presentations depletes later self-regulatory 
resources (Vohs, Baumeister, & Ciarocco, 2005), which are essential 
for development. Finally, a learning goal orientation may facilitate an 
individual’s ability to monitor progress toward goal achievement. For 
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example, those with learning goal orientations have been found to 

be more proactive in seeking feedback, which is one way to monitor 

progress toward the achievement of developmental goals (VandeWalle, 

2003). In sum, individuals with learning goal orientations are more 

likely to engage in self-regulatory behaviors promoting the achievement 

of their developmental goals. 

Proposition 7b: Learning goal orientations facilitate development 
of leader expertise through the use of self-regulation strategies. 

Generalized Self-Efficacy 

Self-efficacy refers to a “belief in one’s capabilities to organize and 
execute the courses of action required to produce given attainments” 
(Bandura, 1997, p. 3). Simply put, it refers to how well an individ- 
ual believes he or she can do on a task. One’s self-efficacy judgment 
is generally determined through past performance or through the 
observation of others’ performance (Bandura, 1997). Self-efficacy 
beliefs can be developed and strengthened through mastery experi- 
ences, modeling, social persuasion, and judgments about physiological 
states such as emotional arousal and tension as signs of vulnerability 
(Wood & Bandura, 1989). Meta-analytic evidence suggests a strong pos- 
itive relationship between self-efficacy and job performance (Stajkovic 
& Luthans, 1998), which is most often explained through its effect on 
motivation and regulation. 

Self-efficacy is addressed in several theories of motivation including 
goal setting (Locke & Latham, 2002), expectancy theory (Vroom, 
1964), and motivation to learn (Colquitt, LePine, & Noe, 2000). 
Specifically, self-efficacy speaks to an individual’s confidence in the 
ability to organize resources for goal attainment, and relates to task 
choice, task effort, and persistence in task achievement (Gist & Mitchell, 
1992). In social cognitive theory (Bandura, 1986), self-efficacy plays a 
key role in self-regulation particularly through its role in goal setting 
and task persistence in goal achievement. The relationship between 
self-efficacy and performance has been described as a spiral. Enhancing 
performance is related to increases in self-efficacy, which in turn is 
related to increasing performance, and so on. The spiral can be positive 
or negative (Lindsley et al., 1995). Self-efficacy is a key component in 
forming attitudes toward development, which explains later participa- 
tion in developmental activities (Maurer et al., 2003). 

Self-efficacy beliefs are often domain-specific, but research has 
also addressed efficacy beliefs more generally. Generalized self-efficacy 
refers to a global trait-like characteristic of one’s estimate of his or her 
overall ability to achieve required performance in a variety of situa- 
tions (Bandura, 1997). Generalized self-efficacy has been included in 
higher-order constructs addressing one’s overall assessment of the self 
such as core self-evaluations (Judge, Erez, Bono, & Thorensen, 2002) 
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and positive self-concept (Judge, Thorensen, Pucik, & Welbourne, 
1999). Generalized self-efficacy was found to be a strong predictor of 
motivation through the self-regulatory functions of goal-setting and goal 
commitment (Erez & Judge, 2001). Further, generalized self-efficacy 
was positively related to a manager’s ability to deal with change (Judge 
et al., 1999). Generalized self-efficacy is particularly useful in predict- 
ing how individuals approach novel or complex situations. For example, 
high generalized self-efficacy was found by Judge et al. to be a precursor 
for positive attitudes toward critical career-oriented events, specifically 
those involving major job and organizational changes. Individuals with 
low self-efficacy may avoid or become defensive in situations in which 
they believe they cannot perform well, whereas individuals with a high 
generalized self-efficacy respond more adaptively. 

Self-efficacy may be important to maintain self-regulation as it 
provides motivation for self-regulation. People who have a positive view 
of their ability to attain desired outcomes are better able to maintain 
regulation and motivation even when the situation is challenging (Lon- 
don, 2002). On the other hand, people who have low self-efficacy may 
give up much more easily because they are more threatened by chal- 
lenge. They are also more likely to engage in self-protective behaviors 
such as discounting negative feedback or blaming others for their fail- 
ures. Furthermore, individuals with greater efficacy are more likely to 
attain their goals because of the nature of the goals they set. Individuals 
with a positive core self-evaluation (one dimension being generalized 
self-efficacy) set more self-concordant goals. In other words, individuals 
with a more positive view of their self and abilities set goals that were 
more consistent with their values, ideals, and interests than individu- 
als with less positive views of themselves (Judge, Bono, Erez, & Locke, 
2005). As self-concordant goals are more self-relevant, the probability 
for goal attainment is higher because it motivates the individual to put 
effort toward these goals (Sheldon & Elliot, 1999). This suggests that 
the developmental goals that individuals with greater generalized self- 
efficacy are more likely to be consistent with their values and interests, 
and therefore more likely to be achieved. In sum, increased self-eff- 
cacy should facilitate development because it increases the motivation 
an individual has in facing challenging situations, setting goals, and 
maintaining self-regulation. 

Proposition 7c: A leader’s generalized self-efficacy will posi- 
tively relate to leader development and learning. 

Self-Awareness 

Individuals also differ with respect to the quality and accuracy of 
self-beliefs as well as differing in their beliefs regarding their ability. 
One’s self-awareness may have important implications for expert leader 

development, particularly through its link with identity. Self-awareness 
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may mean different things in different contexts, but usually refers to 

self-focused attention. One general theme in the self-awareness lit- 

erature across multiple disciplines is a focus on consistency between 

aspects of self as well as consistency between self and actions (Carver, 

2003). Highly self-aware individuals have a more integrated and inter- 
nalized view of themselves and behave in ways that are consistent with 
this self-view. Similarly, in the leadership literature, Hall suggests “self- 
awareness refers to the extent to which people are conscious of various 
aspects of their identities and the extent to which their self-perceptions 
are internally integrated and congruent with the way others perceive 
them” (2004, p. 154). This definition draws attention to both the 
quality and accuracy of one’s self-perceptions. 

Self-awareness has also been conceptualized and measured similarly 
to private and public self-consciousness, which is often manipulated by 
placing a mirror in front of the participant to draw attention to the self. 
In this sense, self-awareness is conceptualized as a state that can be 
easily manipulated rather than as a more stable individual difference 
variable. Although these two conceptualizations are somewhat related, 
we do need to avoid potential confusion about our use of the term. We 
refer to self-awareness as an individual difference that has to do with 
one’s conscious awareness of components of the self and the accuracy of 
those observations. Other researchers have used similar terms such as 
self-understanding or self-insight (London, 2002). 

Self-awareness is critical for leader development and _ success. 
Research has empirically linked self-awareness and managerial perfor- 
mance across a variety of organizational contexts (Church, 1997). To 
lead effectively, leaders need to have insight into how others respond 
to their words and actions. Because self-aware leaders are better able 
to consider the impact of their behaviors on others, they are better 
able to monitor and adjust their behaviors to meet the needs of others. 
This should facilitate the adaptive transfer of skills and knowledge they 
acquire to working with others of various abilities and attitudes as well 
as to changing environmental situations. 

In this sense, leader development can be viewed as the process of 
enhancing the fit between the expectations and requirements of the 
leader and the leader’s personal identity (Hall, 2004). Self-awareness 
is the link that helps a leader to recognize a need to change aspects of 
his or her identity or to change aspects of the environment to become a 
better leader. Through being highly self-aware, a leader is able to reflect 
on his or her strengths and weaknesses and thereby facilitate growth and 
continuous learning (Hall, 2004). Individuals with greater awareness of 
their strengths and weakness are better able to manage feedback, which 
is an integral component in lifelong development (London, 2002). Addi- 
tionally, they are more accepting of feedback from the environment, less 
likely to discount negative feedback, and better able to integrate feed- 
back with their self. 
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Self-awareness is an important individual difference factor in under- 
standing self-regulatory processes. VanVelsor et al. (2004) suggest that 
cognitive self-regulation (metacognition) is a critical element of self- 
awareness as it sets the stage for asking oneself deeper cognitive questions 
for reflection. Monitoring and reflecting on one’s thinking and learning 
processes can enhance self-awareness and the ability of an individual to 
learn and develop. Self-awareness is likely related to goal setting as well 
as monitoring the progress toward goal achievement. Individuals with 
greater self-awareness may set more realistic goals as well as goals most 
pertinent to their needs. As self-awareness includes self-focused atten- 
tion, then with greater self-awareness, leaders must pay close attention 
to progress toward their personal development goals. Leaders with the 
ability to assess their strengths and weaknesses are also more likely to 
be aware of their progress. 

Proposition 7d: Self-awareness will facilitate the devel- 
opment of leader learning and expertise. 

Implementation Intentions 

Often people have intentions to perform various behaviors but fail to 
execute them for a number of reasons. Many people have difficulty 
beginning tasks or, after getting started, are easily distracted and lose 
focus on a task. One type of self-regulation strategy called implemen- 
tation intentions can facilitate goal achievement through a number 
of psychological processes. Implementation intentions (Gollwitzer, 
1999) serve to make the initiation of goal-directed behavior nearly 
automatic by designating where, when, and how behavior leads to goal 
attainment. In this sense, implementation intentions take goal inten- 
tions a step further. 

A goal intention denotes an intention to reach a certain outcome 

or behavior, whereas an implementation intention denotes an inten- 
tion to perform a particular goal-directed behavior when a specific 
situation is encountered. For example, a goal intention might be to 
improve interpersonal skills, whereas an implementation intention 
might be “when I meet with my direct reports, I will rephrase their 
statements before I express my opinion to ensure that I am listening 
and I understand their concerns.” Generally, implementation inten- 
tions “facilitate attending to, detecting, and recalling viable opportu- 
nities to act toward goal attainment and, in addition, automate action 
initiation in the presence of such opportunities” (Gollwitzer, Fujita, & 
Oettingen, 2004, p. 214). In essence, implementation intentions pass 
the control of behavior from an internal, cognitive control to antici- 
pated situational cues. Gollwitzer (1999) argued that as soon as the 
chosen situational cue is encountered, specified behavior is enacted 

automatically. 
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Individuals differ with respect to how often they furnish goals with 

implementation intentions and how strong such intentions might be. 

Gollwitzer (1999) suggests people generally form implementation 

intentions around their goals about two thirds of the time without 

being directed to do so. Meta-analytic results indicate that individuals 
who employ implementation intentions are better able to achieve goals 
than those who do not use this strategy (d = .65; Gollwitzer & Sheeran, 
2006). The effectiveness of using implementation intentions has been 
demonstrated for goals as diverse as engaging in health-promotion 
behaviors to completing written reports to executive control in patients 
with schizophrenia (Gollwitzer, Fujita, & Oettingen, 2004). Meta- 
analytic evidence suggests that the use of implementation intentions has 
a substantial overall positive effect on goal progress (Koestner, Lekes, 
Powers, & Chicoine, 2002). 

The effects of implementation intentions on goal attainment are 
impressive, particularly when action initiation is difficult, for goals 
that are easy to forget, or for individuals who have problems with 
behavioral control or are often preoccupied with cognitive distractions 
(Gollwitzer, 1999). Furthermore, using implementation intentions has 
a stronger effect on goal progress when goals are difficult rather than 
easy (Gollwitzer & Brandstatter, 1997), when the intention to engage in 
behaviors is strong, when the superordinate goal is activated, and when 
the link between the situation and desired behavior is clear (Gollwitzer, 
Fujita, & Oettingen, 2004). 

It is likely that individuals who employ implementation intentions 
have an advantage in pursuing developmental goals compared with 
those who do not. Specifically, the use of implementation intentions is 
likely to facilitate developmental goal progress. This effect is particu- 
larly pronounced when paired with goals that reflected the interests and 
values of the individual, such as identity goals. Koestner et al. (2002) 
found that implementation intentions moderated the impact of self-con- 
cordant goals on goal progress, such that relationship between self-con- 
cordant goals and goal progress was stronger for individuals who used 
implementation intentions. One likely reason for this is that individuals 
often end up pursuing multiple goals at the same time, which presents 
distractions and obstacles that force them to consciously make commit- 
ments and adjustments to a particular goal. Implementation intentions 
may relieve such a burden by making the most important goals espe- 
cially salient. This idea is consistent with theorizing on why people are 
resistant to change. Kegan and Lahey (2001) suggest that individuals are 
often pulled by conflicting commitments that they must work through 
before committing to a particular course of action. Forming implemen- 
tation intentions may facilitate the salience of immediate goals. 

Individuals who form implementation intentions regarding their 
development also may be better able to preserve their self-regulatory 
resources. Forming implementation intentions creates a mental re- 
presentation of an anticipated event, much like a schema or a mnemonic 
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aid, which becomes highly activated and accessible when the situation 
is encountered. The demand on attention is reduced because the mental 
representation is easily accessible. Additionally, the behavioral response 
becomes automatic, thereby reducing behavioral as well as cognitive 
regulatory demands. Empirical support exists for the effect that form- 
ing implementation intentions has on reducing the negative effects of 
ego-depletion, or the depletion of self-regulatory resources (Webb & 
Sheeran, 2003). . 

Proposition 7e: Forming implementation intentions regard- 
ing initiating leadership practice and persisting through 

distractions will facilitate leader development. 

INDIVIDUAL AND ENVIRONMENT INTERACTION: 
ACCELERATING LEADER DEVELOPMENT 

Environmental factors of assessment, challenge, and support as well as 
personal factors relating to regulation all contribute to the outcomes 
of developmental experiences. Although personal and environmental 
factors may have direct effects on development outcomes, it is more 
likely that they have interactional effects. Psychologists have long sug- 
gested interactions between persons and the environment. It is likely 
that greater regulatory processes on the part of the individual may com- 
pensate for experiences that may be less developmental by nature. 

There are any number of potential interactions between assessment, 
challenge, support, and the various individual differences related to 
self-regulation. We have highlighted a selection of possible interactions. 
First, individuals with a learning goal orientation are more likely to 
be proactive in seeking feedback than individuals with a performance 
goal orientation. A learning goal orientation has been found to relate 
to increased perceived value and decreased perceived costs of seeking 
feedback especially when the individual’s leader is low on consideration 
(VandeWalle, Ganesan, Challagalla, & Brown, 2000). Additionally, 
individuals with learning goal orientations may be more likely to accept 
feedback given to them. Individuals may react defensively to feedback 
that is critical or discrepant with their self-view. Brett and Atwater 
(2001) found that over time, individuals with a learning goal orientation 
reacted more positively to discrepant 360-degree feedback than those 
with a performance goal orientation. 

In sum, we have discussed how environmental factors (assessment, 
challenge, and support) and individual factors (self-regulatory strength, 
goal orientation, self-efficacy, self-awareness, and implementation inten- 
tions) each contribute to the leader development process. We suggest 
that factors of the person and the environment interact to accelerate 
development (see Figure 13.2). It is clear that self-regulatory processes 
are important, but self-regulatory factors may manifest themselves 



202 An Integrative Approach to Leader Development 

Individual Differences 
Environmental Factors * Self-regulatory strength 

+ Assessment * Goal orientation 
+ Challenge * Self-efficacy 
¢ Support * Self-awareness 

* Implementation intentions 

Impacts on Leader Development 
¢ Skill acquisition 
« Competency development 
« Expertise 
+ Leader identity 

+ Experiences 
« Reflection 

Figure 13.2 Environmental and individual effects on leader development. 

differently throughout the process. In the next section, we further 
elaborate on the role of self-regulatory processes, as well as individual 
differences and tactics that influence the ability to self-regulate 
during skills acquisition, competency development, and expertise 
development. 

SELF-REGULATION IN THE DEVELOPMENT OF 
SKILLS, COMPETENCIES, AND EXPERTISE 

Skill Acquisition 

Self-efficacy and self-regulation are both key elements in the skills 
acquisition process, but have differentially important roles throughout 
the process. Self-efficacy is thought to enhance learning through its 
motivational role by enhancing expectations of successful performance in 
a given domain. In a meta-analytic path analysis, self-efficacy was found 
to play a key role in predicting training motivation (Colquitt, LePine, & 
Noe, 2000). Self-efficacy was positively related to motivation to learn, 
which in turn predicted declarative knowledge and skill acquisition. 

Kanter and Ackerman (1989) suggest that the resources used during 
the skills acquisition process change over time. Individuals’ estimates of 
their efficacy and the factors that play in to their efficacy judgment change 
throughout the skill acquisition process and motivate the use of differ- 
ent resources. Additionally, the resources that best predict performance 
also change. Early in the acquisition process, several factors play into 
one's efficacy judgment such as the task environment, current knowledge 
and abilities, and previous performance in a related acquisition process. 
But over time efficacy judgments are based on simpler and less effortful 
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processes. This shift represents a movement from controlled to automatic 
processes. As there is a freeing up of resources as a task is learned and 
becomes more easily performed, motivational factors and self-regulation 
may be more important during later stages. In early stages, individu- 
als have few attentional resources to spare for self-regulation. As such, 
self-efficacy judgments are more predictive of early skills acquisition 
success, whereas self-regulatory mechanisms such as goal setting and 
self-monitoring are more predictive during later stages (Mitchell et al., 
1994). Goal setting is more effective when the task is not completely 
novel. 

Goal orientation is an important variable to consider as it influences 
the direction of resources invested in the skills acquisition process. In 
general, individuals with high learning goal orientations should be better 
equipped for skills acquisition as they may not view mistakes as threats 
and will be less likely to withdraw from obstacles, minimize effort, or 
focus attention on performance indicators rather than the task. A study 
conducted by Yeo and Neal (2004) found that rate of change in effort- 
performance relationships was strongest for individuals with a low 
performance goal orientation. These results suggest that over time the 
effort put.forth by individuals with low performance goal orientations 
was more strongly and positively tied to performance than those with a 
high performance goal orientation. The authors suggest that individuals 
with low performance goal orientations may direct their efforts more 
toward ego management than on the task. In other words, they spend 
more effort trying to appear as though they are competent rather than 
investing energy on the task directly. 

Research examining the roots of ego depletion has demonstrated that 
self-regulation efforts targeted at portraying a positive impression to 
others can reduce the resources available to self-regulate other facets of 
behavior (Vohs, Baumeister, & Ciarocco, 2005). This may predict the 
quality of the effort put forth, such that low performance goal oriented 
individuals work through difficulties early on and are more intentional in 
their development. At the end of the practice session an interaction was 
noted between learning and performance goal orientations. The benefits 
of a low performance goal orientation only emerged for those individuals 
with a high learning goal orientation. A high performance goal orienta- 
tion may be particularly detrimental when individuals are trying to learn, 
as they are not willing to be vulnerable to appearing incompetent. 

Goal orientation also may influence the skills acquisition process, 
particularly as it interacts with the complexity or demands of the task 
(Steele-Johnson, Beauregard, Hoover, & Schmidt, 2000). Following Kan- 
fer and Ackerman’s (1989) model of skills acquisition, Steele-Johnson 
and colleagues (2000) suggest that one’s goal orientation may be more 
or less beneficial depending on the demands of the task. For example, 
performance goal orientation may be beneficial for routine tasks with 
low cognitive demand because it may cue rehearsal task strategies that 
accelerate automatization and in turn may free up cognitive resources. 



204 An Integrative Approach to Leader Development 

Conversely, learning goal ‘orientation cues individuals to develop task 
strategies and schemas that may help in the long term. Someone with 
a learning goal orientation is more likely to direct attention toward 
the task, which may be more beneficial in early stages of complex skill 
acquisition as it cues self-regulatory behaviors. The authors suggest that 
schema development may not be important for simple tasks, or alterna- 
tively, benefits of schema development may be time-lagged. 

Even before one engages in the skills acquisition process, a choice 
is made for the need to learn a new skill. Heightened self-awareness 
may help an individual identify areas that need to be developed. Having 
an accurate understanding of one’s strengths and weaknesses helps an 
individual know his or her needs. Highly self-aware leaders may be best 
able to identify new skills to be acquired, whereas individuals with low 
self-awareness may discount or ignore self-relevant feedback and have 
negative attitudes toward work (Ashford, 1989). 

People who are better able to use implementation intention strategies 
are likely to acquire skills faster than those who do not. Implementation 
intentions have been consistently found to help initiate task-relevant 
behavior. An individual might have a goal to acquire new knowledge or 
skills at the declarative or procedural level, yet may be having a difficult 
time beginning such a process. Forming an implementation intention 

around learning a particular skill is likely to help an individual begin 
or persist in skills acquisition. Additionally, one main tenet of imple- 
mentation intentions that appears to relate to skill acquisition pertains 

to the automaticity of behavior. Forming implementation intentions 
makes a behavioral response automatic when a situation is encountered 
(Gollwitzer, 1999). In this regard, implementation intentions may also 
speed up the process of attaining automaticity in a particular skill or 
task, thereby freeing cognitive resources. 

Competency Development 

As declarative and procedural knowledge become more complex and 
integrated, schemas or mental models are developed. Schemas are 
generally considered to be organized knowledge about a given concept, 
including attributes of a concept and the relationships among them. 
Schemas provide information on the storage of knowledge and a system 
to integrate new knowledge within a particular domain. Strategic and 
adaptive competencies are supported through the development of such 
cognitive representations. As mentioned earlier, strategic competencies 
involve having an understanding of contingencies that call for changes in 
attention and behavior in a situation (Bell & Kozlowski, 2002). Strategic 
competencies are created out of extensive and integrated schemas. 
Leaders with more developed strategic competencies are better able 
to respond to a variety of circumstances because they have a larger 
repertoire of possible responses and a better understanding of when 
a particular response is warranted. Adaptive competencies are more 
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complex than strategic competencies and involve generalizing knowl- 
edge and skills to new situations and situational awareness. A leader 
with greater adaptability is better prepared to manage unexpected or 
complex situations (Kozlowski et al., 2001). 

In addition to its role in acquiring knowledge and skills, regula- 
tion is also a key component in the development of competencies, but 
the role may manifest itself slightly differently at this level. Because 
competencies are developed out of cognitive representations of events 
such as schemas and mental models, exploring the role of regulation 
in the development of these representations is a valuable first step. A 
more developed schema is one that contains more elements, more links 
among elements, and a more complex hierarchy of elements. Although 
more information is contained in an expert’s schema relative to that of 
a novice, the component “chunks” are also larger and are more united. 
Because there are more links and stronger links among pieces of infor- 
mation, experts are more quickly able to find information contained in 
their schema than a novice (Fiske & Dyer, 1985). 

According to the cognitive developmental approach, adaptation 
involves development through new forms of thinking that include 
greater use of reflection and integration of contextual, relativistic, and 
subjective knowledge. The term cognitive complexity has been used to 
describe individual differences in cognitive capacity. Cognitive complex- 
ity has been found to explain the effect of age and educational factors 
on the integration of cognitive and affective information and experi- 
ence (Labouvie-Vief & Diehl, 2000). Cognitive-affective integration 
describes the extent to which individuals are able to integrate thinking 
and feeling. Greater integration is related to more proactive and healthy 
coping strategies that involve choice, purpose, and realism rather than 
defensive, hostile, or escapist types of defense strategies. 

The importance of having a complex and integrated behavioral 
repertoire and understanding of when certain thoughts and behaviors 
are warranted is of utmost importance in leadership. Regulation of the 
self in terms of maintaining a balance between what is expected of 
the leader and one’s behaviors has been investigated in the leadership 
literature. Specifically, adaptive self-regulation refers to a “social 
process in which leaders attempt to understand and adapt to the role 
and performance expectations of organizational constituents” (Sosik, 
Potosky, & Jung, 2002, p. 212). Adaptive self-regulation involves the 
detection of discrepancies between leaders current behaviors and the 
standards various constituents hold and resolving these discrepancies by 
managing others’ expectations through regulation techniques of stan- 
dard setting, enacting different behavior, and self-monitoring (Tsui & 
Ashford, 1994). Developmental feedback may help leaders to display 
a wider variety of behaviors and cue the use of strategic competencies 
that leaders develop. 

Forming implementations intentions might accelerate the devel- 
opment of strategic competencies that would normally be built over 
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longer periods of time through encountering many different situ- 
ations. One potential caveat is that there seems to be an implicit 
assumption that an intended behavior is something that the individ- 
ual has some baseline ability to perform. Most studies have proposed 
implementation intentions as a solution to the failure to initiate task- 
directed behavior or persistence in a desired behavioral goal, rather 
than a component in the learning process. Theoretically, building an 
implementation intention might facilitate the development of a men- 
tal model of contingent behaviors as a tool to build competence. As 
implementation intentions have been described as a strong mental 
link between a goal and action (Gollwitzer, 1999), it seems feasible 
that a number of implementation intentions might facilitate the cre- 
ation of a mental representation of competence in a particular domain. 
Through repeated enacting of intentions, desired behavior becomes 
automatic and becomes part of a strategic competency. In other words, 
an individual automatically behaves according to his/her schema of 
contingence-based responses. 

In addition to influencing the skills acquisition process, goal orienta- 
tion affects how existing knowledge/skills are used as well as the transfer 
of new skills. Individuals with learning goal orientations focus on ways 
to master tasks so as to develop their competence, acquire new skills, 
and learn from experience (Brett & VandeWalle, 1999; VandeWalle, 
Brown, Cron, & Slocum, 1999). As individuals with learning goal orien- 
tations focus on mastery and learning from experience, they will likely 
build strategic understandings of the contingencies and be better able to 
generalize competencies to novel situations. 

A similar line of reasoning offers suggestions of the role self-efficacy 
plays in adaptive competency development. Adaptive competencies are 
built as individuals become better able to extrapolate competencies to 
new situation or transfer training to new circumstances. Meta-analytic 
findings suggest that post-training self-efficacy predicts the transfer 
of training (Colquitt et al., 2000). Further, self-efficacy may relate to 
an individual’s adaptive competency through its role in dealing with 
change, uncertainty, and challenge. Individuals with high self-efficacy 
are more likely to exert extra effort to respond to a challenge (Wood & 
Bandura, 1989). The authors propose that personal efficacy suggests a 
resilient self-belief in one’s capabilities to exercise control over events to 
accomplish a desired goal. 

Similarly, Judge, Thorensen, Pucik, and Welbourne (1999) found that 
generalized self-efficacy, as part of a positive self-concept, was positively 
related to a manager’s ability to deal with change. The authors suggest 
that in situations of change, novel and complex situations arise. As dis- 
cussed above, self-efficacy is very useful in predicting how an indi- 
vidual responds to new situations. In particular, high self-efficacy may 
be an antecedent of positive attitudes toward critical career-oriented 
events, such as those involving major job and organizational changes. 
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Individuals with low self-efficacy may avoid or become defensive in 
situations in which they believe they cannot perform well. 

Expertise 

The importance of regulation in developing expertise in a particular 
domain is crucial. Regulation may serve three important functions: (a) 
setting increasingly more difficult goals, (b) motivating years of practice, 
and (c) being intentional throughout a practice session by monitoring 
progress. Research has shown that the amount of deliberate practice is 
strongly predictive of the attained level of performance of experts (Erics- 
son, Krampe, & Tesch-Rémer, 1993). Regulation at this level facilitates 
the persistence of deliberate practice to build expertise. Having a stron- 
ger ability to regulate one’s thoughts, emotions, and behaviors helps an 
individual to focus attention on the task even beyond reaching basic skills 
acquisition. After an acceptable standard of performance is reached, 
behavior becomes automatic and more difficult to intentionally modify. 

Ericsson (2003) refers to this difficulty as the arrested development 
associated with automaticity: “The principal challenge for attaining 
expert performance is that further improvements require continuously 
increased challenges that raise the performance beyond its current level” 
(p. 116). What distinguishes expertise from acceptable performance is a 
push beyond an acceptable standard through years of deliberate practice, 
raising performance standards, and taking on greater developmental 
challenges. This may be especially relevant to leader development when 
events conspire to push other agendas instead of learning. Ego depletion 
or low self-regulatory strength might be associated with falling back 
on well-learned behaviors rather than attempting more challenging 
approaches. As noted by one prominent approach to leadership devel- 
opment (McCauley & Van Velsor, 2004), experiences that are highly 
developmental in nature contain a large dose of challenge (in addition 
to assessment and support). 

Similar to its role in skills acquisition, goal orientation might relate to 
expertise development. It has been suggested that one’s goal orientation 
provides a cognitive framework to respond to achievement situations 
and influence performance through the use of self-regulation techniques 
(VandeWalle et al. 1999). These regulation techniques play an 
important role in intentional practice, the key component of developing 
expertise. Individuals with a learning goal orientation may expend more 
effort as they believe that expending effort is viewed as a strategy for 
developing ability and is related to task achievement. Similarly, they 
set more difficult goals, intend to put forth more effort, and intend to 
engage in more planning. In addition, it has been proposed that those 
with a strong learning goal orientation are proactive in seeking feedback 
(VandeWalle, 2003), which should augment practice in facilitating the 
development of expert performance. 
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Implementation intentions can facilitate the initiation and execution 

of deliberate practice, the main determinant of expertise development. 

Leaders who regularly form strong implementation intentions may be 
able to form intentions to enact leadership practice when a situational 
cue is encountered. For example, a leader might practice “ensuring 
shared understanding” (Horey et al., 2004) by forming an implemen- 
tation intention to tune into the content, emotion, and urgency of a 
message when receiving new information regarding a mission. Addition- 
ally, implementation intentions also influence the persistence through 
task distractions. As expertise is developed through deliberate practice, 
forming an implementation intention may help to practice a specified 
task despite distraction. Implementation intentions can also be formed 
about how to handle distraction aiding in the focusing on the task and 
avoiding task-irrelevant cues and distractions (Gollwitzer, Fujita, & 
Oettingen, 2004). Additionally, implementation intentions may also 
help to reduce the negative effects of ego-depletion, or the exhaustion 
of self-regulatory resources. Because implementation intentions serve as 
an automatic response, the drain on self-regulatory resources is reduced 
(Webb & Sheeran, 2003). 

Expert performance is explained through increasingly complex con- 
trol and self-regulation processes, which are critical for making prac- 
tice deliberate and intentional and facilitate a push beyond a typical 
level of performance (Ericsson, 2003). As such, the greater the self- 
regulatory strength, the better equipped a leader is to deliberately 
practice furthering expertise development. Additionally, the greater 
efficacy that a leader has the more likely he or she will continue with 
practice. Leadership efficacy refers to belief in one’s ability to lead 
change, set direction, gain commitment, and overcome obstacles to 
change, which has been found to positively relate to engaging in lead- 
ership. This suggests that those with higher leadership efficacy seek 
out more opportunities to practice leadership (Paglis & Green, 2002). 
Through these types of “practicing leadership” episodes, greater leader- 
ship expertise is developed. Similarly, individuals high in leadership 
efficacy may be more receptive to feedback, instruction, and chal- 
lenges at work (Klein & Ziegert, 2004), all of which further leader 
development. 

To attain expert performance, individuals must continually monitor 
their performance and design intentional practice sessions around 
their own specifically pertinent issues. Ericsson (2003) suggests that 
individuals address specific performance problems through problem 
solving and generating specific modifications that can be fully integrated 
through extended deliberate practice. Often an individual must 
recognize areas needing development without substantial guidance 
from others. Self-awareness may help an individual to perceive a par- 
ticular area that needs practice as well as monitor progress to that goal 
within a practice session. 
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INTEGRATION WITH LEADER IDENTITY 

Clearly, experiences are necessary for the development of leader skills, 
competencies, and expertise, but how do these experiences shape a 
leader identity? Leaders can take away any number of lessons from a 
given developmental experience. McCall et al. (1988) identified five 
overarching themes for lessons learned from experience: (1) setting and 
implementing agendas, (2) handling relationships, (3) basic values, (4) 
executive temperament, and (5) personal insight. The first two categories 
refer to basic skills learning such as technical knowledge, prioritization, 
accepting responsibility, communication, and emotional regulation, 
whereas the latter three categories are at a deeper level and could foster 
integration with individual leader identity. Basic values refer to the 
principles that guide appropriate behavior as outlined in our chapter 
on moral development (Chapter 6). Executive temperament refers to 
qualities an individual possess that allow for dealing with uncertainty or 
change, such as adaptability. Finally, personal insights involve enhanced 
self-awareness. These types of lessons are integrative with leader iden- 
tity as they are all relevant to the self and identity development. 

No single agreed-upon theory exists outlining the exact process by 
which individuals use experience to develop their identities. The process 
likely differs to some extent among individuals and across different 
types of experiences. Drawing from several developmental theories, 
a few important themes do emerge. First, the choice to integrate an 
experience with identity is outlined in Piaget's work with regard to the 
processes of accommodation and assimilation. Second, Kegan (1982) 
offers suggestions on what needs to occur in an experience in order for 
it to help develop leader identity. Finally, the practice of reflection is 
highlighted as an effective tool to produce the opportunity and need 
for changes in identity. In particular, accommodative self-reflection that 
occurs when goal attainment is disrupted can promote increasing levels 
of self-understanding (King & Hicks, 2007). 

Piaget described identity development in terms of assimilation and 
accommodation. Individuals who assimilate their experiences do not 
change or elaborate self-schemas with the experience; rather, they 
integrate external elements like experience into evolving or completed 
indentity structures (Block, 1982). Identity assimilation is defined as 
processes whereby individuals change aspects of the situation or discount 
information to maintain the current self-view. Identity accommodation, 
on the other hand, describes a process in which individuals incorporate 
experiences and changes to their existing self-schemas. An ideal state 
of adaptation involves a dynamic equilibrium between assimilation and 
accommodation—what Piaget termed equilibration. He defined this 
not as a balance between competing forces but through processes of 
active self-regulation (Block, 1982). Some degree of identity stability is 
desirable (assimilation) as well as a degree of change (accommodation). 
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Individuals who are able to manage equilibration hold a stable sense of 
self, but are able to make changes to their identity when experiences 
call for such changes. From this perspective the notion of accommo- 
dative self-reflection is the practice of “thoughtful examination of lost 
goals and the reconstruction of and reinvestment in new goals, com- 
mensurate with what one has lost” (King & Hicks, 2007, p. 627). 

According to Kegan (1982), development occurs as an individual 
encounters increasingly complex experiences and integrates these expe- 
riences with the self. This developmental framework focuses on growth 
in terms of building a more complex and integrated understanding of 
the leaders’ world and the self in the world. Leaders develop as they 
move to more complex ways of knowing. Before leaders can move to a 
more complex knowledge principle, they must first come to realize that 
they hold such assumptions, principles, and world views. Often these 
knowledge principles are so embedded in the self that one is not even 
aware of a holding such a belief. For example, a leader might hold a 
guiding knowledge principle with respect to leadership. This leader may 
view leadership solely in terms of a formal leader role with the goal of 
giving orders. Before this leader can come to a more complex under- 
standing of leadership, he or she much first become aware of this way of 
thinking about leadership (and its potential limitations) and hold it as 
“object” by separating the self from this view. Once the leader is able to 
explicitly see through this view rather than implicitly seeing with the 
view, he or she is free from it to move to a higher developmental level. In 
this sense, leaders can develop their leader identity through experiences 
that encourage them to explicitly examine the assumptions they hold 
and separate the self from them. Once these assumptions or knowledge 
principles are identified, separated, or differentiated, new principles are 
integrated into a broader and more complex perspective of how things 
are interrelated. 

Schén (1983) suggests that reflection fits into two general kinds: 
reflection-on-action and reflection-in-action. We reflect on action, 
thinking back on what we have done. After-action reviews are an excel- 
lent example of this type of reflection. Most common approaches to 
study reflection include coached reflection, which refers to a situation in 
which another individual or group of individuals provide an individual 
with formal tools to help them work through a situation and learn from 
it. Coached reflection is often a key component of coaching and men- 
toring. Action learning refers to a continuous process of learning and 
reflection. Action learning focuses on an existing job challenge and leads 
to intentional development. A key emphasis of action learning is get- 
ting things done with support of colleagues (Day, 2000). Reflection in 
action learning settings has been empirically linked to leader behaviors. 
Hirst, Mann, Bain, Pirola-Merlo, and Richver (2004) found that leaders’ 
learning through reflection in an action learning setting was related to 
later engagement in facilitative leadership. Facilitative leadership was in 
turn related to team reflexivity and performance. Facilitative leadership 
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was defined as behavior that promoted the trust, respect, conflict reso- 
lution, and open communication among team members. 

In contrast to coached reflection, reflection-in-action refers to unstruc- 
tured reflection that individuals engage in during the course of an experi- 
ence rather than after the experience (Schén, 1983). In general, this type 
of reflection involves inquiry and interpretation either within a leader’s 
mind or through discussion with others. Seibert (1999) notes that the best 
leaders are intentional and proactive about engaging in ongoing reflection, 
but environmental factors also contribute to the success of reflection-in- 
action. These conditions include autonomy, feedback, access, connection 
and stimulation by others, pressure, and momentary solitude. 

The importance of reflection has also been noted at the team level 
of analysis. Edmondson (1999) investigated the effectiveness of teams 
that engage in learning behaviors. She observed that team learning was 
an iterative process of individual learning through experimentation and 
observing feedback effects. Further, learning is most effective when 
teammates engaged in reflection and discussion. 

SUMMARY AND IMPLICATIONS OF 
Pee ena OENTITY PROCESSES 

This chapter has elaborated on the integrative processes of self- 
regulation and identity in the lifelong leader development journey. 
These are especially important in the overall developmental process in 
that they link the deeper aspects of adult development with the most 
observable, surface-level components of skills acquisition, competency 
development, and expertise. Central to the developmental process at 
this mid-level, leaders develop through a cyclical process of develop- 
ing a leader identity and engaging in developmental experiences. As 
individuals come to view themselves as leaders, they will likely seek out 
more experiences to develop requisite leadership skills and competen- 
cies, and engage in what we call “practicing leadership.” Participation in 
these experiences also strengthens a leader identity. 

Factors of the environment such as assessment, challenge, and 

support interact with individual differences in self-regulation denoted 
by goal orientation, self-efficacy, self-awareness, _ self-regulatory 
strength, and implementation intentions to influence the strength 
of the spiral. We suggest that these variables influence or moderate 
the process of development. Although each component might have 
unique contributions to expertise development, one important theme 
is the role of self-regulatory processes. A few of what we see as the 
more relevant and promising factors were discussed; however, other 
individual differences may also influence these developmental spirals. 
For instance, individual differences in the need for achievement or 
drive to self-evaluate may play a role in the amount of feedback seeking 

behaviors individuals partake (Ashford & Cummings, 1983). 
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Some individuals may also be more inclined than others to engage in 
developmental activities in general. A few individual difference factors 
have been developed to address these differences such as personal 
growth initiative (Hardin, Weigold, Robitschek, & Nixon, 2007) and 
growth need strength (Hackman & Oldham, 1976). Additionally, 
individual differences in motivation to lead (Chan & Drasgow, 2001) 
have implications for the leader development process. Leaders with 
high affective motivation to lead (i.e., they enjoy acting as a leader) 
may respond differently from individuals with high social-normative 
motivation to lead (i.e., they feel an obligation to lead). Finally, it was 
noted that individuals use processes of accommodation and reflection 
to integrate personal experiences with their identity. Doing so more 
intentionally might further accelerate the development of a leader 
identity and overall leader development. 
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Thus far, we have discussed leader development in terms of leadership 
competencies (viz., strategic and adaptive competencies) and how they 
are acquired over time, as well as the supporting processes associated with 
identity development and self-regulation. These processes and functions 
that are thought to be important for effective leader development occur 
within the deeper context of adult development. As noted in earlier sec- 
tions of this book (see especially Chapters land 2) every day the Army 
trains soldiers and grows leaders; however, a more complete portrayal is 
that the Army is engaged in continuously developing adult leaders. 

We believe that this is an approach that could benefit other types of 
organizations as well. Rather than tackling leader development in an 
episodic and program-based manner, most organizations could improve 
their initiatives in this regard by incorporating more of the “big picture.” 
Specifically, it is important to recognize that leader development occurs 
in context. One context is that provided by the organization. A second 
context is embedded in the developmental experiences in the form of 
assessment, challenge, and support. A third context that will be elabo- 
rated on in this chapter is that of adult development. Organizational 
leaders develop in context of their development as adults. So a pertinent 
question is what are the unique or driving forces of adult development 
that might inform and help accelerate leader development? 

We know from the adult development literature (see Chapter 3) that 
there are unique aspects of development in adults as compared with chil- 
dren and adolescents. In particular, adult development is driven much 
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more by experience than by biologically based maturational processes, 
yet there are physiological changes in adulthood that have important 
implications for leader development across the lifespan. Deficits in certain 
kinds of cognitive processing could present barriers to leader develop- 
ment in adulthood, so understanding how to compensate for such defi- 
cits would be extremely important for accelerating leader development. 
These kinds of issues are taken up in the present chapter, and the impli- 
cations are summarized in a set of theoretical propositions. The proposi- 
tions lay the foundation for more specific research hypotheses pertaining 
to the role of adult development in leadership that are presented in the 
final section. 

A primary reason the adult development literature is of particular 
relevance to leader development is that it considers age-related changes 
as outcomes of maturation. This is a critically important issue for mili- 
tary organizations such as the Army, as many individuals join in their 
late teens or early twenties and can continue to develop as leaders well 
into their forties and fifties. But this is also relevant to any organization 
that values talent retention and anticipates the need to make or grow 
its own leaders rather than buying them from other organizations (i.e., 
through external hiring). 

Leader development theory and research has largely ignored the well- 
documented finding that some components of intellectual development 
start to decline after a certain age (e.g., basic information processing and 
fluid intelligence) whereas other components continue to develop across 
the lifespan (e.g., crystallized intelligence and cultural knowledge; 
Baltes, Staudinger, & Lindenberger, 1999). Others have proposed that 
there are different growth curve functions for the various components 
of intellectual functioning, including intelligence-as-process (i.e., 
fluid intelligence), crystallized intelligence, personality, interests, and 
knowledge (Ackerman, 1996). In short, there are naturally occurring 
maturational effects that are likely to interact with the experiences 
typically used as part of formal leader development initiatives. As far as 
we know, there has been virtually no attention given to these types of 
possible age-related interactions. 

Proposition 8: Leader development is ongoing throughout the 
adult lifespan and is shaped by experience as well as through 

adult development and age-related maturation processes. 

HEALTH THROUGHOUT THE LIFESPAN 

One type of loss often discussed as part of adulthood and aging is the 
decline of physical and cognitive functioning as one gets older. Although 
researchers once considered some sorts of declines as universal and 
perhaps inevitable vestiges of biological decline, more recent research 
suggests a lifespan contextualized understanding of functioning as one 
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ages (Hess, 2005). Age-related changes in functioning are multidimen- 
sional and multidirectional with significant individual variability as a 
result of the context of individuals’ life experiences and circumstances. 
Cognitive declines are often a function of illness or disease, which 
often co-occur with age. In fact, intellectual decline due to chronologi- 
cal aging itself may be merely a statistical artifact (Cooney, Schaie, & 
Willis, 1988). The association between poor health, particularly dis- 
ease, and cognitive decline has long been established (Elias et al, 1990). 
Declines in cognitive functioning are most often associated with chronic 
diseases, particularly to the cardiovascular or central nervous systems 
rather than aging per se. Data from a large longitudinal study (Schaie, 
2005) showed that the total number of chronic diseases an individual 
has will negatively affect verbal and math performance. Additionally, 
cardiovascular diseases, which decrease blood flow to the brain, were 
associated with an early onset of decline in intellectual functioning, but 
only for more serious diseases such as atherosclerosis and cerebrovascu- 
lar diseases rather than slight hypertension. 

Although health problems and disease cannot be fully prevented, 
individuals can engage in risk-reducing behaviors to prevent or 
compensate for health declines. Behaviors such as maintaining proper 
nutrition, exercise, refraining from smoking, and moderation in alcohol 
consumption, as well as social support and regular medical care have 
been continually identified as preventative (Whitbourne, 2002). In 
addition to the benefits of maintaining a healthy lifestyle, meta-analytic 
evidence suggests that exercise interventions even later in life have posi- 
tive effects on overall well-being, self-efficacy, and self-views (Netz, 
Wu, Becker, & Tenenbaum, 2005). Focusing on maintaining active and 
fit lifestyles are important components in ensuring cognitively sharp 
and psychologically healthy leaders well into adulthood. 

Self-regulatory behaviors that play a key role in personal development 
(see Chapter 13) are also important in maintaining physical health and 
well-being throughout the lifespan. It has been suggested that self-regu- 
lation lies at the core of adaptation (Bandura, 1977) both psychologi- 
cally and physically. Staudinger, Fleeson, and Baltes (1999) examined 
two indicators of self-regulatory processes in areas of work and health 
as predictors of self-rated physical health and psychological well-being 
within large national studies in the U.S. and Germany. Personal life 
investment—including the pursuit of developmental goals and com- 
mitment to those goals—as well as personal control were indicators of 
self-regulation throughout the lifespan. Self-regulatory indicators in 
work and health together accounted for 18% of the variance in subjec- 
tive physical health (more than age, gender, socioeconomic status, or 
personality variables) and accounted for between 10% and 18% of global 
well-being. These findings support a contextual view of well-being, in 
which it is a function of subjective evaluations and adaptation to expe- 
riences and environment. The findings also highlight the importance 
of building self-regulatory resources throughout the lifespan. Building 
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self-regulatory strength throughout early- and mid-adulthood may 
be an especially important preventive measure, given that regulatory 
resources may decline with age, making individuals less resilient to 
stress (Sapolsky, 1993). 

Proposition 9: Maintaining an active and healthy lifestyle and build- 
ing self-regulatory resources may facilitate health and well-being 

into late adulthood and contribute to lifelong development. 

ORCHESTRATING PROCESSES OF 
ADULT DEVELOPMENT 

A primary reason to consider leader development through the lens 
of adult development stems from the ultimate meaning of lifespan 
development. As discussed in more detail in Chapter 3, Baltes et al. 
(1999) view lifespan development as essentially a process of selective 
adaptation and transformation. Throughout the lifespan, people 
encounter opportunities for development in the form of education and 
challenging experiences as well as limitations in resources through 
physical decline and illnesses that can be mastered adaptively by an 
orchestration of three specific components (Freund & Baltes, 1998). 
These orchestrating processes of development are conceptualized as 
(a) selection in terms of setting goals and identifying desired outcomes, 
(b) optimization by means of acquisition and investment of goal-relevant 
means/resources, and (c) compensation in the form of response to loss 
of means and the use of alternative means to maintain a given level of 
functioning when specific goal-relevant means are no longer available 
(Baltes & Baltes, 1990; Freund & Baltes, 1998, 2002; Wiese, Freund, & 
Baltes, 2000). The outcomes are framed in terms of the maximization 
of objective and subjective gains and the minimization of losses (Baltes, 
1997). Successful development (i.e., growth) is couched in terms of 
maximizing the attainment of salient goals or states of functioning and 
the minimization or avoidance of undesired outcomes. The selection- 
optimization-compensation (SOC) model is a general approach to 
understanding “how people manage their lives in a way that fosters their 
personal development and well-being” (Freund & Baltes, 2002, p. 642). 
Thus, it can be seen how the adaptation and transformation processes 
of lifespan development also can be considered as fundamental to leader 
development. 

The processes of selection in the SOC model have been further 

delineated into two kinds: elective selection and loss-based selection. 
The former has a focus on targeting desired states whereas the latter 
is implemented following a loss in goal-relevant means that threatens 
performance. In essence, loss-based selection involves reconstructing 
one’s goal system (Freund & Baltes, 2002), and represents an important 
life mastery process. It facilitates the adaptive redirecting of resources 
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when means for compensation are unavailable. The key features of each 
of the SOC component processes are summarized in Table 14.1, along 
with examples of typical instances of each process. Figure 14.1 provides 
a figurative representation of these interrelated orchestrating processes 
of adult development that are at the deepest level of our theory of leader 
development. . 

An important consideration with implications for leader development 
is that the SOC processes are themselves subjects of development. It is 
assumed that adolescence and young adulthood is when SOC is mainly 
acquired, but that new levels and profiles of SOC emerge as adults face 
new tasks of life as well as the unpredictable risks and opportunities 
associated with aging (Freund & Baltes, 2002). In short, SOC should 
demonstrate a positive age trajectory during adulthood. Selection 
processes are thought to be central to adulthood in terms of choosing 
which particular life goals to pursue; however, knowledge and skills 
regarding optimization and compensation are also thought to increase 
as a function of successful aging. 

A pressing developmental challenge, especially in later phases 
of adulthood, is effectively allocating resources to these different 

TABLE 14.1 Selection, Optimization, Compensation (SOC) Component 

Processes with Typical Instances 

Selection Optimization Compensation (means for 

(goals/preferences) (goal-relevant means) counteracting loss) 

Elective Selection e Attentional focus ¢ Substitution of means 

¢ Specification of ¢ Seizing right moment —* Use of 

goals external aids/help 

¢ Goal system ¢ Persistence ¢ Activation of new 

(hierarchy) skills/resources 

¢ Contextualization e Acquiring new 

of goals skills/resources 

¢ Goal commitment ¢ Practice of skills e Change in resource 

allocation 

¢ Resource allocation ® Modeling successful 

others 

Loss-based selection ¢ Modeling successful 

¢ Focus on most others who compensate 

important goals 

e Reconstructing a 

goal hierarchy 

e Adaptation of new 

standards 
¢ Search for new goals 

Note: Adapted from Freund and Baltes (2002). 
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SELECTION: 

Goals/Outcomes 

Adult 
Development 

OPTIMIZATION: 

Means/Resources 
COMPENSATION: 
Response to Loss 

Figure 14.1 | Fundamental processes in adult development. 

developmental processes that together orchestrate successful aging and 
promote development across the lifespan. Baltes et al. (1999) have argued 
that the mastery of life often involves conflicts and competition among 
the three orchestrating processes of adult development. This becomes a 
particular challenge for growth because the older the adult the more time 
and practice it takes to achieve the same learning gains. Furthermore, 
the older the adult the more they are in need of compensation tactics to 
generate and maintain high levels of functioning. And as a point of inte- 
gration, self-regulatory strength (see Chapter 13) may play a key role in 
managing these competing goals, especially in later adulthood. 

There is emerging research demonstrating that self-reported SOC 
predicts relevant behavioral outcomes. Wiese and Schmitz (as reported 
in Freund & Baltes, 2002) demonstrated that responses from a sample 
of 188 students to a 12-item short version of the SOC questionnaire 
were significantly related to the behavioral criterion of study success. 
Students with high scores on self-reported SOC spent more time study- 
ing, whereas low SOC scores were related to students’ canceling exams. 
Specifically, students who had low selection and optimization scores 
were more likely to cancel exams than those with high scores on those 
specific components. Also, self-reported optimizing and compensation 
scores were associated with the use of specific learning strategies. These 
findings support the propositions forwarded by Baltes and colleagues 
that SOC processes are fundamental to adult self-regulation and also 
predict behavioral outcomes as well as subjective well-being. 

By extension, SOC processes are likely to be critical for leader devel- 
opment. The choice of whether to pursue an identity as a leader is funda- 
mental to elective selection. Also, loss-based selection can play a role in 
determining whether to reconstruct a goal system following difficulties 
experienced as part of taking on challenging developmental assignments 
as a leader. The use of optimization and compensation strategies are also 
thought to aid in long-term leader development, especially in terms of 
engaging in persistence, practice, resource allocation, and modeling (i.e., 
optimization tactics), in addition to substituting means, using external 
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help, activating unused skills and resources, and changing resource allo- 
cation strategies (compensation tactics). In essence, SOC is at the core 
of personal discipline and adaptability that contribute to goal-directed 
behavior, and ultimately, successful aging. SOC processes are trainable 
skills and leader development might be accelerated to the extent that 
an emphasis is made on helping individuals acquire these skills early 
in their careers, rather than focusing entirely on the end-result of the 
developmental process (i.e., building leadership competencies). 

This emphasis on SOC processes suggests that overarching consi- 
deration should be given to the appropriate focus of leader development 
efforts. Too often, the emphasis is mainly on the end-product (com- 
petencies) with little attempt to understand the underlying processes. 
It is through a better understanding of the underlying developmental 
processes that leader development might be accelerated. In addition to 
training to standard, the development of complex competencies over the 
course of the adult lifespan might be helped through a similar focus on 
the orchestrating processes of selection, optimization, and compensa- 

tion, as well as the role that identity and self-regulation play in develop- 
ing expertise. Rather than trying to construct the perfect competency 
model as the sole input guiding the design of leader development 
experiences and interventions, widening the instructional lens to influ- 
ence the foundational processes could lead to major advancements in the 
overarching goal of accelerating leader development. The good news is 
that many of the age-related declines associated with intellectual perfor- 
mance are not immutable. There are specific life management strategies 
that individuals can use to enhance successful aging ( Wiese et al., 2000). 
The bad news up to now is that little if anything has been done in prac- 
tice to incorporate what we know about developmental processes into 
leader development initiatives. 

Proposition 10: Individuals engage in selection, optimization, and 
compensation (SOC) processes in maximizing developmental gains 

and minimizing losses associated with developing as a leader. 

DYNAMIC AND NONLINEAR DEVELOPMENT 

The notion that the developmental process involves an inherent dynamic 
of gains and losses (Baltes, 1987) is difficult to fathom if development 
is thought of as a ladder in which individuals progress upward through 
identical stages. Rather than a ladder, development may be more like 
a web, with different strands having varied developmental trajectories 
depending on specific contextual influences (Fischer & Kenny, 1986; 
Stevens-Long & Michaud, 2003). This potential web of development rec- 
ognizes that more basic kinds of skills become intertwined in creating 
more macro and holistic competencies. Some of the basic skills may 

drop out of the developmental process (gain—loss dynamic) if they no 
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longer serve an important role in functioning (e.g., a specific technical 
skill becomes less important to leaders at higher organizational levels). 

Web of Development 

The traditional biological conceptions of growth or physical maturation 
tend to be based on linear, unidimensional, unidirectional, and unifunc- 
tional models (Baltes et al., 1999). A point that is often overlooked in 
the search for such simplicity is that development takes many forms 
and many components contribute to the development of a complex 
skill or activity (e.g., leader competencies). In contrast to the traditional 
biological conceptions of growth, the overall development of mind and 
behavior is more accurately portrayed in dynamic, nonlinear, multidi- 
mensional, and multifunctional terms. Multifunctionality is especially 
important from an intervention perspective because it includes the sys- 
tems concept of equifinality, which states that the same outcome can be 
reached by different means and combinations of means (Gharajedaghi, 
1999; Katz & Kahn, 1978). In terms of leader development, the goal of 
having a more highly developed leader can be accomplished through 
any number of functional routes. 

Much of the focusin the literature has been on what is stable in develop- 
ment rather than what changes and the conditions under which changes 
occur (Stevens-Long & Michaud, 2003). Rather than a relatively static 
ladder metaphor, development might be better considered as a web with 
different strands that have varied development trajectories depending 
on the given contextual influences (Fischer & Bidell, 1998; Fischer & 
Pruyne, 2002; Stevens-Long & Michaud, 2003; also see Chapter 3 for 
a detailed explanation). These different strands could represent various 
skills or competency domains, with the connections between strands 
representing possible relationships among the competency domains. 
The different directions that the strands take could indicate possible 
variations in the developmental pathways and outcomes as competen- 
cies are developed over time as needed for different contexts. This web 
of development also can be conceptualized as an even more complex and 
multilayered system in three dimensions where the components mutu- 
ally influence each other in dynamic ways (Thelin & Smith, 1998). The 
point of relevance is that more complex “web” conceptualizations of adult 
development are consistent with connectionist networks that Lord and 
Hall (2005) have argued are at the core of problem interpretation and 
observable leader responses. As an overarching theoretical perspective, 
complexity theory eschews completely linear and mechanistic views of 
the world. This approach is also consistent with a growing awareness of 
nonlinear change processes in a number of domains, often character- 
ized as punctuated equilibrium (Gersick, 1991) or catastrophe models 
(e.g., Maas and Molenaar, 1992). 

Several practical and theoretical implications are associated with 
conceptualizing leader development in terms of a web. In particular, 
the various components of leader development (e.g., knowledge, skills, 
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abilities, mental models) are recognized as interacting and influencing 
each other. Such a conceptualization also acknowledges that any 
experience is multifaceted in terms of what kinds of skill domains are 
potentially affected. From a systems perspective in which differentiation 
always precedes integration (Gharajedaghi, 1999), the development of 
different skills (differentiation) will result in processes that combine 
such skills into more holistic and higher-order bundles (integration) that 
could be labeled as competencies. Thus, the leader development pro- 
cess might be conceptualized as an ongoing system of differentiation 
and integration in which lower-order or more basic kinds of knowledge, 
skills, and abilities interact in developing more molar and holistic com- 
petencies (Day & Lance, 2004). 

Some of these basic skills may drop from the model over time if they no 
longer are important for leader functioning. A good example of this might 
be a specific technical skill that is necessary for functional leader behavior 
at early points in development but become less important and perhaps irrel- 
evant at higher levels of functioning. This line of thinking acknowledges 
an important point made by Baltes (1987) that development inherently 
includes both the processes of growth and decline (i.e., development as 
a gain—loss dynamic). Furthermore, the orchestrating processes of selec- 
tion-optimization-compensation can be pivotal to accelerating the inte- 
gration of skills into competency bundles, as well as in directing which 
particular skills are no longer important to leader functioning. 

Proposition 11: The development of complex multifac- 
eted leadership competencies is supported by a web of adult 

development that is dynamic and nonlinear in nature. 

LEADERS OF CHARACTER AND COMPETENCE 

An ideal Army leader has strong intellect, physical presence, professional 
competence, high moral character, and serves as a role model. An Army 
leader is able and willing to act decisively, within the intent and purpose 
of his superior leaders, and in the best interest of the organization (FM 
6-22, Department of the Army, 2006, p. viii). 

Although character is defined in doctrine mainly in terms of liv- 
ing up to the Army values, there is also recognition of the need for 
sophisticated moral reasoning as well as a high level of critical thinking 
ability. 

An informed ethical conscience consistent with the Army values 
strengthens leaders to make the right choices when faced with tough 
issues. Because Army leaders seek to do what is right and inspire oth- 
ers to do the same, they must embody these values. Reflective judg- 
ment (i.e., epistemic cognition) and morality, along with identity, are 
thought to be the three primary domains of adult development “in 
which development clearly continues long beyond childhood, at least in 
some individuals and social contexts” (Moshman, 2003, p. 49). 
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The previous chapter, as well as Chapter 5, examined the pivotal 
role of identity in shaping the development of leadership skills and 
competencies. Identity can be considered a bridge or linking pin 
between the core processes of adult development and more visible 
changes in leader competence. But changes to incorporate or internal- 

ize an identity as a leader should also include emphasis on developing 
higher levels of morality and judgment abilities. Becoming a leader of 
high moral standards requires one to go beyond mere compliance to 
a set of externally imposed values, to internalizing those values and 
understanding why they are important, and being able to reflect on 
how they guide behavior. Sophisticated moral reasoning also requires 
a higher level of reflective judgment, which is defined as a personal 
understanding of what is known and how it is known (Kitchener, 1983; 
King & Kitchener, 2002). Both a sophisticated level of moral reasoning 
and an advanced level of reflective judgment are thought to be critical 
for enhancing cultural awareness and sensitivity. 

As someone ventures into learning to lead, we have proposed that 
adopting or selecting a leader identity as a subcomponent of a broader 
individual identity (i.e., a theory of oneself as a person) is important 
to development. Identity focuses attention and energy on minimizing 
any gap between the present self as leader and the ideal self as leader, 
as well as avoiding the nightmare self as leader such as putting follow- 
ers recklessly in harm's way. As an aside, research suggests that with 
age individuals achieve a closer fit between their ideal self and their 
actual self-perception (Ryff, 1991). But the ideal self is not necessarily 
a fixed target. As in most domains, with more leadership experience 
there comes a realization of how much more there is to learn. As a 
result, an ideal leader identity becomes increasingly more complex and 
sophisticated. According to our proposed theory, this gap should moti- 
vate a developing leader to seek out additional experiences to enhance 
his or her leadership skills, which further entrenches a leader identity. 
This is what we have termed an identity-development spiral. Of course 
it is also possible to spiral downward if the challenges are too daunting 
and failure is experienced too often, resulting in the gradual shedding 
of a leader identity. Being a leader becomes less and less important to 
someone caught up in this type of unfortunate downward spiral. 

Assuming the spiral is on an upward trajectory, how is it that morality 
and critical thinking develop as a function of the leader development 
process? As noted in Chapter 6, leadership almost always involves ethical 
dilemmas. That is, there are difficult value judgments to be made that are 
often between sets of competing positive values (e.g., loyalty vs. fairness; 
trust vs. honesty). Being an effective leader involves the sensemaking 

capacity to recognize an ethical dilemma when one is presented, plus 
the sophisticated reasoning skills associated with reflective judgment 
ability to be able to reason through an ill-structured problem. Thus, 
identity-development spirals involve the practice of both moral reason- 
ing and reflective judgment skills. As the challenges selected by a leader 
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become increasingly complex as development evolves, moral reasoning 
and reflective judgment are stretched in ways that those domains must 
develop to support effective overall leader performance. 

If it is not already apparent, we believe that it is impossible to have a 
highly developed leader who has a limited moral capacity (as defined in 
terms of limited morality and unsophisticated moral reasoning ability) 
and poor reflective judgment. Although it is possible to have people in 
leadership positions who lack sophisticated capacities in these domains 
of adult development, such people usually make for terrible (and terri- 
fying) leaders. They fail to see and appreciate the ethical nuances of the 
leadership situations they face and struggle with making sense of such 
ambiguous and uncertain issues. They lack the capacity to recognize 
that a problem is a problem, cannot see the ethical implications of their 
actions or decisions, and may not even have the capacity to realize that 
they are “in over their heads” (Kegan, 1994). Army leaders with such 
serious developmental shortcomings risk putting themselves and oth- 
ers around them in serious peril involving life and death implications. 
The stakes may not be as high in other organizational contexts, but any 
leader with little sense of morality and the capacity for sophisticated 
moral reasoning and reflective judgment is a real problem. And a leader 
development system that fails to address how morality and reflective 
judgment need to develop as a function of becoming an expert leader is 
more of problem because it has essentially created the problem. 

Proposition 12: Moral reasoning and reflective judg- 
ment (i.e., epistemic cognition) develop concomi- 
tant with positive identity-development spirals. 

THE ROLE OF WISDOM IN LEADERSHIP 

A topic that has received a good deal of attention in the developmen- 
tal psychology literature is that of wisdom. Interestingly though, it has 
had relatively scant attention in the leadership or leader development 
literature. One exception to this lack of explicit integration of wisdom 
and leadership is the WICS model of leadership proposed by Sternberg 
(2003a). WICS is an acronym for wisdom, intelligence, creativity, syn- 
thesized. Originally, the WICS model was not tied explicitly to leader- 
ship, but rather offered as a more general model of adult intellectual 
development (Sternberg, 2003b). However, other explications of WICS 
have more intentionally positioned it as a model of leadership in organiza- 
tions that articulates the core skills or competencies needed for effective 
leadership (Kroeck, Lowe, & Brown, 2004; Sternberg & Vroom, 2002). 

From this approach, leaders are not born but rather are made (i.e., 
developed) in that wisdom, intelligence, and creativity are viewed as 
forms of expertise. Sternberg (2003a) claims that WICS-based leader- 
ship skills—like expertise in any domain—can be developed through 
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structured teaching. Because the elements of WICS are based mainly 
on decision-making, teaching WICS is therefore “in large part teaching 
students to make certain decisions rather than others” (pp. 396-397). 
Based on his balance theory of wisdom (Sternberg, 1998), there are 
three interrelated decisions to consider. The central decision is to use 
one’s intelligence, creativity, and experience for a common good. A sec- 
ond decision is to balance one’s own, others’, and institutional interests 
over both long- and short-term perspectives. A third decision is to make 
a sincere effort to understand others’ points of view and incorporate 
them in one’s own thinking (i.e., “dialogical” thinking). 

Another prominent approach to wisdom also conceptualizes it as an 
expert system, but primarily associated with the “fundamental prag- 
matics of life” (Baltes & Staudinger, 2000, p. 124). This perspective, 
which is formally termed the Berlin Wisdom Paradigm, suggests a num- 
ber of conditions associated with how it develops. Specifically, there are 
four theoretical principles that guide this perspective. First, the acqui- 
sition of wisdom involves extensive learning, practice, and motivation 
toward excellence (just like all forms of expertise). Second, because it 
is a complex and multifaceted phenomenon there are a multitude of 
micro- and macro-processes that work together in developing wisdom. 
Third, because wisdom is thought to be integrative in linking knowledge 
with virtue, there are likely to be cognitive, motivational, social, inter- 
personal, and even spiritual characteristics that serve as development 
triggers. Fourth, experience is often guided by mentors or other kinds of 
forces in society in mastering critical life experiences. Some of the most 
important organizing processes that mediate between antecedent fac- 
tors and the development of wisdom are thought to include macro-level 
factors such as life planning, life management, and life review. Table 14.2 
summarizes some of the key tenets of the Berlin Wisdom Paradigm. 

TABLE 14.2 The Berlin Wisdom Paradigm 

¢ Wisdom addresses important and difficult questions and strategies about the 

conduct and meaning of life. 

¢ Wisdom includes knowledge about the limits of knowledge and the 

uncertainties of the world. 

¢ Wisdom represents a superior level of knowledge, judgment, and advice. 

¢ Wisdom constitutes knowledge with extraordinary scope, depth, measure, 

and balance. 

* Wisdom involves a perfect synergy of mind and character—i.e., an 
orchestration of knowledge and virtues. 

* Wisdom represents knowledge used for the good or well-being of oneself and 
that of others, 

* Wisdom is easily recognized when manifested, although difficult to achieve 
and to specify. 
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From the Berlin paradigm, in particular, there are several points of 
integration with the present perspective on leader development. One 
obvious point of integration is that both wisdom and leader develop- 
ment are conceptualized from an expert performance perspective. 
Specifically, we have conceptualized leader development in terms of 
building expertise around some set of multifaceted and multifunc- 
tional competencies. These competencies are thought to develop 
beginning with basic skill acquisition processes (e.g., declarative and 
procedural knowledge) that can develop into more macro strategic and 
adaptive competencies over the course of extensive practice and expe- 

rience. What distinguishes the proposed leader development model 
from the Berlin Wisdom Paradigm is that the former also emphasizes 
the important role that identity and self-regulation processes play in 
leader development. However, both approaches integrate foundational 
research and theory from the adult development literature in addition 
to that of expert systems. Thus, it can be argued that both wisdom and 
leadership are forms of expert knowledge and performance, and follow 
similar developmental trajectories—although the core underlying com- 
petencies.may differ. 

In much the same way that leader development experiences relate 
to individuals’ needs, readiness is also an important issue in the devel- 
opment of wisdom. Readiness for the development of wisdom may 
include such factors as crystallized intelligence, life experience, self- 
regulation, SOC, and openness to growth (Gluk & Baltes, 2006). 
Learning from experience, mentoring others, reading philosophy, and 
reading about the wise decisions of others all help to develop wis- 
dom, yet its development can also be accelerated for individuals high 
in readiness. Gliik and Baltes (2006) found that providing explicit 
instructions to activate a focus on wisdom prior to engaging in such 
activities (e.g., instructed to try to give a wise response) can accelerate 

wisdom development for individuals who are ready. Specitically, indi- 
viduals high in preparedness scored about half of a standard deviation 
higher on wisdom after given explicit instructions; however, the effect 
of instructions was detrimental to the same magnitude for individuals 
less prepared. These findings highlight the importance of the consid- 
ering an aptitude-treatment-interaction perspective when designing 
interventions to enhance wisdom, as discussed in Chapter 2. 

Another point of integration is that both the present approach to 
leader development and the Berlin Wisdom Paradigm emphasize the 
important role of morality, moral reasoning, and virtue (i.e., values and 
ethics). Baltes has advanced the perspective that wisdom is a cognitive 
and motivational-emotional heuristic (i.e., pragmatic) that orchestrates 

the linkage between mind and virtue (Baltes & Kunzmann, 2004; 

Baltes & Staudinger, 2000). A heuristic is defined as a “highly automa- 
tized and organized strategy for directing search processes or for orga- 
nizing and using information in a certain class of situations” (Baltes 
& Staudinger, p. 131). Therefore, the focus of this type of wisdom 
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heuristic would be on the activation, organization, and application of 
knowledge that directs attention to the integration and optimization 
of mind and virtue. 

From this perspective it can be seen that wisdom is and most 
likely always has been part of Army leadership in linking fundamen- 
tal Army values with excellence in the conduct of life. In leadership 
competency models recently adopted by the Army (FM 6-22 Depart- 
ment of the army, 2006; Horey et al., 2004), certain aspects of val- 
ues—and thus virtue—are explicitly considered. For example, under 
the leadership competency of “leads by example” there is a component 
involving seeking and being open to diverse ideas and points of view 
(FM 6-22, A-4). This is a specific aspect of wisdom as conceptual- 
ized in Sternberg’s balance theory (Sternberg, 1998). Another com- 
ponent of this competency addresses the notion of modeling Army 
values consistently through actions, attitudes, and communications. 
This includes sample actions such as displaying high standards (i.e., 
excellence) and fostering an ethical (i-e., virtuous) climate. Look- 
ing across all eight competencies in the new doctrinal framework it 
is clear there is quite a bit of integration (albeit implicit in nature) 
with both Baltes’ and Sternberg’s conceptualizations of wisdom. 
It may be that wisdom—like self-awareness and adaptability—serves as 
a type of “meta-competency” or fundamental “meta-heuristic” (Baltes & 
Staudinger, 2000) that guides the development of Army leaders. In 
particular, wisdom may serve as an overarching meta-competency that 
orchestrates the integration of identity, morality, and reflective judg- 
ment, which collectively define the major developmental targets of 
adulthood. 

In addition to successful aging, why might organizational leaders 
need wisdom? On one hand, it seems pretty clear that many organiza- 
tions are faced with complex challenges that will require wisdom and 
sound leadership. These challenges are being confronted by more than 
those at the highest levels of formal leadership (i.e., senior executives). 
It has been noted that the Army continues to experience a form of task 
migration from higher- to lower-echelon leaders, which is probably not 
an issue just in the Army. Leaders in all kinds of organizations at all 
echelon levels are facing challenges that risk putting them in over their 
heads (Kegan, 1994). 

The need for wisdom (and leadership) across all levels of the Army was 
put very eloquently by Lt. Gen. (Ret.) Frederic J. Brown who wrote: 

As soldier-leaders participate more frequently in complex interagency 
and multinational operations, they must possess firm grounding in the 
basic values of service. Strong shared values, comradeship, and doctrine, 
tactics, techniques, and procedures will be central to successful small- 
unit actions (Brown, 2003, p. 69). 

Such values-based striving for excellence in all aspects of knowledge 
and behavior is surely the hallmark of both wisdom and leadership. 
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There is one contrarian note about wisdom and development. It 
might be expected that there would be consistent evidence for the 
development of wisdom in adulthood that reaches its peak sometime 
in late adulthood based on longstanding cultural beliefs about wisdom 
and aging. However, there is little research support for this expecta- 
tion even from the studies conducted by the Berlin research group 
(Shedlock & Cornelius, 2003). Part of the issue no doubt is that wis- 
dom, like leadership, is a complex multifaceted phenomenon, which 
makes it difficult to measure directly. From a conceptual standpoint, 
wisdom might also be considered in terms of the alignment or inte- 
gration of morality (virtue), identity (self), and judgment (thinking). 

Proposition 13: Wisdom involves the alignment of moral- 
ity and moral reasoning (virtue), identity and self-regulation 

(self) and reflective judgment (knowledge and thinking). 

SUMMARY AND IMPLICATIONS OF 
ADULTE DEY ELOPMENT;PROCESSES 

A primary message in this chapter is that there is value to be gained 
by conceptualizing leader development within the framework of adult 
development. The importance and relevance of this message goes to 
some basic issues around adult development, including the robust find- 
ings of biologically based age-related changes that affect functioning and 
developmental potential. The SOC theory advanced by Baltes and his 
colleagues argues that there is a systematic change across the lifespan in 
terms of how developmental resources are allocated among these three 
so-called orchestrating processes of human development. In addition 
to these important considerations, perhaps the most pressing reason to 

consider leader development as adult development is the perspective 
that lifelong development is essentially a process of selective adaptation 
and transformation (Baltes et al., 1999). 

The central developmental process of adaptation and transforma- 
tion can be seen in terms of how leaders change and grow as a func- 
tion of environmental challenges. The transformation of leaders is one 
that transpires across the entire lifespan. Unfortunately much of the 
research and theory on leader development has conceptualized and 
studied its developmental process as relatively short-term (even cross- 
sectional) and static, as opposed to one that is longitudinal and dynamic. 
In addition, more traditional perspectives have conceptualized the 
developmental process as linear, unidirectional, unidimensional, and 
unifunctional. Rather than a developmental ladder in which change can 
only be up or down, conceptualizing growth as a web of development 
opens up a number of rich possibilities in terms of how specific com- 
ponents (e.g., knowledge, skills, and abilities) develop and combine to 
form more holistic attributes (e.g., competencies). 
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Using the SOC theoretical lens to understand the leader development 
process as adult development process might also provide leverage for 
accelerating leader development. The evidence from lifespan develop- 
ment psychology suggests the existence of between-person differences 
in within-person plasticity (i.e., malleability) regarding potentialities 
of development. Thus, there may well be upper and lower bound- 
ary conditions between individuals that are associated with accel- 
erating development. Concepts such as developmental readiness, 
triggers for development, as well as methodological procedures such 
as “testing-the-limits” (Kliegl, Smith, & Baltes, 1989; Lindenberger 
& Baltes, 1995) all have relevance for advancing a more sophisticated 
(and practically useful) perspective on leader development as adult 
development. 

This section opened with a quote on incompetence and _ its 
implications for leadership. Our main focus, however, has been 
on building competence, especially the development of leadership 
competence as grounded in leader competencies. We have advanced 
theoretical arguments that the process of leader development is 
analogous to how expert performance develops in other domains such 
as music and sports. From the skill acquisition literature we noted that 
basic kinds of knowledge and skills (e.g., declarative and procedural 
knowledge) develop with experience and practice into more complex 
and multifunctional strategic and adaptive competencies that support 
a foundation of leadership expertise. This process is grounded in the 
expertise literature, but is also supported by the literature from the field 
of adult development. In particular, lifespan development is portrayed 
as a dynamic, multifaceted, multifunctional, and nonlinear process in 
which lower-order or more basic kinds of knowledge and skills interact 
as a function of experience in developing into more molar and holistic 
competencies (i.e., a web of development). 

The role of fundamental (and generally invisible) adult develop- 
ment processes associated with selection, optimization, and compen- 
sation in guiding the development of molar competencies that support 
expert performance are proposed to be mediated by identity forma- 
tion and self-regulation, especially self-regulatory strength. We sug- 
gest that identity-development spirals are self-reinforcing in nature in 
that taking on a leader identity will be associated with greater motiva- 
tion to develop further as a leader. Developing as an Army leader also 
inherently entails developing enhanced levels of moral reasoning and 
reflective judgment, which can be integrated and aligned as a function 
of wisdom. Individual differences in concepts such as self-regulatory 
strength, goal orientation, generalized self-efficacy, self-awareness, and 
implementation intentions offer insights into other kinds of resources 
that contribute to development through their effects on motivation 
and self-control. 

How does this emerging theory contribute to better understanding 
leader development? We believe there are at least three important ways 
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that the present theory contributes to this goal. First, it recognizes that 
leader development is ongoing across most if not all of the entire adult 
lifespan. We integrate key principles and perspectives from the adult 
development and lifespan psychology literatures that help to highlight this 
inherently longitudinal process. Second, we approach leadership from an 
expert performance model that is grounded in the development of skills 
and competencies, rather than based solely on outcomes. This is the vis- 
ible and observable component of leadership that is developed through 
experience and extensive, intentional practice. Third, development as a 
leader is facilitated through leader identity formation that is guided by 
self-regulation processes. Self-regulatory strength is thought to be a criti- 
cal resource in this regard, with higher levels of self-regulatory strength 
being conceptually related to higher levels of self-discipline and self-con- 
trol needed for effective leadership as well as long-term development. 

In closing, there are potential limitations of the proposed theory that 
should be noted. The separate disciplines of expert performance, iden- 
tity and self-regulation, and adult development are each voluminous 
(especially the latter two). In the area of adult development, there are 
recent efforts at further differentiating the developmental processes 
associated with emerging adulthood (Arnett, 2000) and midlife (Lach- 
man, 2004, 2000). We have only scratched the surface in terms of inte- 
grating all of the relevant research and theory from those fields. Further 
elaboration and syntheses are needed. 

Other questions might be raised about external generalizability. Given 
that this approach was conceptualized initially as a theory of Army 
leader development, there may be potential concerns about how relevant 
it would be in addressing issues of leader development in other contexts. 
As noted in Chapter 1, we are relatively unconcerned at this time about 
the content of the particular competencies that support expert leader 
performance and focus more on underlying process issues. The kinds of 
competency models that are adopted will likely vary considerably across 
leadership domains; however, we think the processes generalize. 

We also acknowledge that the timeframe that the Army has to 
shape its top leaders is often considerably longer than in other types 
of organizations. Also, the Army does not select its officers from the 
outside. This is why it has been said that the lengthiest developmental 
trajectory in the Army is that of a senior officer (approximately 20+ 
years)—generally longer than it takes to develop a personal weapon, a 
tank, or a helicopter. We hope that the present theory can help to guide 
the considerable investments made in leader development by all types 
of organizations and to understand how that lifelong process might be 
accelerated. As noted by Lt. Gen. (Ret.) Brown (2003), “With such 
substantial task migration to younger leaders, the Army should rethink 
leader preparation, which should be continuous, as is characteristic of 
great learning and teaching organizations” (p. 75). Basing such ongoing 
and continuous development efforts on sound theory is a very practical 

place to start. 
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Future Directions 

The final section of this book will elaborate on two specific areas the 
proposed theory of leader development was designed to address. The 
first of these areas is research. A well-constructed theory should serve as 
a cogent guide for researchers. In that spirit, we set forth in Chapter 15 
a series of testable hypotheses organized around the theoretical proposi- 
tions identified in the previous section. One hallmark of a good theory 
is that it is falsifiable—that empirical refutation is possible (Bacharach, 
1989). Another hallmark of good theory is its utility in terms of linking 
theory and research—it offers both prediction and explanation. To this 
aspect of utility we add that it offers suggestions for good practice as 
well, which is the second area we will address. Thus, the final chapter 
of this monograph will address the core issues of research and practice 
couched primarily in terms of falsifiability and utility, which brings the 
topic full-turn to what was discussed in Chapter 1. 

231 
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15 
Research Needs and 
Practical Implications 

The eminent social psychologist Kurt Lewin (1945) was the first to observe 
that there is nothing as practical as a good theory. Being practical implies 
being useful (i-e., theoretical utility; Bacharach, 1989) but what does that 
mean? From a scientific perspective, the minimum standard for a useful 
theory is whether it makes empirically falsifiable predictions. But predic- 
tions alone are an insufficient condition for theoretical utility. Good theory 
must also offer explanations of the underlying causes for the phenomena 
of interest. Much like the ancient astronomers who could make extremely 
accurate predictions but could not provide any compelling explanations 
for what they ppredicted, modern day theorists that offer predictions 
without suitable explanations also fall short in terms of utility. 

An example from the leader development domain includes the maxim 
that experience is the most potent force for development. Its utility is lim- 
ited without some connection to the theoretical and empirical literature 
to offer an explanation for this assertion. Predicting that the development 
of leadership competence requires extensive practice over many years is 
likely to be accurate; however, by itself, it does not make the connection 
to the expert performance literature, which would provide some under- 
lying explanation for this prediction. Explanations facilitate understand- 
ing and understanding is needed to enhance control, which ultimately is 
what is needed for effective intervention design and implementation. 

The specific research hypotheses offered in this chapter provide 
prediction. The theoretical propositions from which the hypotheses 
were derived are based on research and theory that help to provide 
the explanation. Extending future efforts to design practical applica- 
tions and interventions based on empirically supported hypotheses and 
propositions will provide the control needed to reach the ultimate goal of 
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accelerating leader development. At this point, the best we can hope to 

do is formulate falsifiable hypotheses that make theoretically grounded 

predictions related to leader development. The theoretical grounding 
helps to bolster their explanatory power. But we are unable to look into 
a crystal ball and foresee which of the hypotheses will be supported 
empirically and which may not receive support. 

Theory building and testing is an ongoing process that never com- 
pletely ends. It is also a distinct possibility that we may never have a 
fully formed theory of leader development, as we do a theory of quan- 
tum mechanics, for example. For many reasons, including the inherent 
free will of people that renders perfect prediction impossible, the best 
we may be able to do is approximate theory. For these reasons, perhaps 
our objective should be more modest theorizing (Weick, 1995b) rather 
than attempting to construct strong theory. 

Theorizing or theory building is a process of speculation, prediction, 
evaluation, and revision. We have begun the present theorizing pro- 
cess by engaging in “educated speculation” based on our reviews of the 
extant literature in varied and diverse fields relating to human develop- 
ment, leadership, and expert performance (to name a few). This review 
provided the foundation for predictions in the form of general theo- 
retical propositions at the construct level and more specific research 
hypotheses that operate at the level of measurable variables. It is up to 
researchers in the future to empirically evaluate the hypotheses and to 
revise our theorizing accordingly. 

DEVELOPING THE EXPERT LEADER 

We have framed the ultimate objectives for leader development in terms 
of leadership competencies and expertise. This is consistent with the 
practices in many organizations that advocate a particular leadership 
competency model (e.g., Abbott Laboratories, Bose Corporation, BP 
Amoco, and Glaxo SmithKline to name just a few examples). Present 
Army doctrine (FM 6-22, Department of the Army, 2006) discusses the 
overarching objective of developing leaders who are competent, confi- 
dent, and agile and presents the Army leader as a person of character, 
presence, and intellect. More specifically, this key leadership doctrine 
elaborates on what an Army leader must be (i.e., character), what a leader 
must know (i.e., competence), and what a leader must do (i.e., forms of 
influencing, operating, and improving). Our approach widens the lens 
on competence by going beyond knowledge to also include aspects of 
behavior, identity, and critical thinking, as well as ethics and morality. In 
short, leader competence is perhaps the broadest category in which the 
others can be subsumed. Competent leaders not only are knowledgeable 
about leadership, but they also can enact a well-established set of varied 
leadership competencies, demonstrate sophisticated levels of behavioral, 
cognitive, and emotional self-regulation, and engage in high-level moral 
reasoning and ethical conduct. 
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Competency modeling has become very popular in organizations 
as a way of articulating what all leaders need to be, know, and do. 
An appealing aspect of competency models is that they look for common- 
alities across organizational members regardless of position level rather 
than differentiating what people need to have in terms of knowledge, 
skills, and abilities by their respective jobs (Shippmann et al., 2000). 
But competency models have their critics. Some have argued that overly 
generic leadership competencies do little to help create a competitive 
advantage for an organization (Intagliatta, Ulrich, & Smallwood, 2000; 
Ulrich, Smallwood, & Zenger, 2000). Others have noted that leadership 
competencies tend to focus on what is needed now rather than what is 
needed for the future (and who can accurately predict the future?), that 
they can complicate rather than clarify what a leader needs to be effec- 
tive, and may be too abstract or conceptual and not model “real-world” 
leadership (Conger & Ready, 2004; Hollenbeck, McCall, & Silzer, 2006; 
Reed, Bullis, Collins, & Paparone, 2004). 

A related issue is that some competency models end up much 
too cumbersome in their attempt to be inclusive. For example, the 
Coast Guard espouses a competency model that comprises 28 indi- 
vidual competencies that can be grouped into four general dimensions 
of Leading Self, Leading Others, Leading Performance and Change, 
and Leading the Coast Guard (http://www.uscg.mil/leadership/lead/ 
comp.htm). Communicating such a substantial model is potentially 
difficult; furthermore, designing training and development interven- 
tions to address such a large number of competencies becomes next to 
impossible. 

All of these criticisms are legitimate concerns regarding leadership 
competency models; however, such concerns do not pertain directly to 
the present theory development project. Our objective was to provide 
a theoretical framework for better understanding how leaders develop, 
especially Army leaders. Although we have framed the overall devel- 
opmental objective in terms of leader competencies, it was not our 
goal to provide any type of competency model for the Army. Other 
researchers have addressed that requirement. Because the content 
of the competencies is less of a theoretical concern, there is an extra 
advantage of enhancing the potential generalizability of the proposed 
theory. Our goal was to provide a framework as to how competence and 
expert leadership develops, which we have done by integrating aspects 
of the expert performance, identity and self-regulation, and adult devel- 
opment literature (research and theory). 

Although our theorizing does not rely on any particular set of 
leadership competencies, we thought it might be useful to provide 
a brief overview of the Army’s core leader competencies framed in 

terms of what an Army leader does. It is behavioral in focus as com- 
pared with what an Army leader is, which is defined in terms of indi- 
vidual attributes. Taken together, the core leader competencies and 
leader attributes compose the Leadership Requirements Model of the 

Army. 
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ARMY LEADER COMPETENCIES 

Recently released doctrine (FM6-22, Department of the Army, 2006) cod- 
ifies the Army’s leader competency model. The empirically based model 
stemming from research conducted by Horey et al. (2004) consists of three 
overarching goals: Lead Others, Develop the Organization, and Accomplish 
the Mission. Specific competencies that further elaborate on what an Army 
leader does with regard to these various goals are: (a) Leads Others, (b) 
Extends Influence, (c) Leads by Example, (d) Communicates, (e) Creates a 
Positive Environment, (f) Prepares Self, (g) Develops Others, and (h) Gets 
Results. Definitions for each of these competencies plus a listing of the 
various sub-components for each competency are provided in Table 15.1. 

The organizing framework for the proposed model includes competen- 
cies at the level below organizational goals, components below the level 
of competencies, and sample actions at the lowest level. For example, 
for the leadership competency of Leads Others a key component is to 
“establish and impart clear intent and purpose” (along with five other 
components). Sample actions for this component include: (a) Deter- 
mines goals or objectives, (b) Determines the course of action neces- 
sary to reach objectives and fulfill mission requirements, (c) Restates 
the higher headquarters’ mission in terms appropriate to the organiza- 
tion, (d) Communicates instructions, orders, and directives to subordi- 
nates, (e) Ensures subordinates understand and accept direction, and (f) 
Empowers and delegates responsibility and authority to subordinates, 
and (g) Focuses on the most important aspects of a situation. 

This organizing framework is explicit in terms of delineating the 
important leader competencies for the Army as well as in identifying 
the kinds of components and actions that compose each competency. 
What has yet to be addressed in detail is how these competencies, 
components, and actions differ across the various levels of leadership. 
Although the competencies may be relevant at all levels of Army lead- 
ership, it seems highly unlikely that any particular leadership compe- 
tency would manifest itself in exactly the same way in direct leadership 
(i.e., first-line leadership, ranging from a handful to as many as several 
hundred people) as it does with organizational leadership (influenc- 
ing several hundred to several thousand people), or as part of strate- 
gic leadership (influencing several thousand to hundreds of thousands 
of people). Each of these competencies may be important to leader- 
ship at every level in the Army, but how they are conceptualized and 
enacted is likely to differ dramatically across leadership levels. Also 
likely to differ across levels is the relative mix or emphases given to 
the various competencies. The doctrine speaks to these distinctions, 
but there will be an ongoing need for greater clarification around this 
important issue. Purther clarification is central to the development of a 
competency-based lifelong model of Army leader development, as well 
as to understand what needs letting go at various direct, organizational, 
and strategic levels in order to facilitate and accelerate development. 
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LETTING GO TO DEVELOP 

As those in the lifespan development field have proposed, successful 
aging consists of an ongoing tension between gains and losses. The 
eminent lifespan developmental psychologist Paul Baltes states it 
bluntly in these terms: “... any process of development entails an 
inherent dynamic between gains and losses ... no process of develop- 
ment consists only of growth or progression” (1987, p. 611). In the 
general area of management and leadership development, Freedman 
(1998) has made the point that those who make the successful career 
transition from the lowest to the highest levels of their respective 
organizations traverse at least five critical pathways and four cross- 
roads, moving from individual contributor to supervising manager, 
manager of a single business, executive manager of several business 
units, and finally, becoming an institutional leader. Each of the cross- 
roads consists of a 135-degree shift—almost like a switchback in 
terms of a road or trail. The path keeps moving upward but it is not 
a wholly vertical ascent. At each of these switchbacks to a new criti- 
cal pathway, the upwardly mobile leader is often shocked to find that 
those behaviors, activities, and styles that were effective, valued, and 
appreciated at lower levels are often inadequate or dysfunctional at 
the next higher level. Conversely, valued activities at higher levels 
may not be recognized, understood, or appreciated by those at lower 
levels. 

For example, a leader may be promoted to a higher level position 
for displaying exemplary technical performance. To excel at this new 
position that calls for greater administration or management skills, 
the leader may have to let go of certain day-to-day technical respon- 
sibilities and focus on new responsibilities. Certain technical skills 
may be lost or replaced with new leadership skills. Specifically, at 
each crossroad, leaders must (a) let go of those activities, habits, and 
tendencies that they are comfortable with but are no longer func- 
tional, (b) preserve certain familiar tasks, activities, and functions 
that will likely continue to be practical and useful, and (c) add on 
in terms of learning new ways and methods of leading. Most of the 
developmental programs focus on the third function of adding on. 
But the really tricky part is figuring out what to let go of and what to 
preserve. There is much less direction around those particular core 
activities. 

This emerging theme of identifying what needs letting go, what 
needs preserving, as well as what to add on in terms leadership com- 
petencies, will be revisited in the final section of the chapter, which 
addresses practical implications. We now turn attention to research 
issues and how to translate the theoretical propositions outlined in 
the previous section into testable hypotheses. 
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FROM THEORETICAL PROPOSITIONS 
TO RESEARCH HYPOTHESES 

As noted in Chapter 1, the two primary criteria for evaluating any theory 
are (1) falsifiability and (2) utility (Bacharach, 1989). Falsifiability goes 
to some of the core ideas of Popperism (Popper, 1959) that it must be 
possible to refute empirically any scientific theory or its components. 
To be falsifiable, theories must be posed in such a way that the underly- 
ing propositions and hypotheses are coherent, clear, and unambiguous. 
The supporting criterion of utility has been termed as the bridge that 
connects theory and research (Bierstedt, 1959, as cited in Bacharach). 
In essence, this connection involves the previously discussed subcriteria 
of prediction and explanation. A theory is useful if it can both predict 
and explain. 

Another criterion by which to evaluate theory is that of parsimony, 
or the ratio of hypotheses to propositions (Bacharach, 1989). A theory 
that can accommodate a wide range of objects of analysis is generally 
preferred to one that can handle only a limited number of objects. The 
range of phenomena covered by a theory is reflected in the number of 
specific hypotheses that can be generated from a proposition. Those 
propositions that can be used to generate a relatively large number of 
hypotheses are generally preferable to those that can spawn only a small 
number of testable hypotheses. According to Bacharach, this is more 
than “merely an aesthetic criterion” (p. 509). The fundamental role of 
science is integration and simplification of experience. Toward that end, 
we have sought to develop an array of testable hypotheses for each of the 
13 propositions offered by our proposed theory of leader development. 

Guided mainly by the criteria of falsifiability and utility (and to a 
lesser extent parsimony), we have developed a set of hypotheses orga- 
nized around each of the theoretical propositions that were presented in 
Section V of the book. These hypotheses are offered in hope of guiding 
future research around leader development in the Army as well as other 
organizations. The hypotheses are organized into three sections: (1) 
developing the expert leader, (2) identity processes in leader develop- 
ment (including self-regulation strategies), and (3) adult development 
processes that are thought to influence leader development. 

We begin with the most exogenous or observable manifestations of 
leader development. We would likely know whether someone was an 
expert leader through thinking, decision-making, or behavior (includ- 
ing emotional displays). In short, we would know them through the 
demonstrated level of expert performance. In some domains, like chess, 
expert performance is relatively easy to determine. If one player can 
reliably beat another player who has been rated as an expert (e.g., grand- 
master) then a level of expert performance has been proven. But in other 
domains such as music or art, the standards for expert performance are 
much more subjective. If another expert judges a performance at a high 
level of competence, then expertise is established. . 
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Expert performance in leadership is thought to fall somewhere in 
between the completely objective measure of expertise found in chess 
and the nearly completely subjective standards found in music. Expert 
leader performance cannot always be judged by its outcomes as in chess 
because such outcomes are often multiply determined. Assuming that 
the good (or poor) performance of a team or organization is due to its 
effective (ineffective) leadership is. perpetuating an attribution bias. 
Leadership is only one possible cause of individual, team, or organiza- 
tional performance. But expert leader performance is not completely 
subjective either. It is more than another expert’s opinion about the 
level of demonstrated performance. There are certain things that expert 
leaders are expected to do that are codified in the supporting compe- 
tency model. Expert leaders can demonstrate high levels of competence 
in the various areas proposed as integral to effective leadership. Fur- 
thermore, competence in these areas can be measured using psycho- 
metrically sound instruments. 

We first set forth the hypotheses that support the notion of leader 
development culminating in demonstrated expert performance and then 
build on that outside layer with hypotheses related to identity processes 
and then to adult development. This is pretty straightforward in that if 
the first set of hypotheses is not well supported then it makes little sense 
to test the others. If the research results ultimately suggest that leader- 
ship cannot be adequately conceptualized in expert performance terms 
then the deeper explanations that we propose for this conceptualization 
really do not matter. There is a logic associated with the proposed integra- 
tive theory that might be considered in the shape and form of an onion. 
Various layers can be peeled away, gradually revealing a central core. But 
it is not a full onion unless all or most of the layers are in place. 

Research Hypotheses for Developing the Expert Leader 

We outlined six theoretical propositions related to developing the expert 
leader (see Table 12.1 for a list of all propositions in the theory). For each 
of these propositions, we have generated at least five testable hypoth- 
eses. These are presented in Table 15.2, organized by proposition. The 
set of propositions for this part of the theory mainly pertain to aspects 
of skill acquisition, expertise development, and identity-development 
spirals. The hypotheses offer testable suggestions for future researchers 
to consider. 

It should be noted that these hypotheses are preliminary suggestions. 
Others of equal or superior merit (ie., clearer, more specific) might 
be proposed. In addition, not every hypothesis needs to be supported 
for the overall theory to be supported. Research rarely works this 
way. More commonly, some hypotheses are not supported for reasons 
associated with method, measurement, statistical power, and so forth. 
Unsupported hypotheses also offer the opportunity to revise theory if 
other problems can be reasonably ruled out. 
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As discussed in Chapter 1, one component ensuring falsifiability is 
ensuring that constructs are clearly defined and reliably measured. Con- 
structs must have clear and coherent operational definitions, measure 
what they intend to measure, and display consistency across measure- 
ment. Theory testing using unstable or invalid measures is inappropriate 
and unscientific. The present theory cannot be fully evaluated regarding 
falsifiability because specific measurement instruments are not always 
specified. Future researchers who test this theory are free to choose reli- 
able and valid instruments they find appropriate. Appendix B provides 
a selection of possible measurement tools that may be used in tests of 
the present theory. 

Another potential concern with regard to certain hypotheses is that 
of time and timing (see Chapter 4 for a more detailed discussion of the 
underlying issues). Some of these hypotheses are longitudinal in nature 
in that they propose changes that occur over time (e.g., H2.1, H2.5, 
H3.2, H3.3, H4.1, H4.2, H4.5, and H5.1 among others). Given that 
what is being proposed at a broad macro level is an integrative theory of 
leader development, focusing on change over time makes sense. But lon- 
gitudinal research is often difficult to conduct for many reasons, not the 
least of which is the attrition of participants from the study. Nonethe- 
less, in testing a theory of development it is necessary to focus on both 
within- and between-individual changes over time. Thus, research that 
incorporates repeated measures, personal trajectories, or other forms of 
longitudinal growth modeling will be especially important in testing 
core aspects of the theory. 

A couple of the hypotheses also deal with proposed nonlinear relation- 
ships. Specifically, H4.2 proposes that the trajectory for the development 
of leadership expertise is nonlinear. H4.3 proposes that development is 
a mix of incremental (i.e., linear) and discontinuous (nonlinear) change. 
Again, this requires more sophisticated modeling approaches than what 
is required to test other hypotheses that focus mainly on mean differ- 
ences (e.g., H1.1-H1.5). It would also be desirable to hypothesize more 
specific forms of nonlinearity that are expected in the development of 
leadership expertise. H4.3 is more specific than H4.2 in this regard; 
however, there may be other possible forms of change that are even 
more specific than predicting a mix of linear and nonlinear development 
processes. Specificity in hypothesis statements is a desirable feature in 
that it enhances their potential falsifiability (Bacharach, 1989). 

Research Hypotheses Relating to Identity 
Processes in Leader Development 

Moving to the next most endogenous level or theoretical layer, we 
examine the identity processes that have been proposed as important 
in supporting the development of leadership expertise. As presented in 
Chapters 5 and 13 of the book, leader development is proposed to occur 
as a function of the adoption and integration of a leader identity. That 
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is, as a function of participating in leadership experiences and having a 
positive developmental experience, a budding leader begins to adopt a 
leader identity that, in turn, motivates a search for additional leadership 
experiences (see Proposition 6, Table 15.3). In this way the leader iden- 
tity and expertise development spiral in a reciprocal manner in either 
positive or negative directions. Having a positive or successful leader- 
ship experience is thought to bolster the integration of a leader identity 
with an overall personal self-concept, whereas negative or unsuccessful 
experiences tend to detract from the integration of a leader identity. If 
a leader identity is let go either partly or completely then there is less 
chance of actively seeking future leadership experiences. 

What makes identity such a pivotal construct in our theory has a 
lot to do with the self-regulation processes that support the develop- 
ment of a leader self-concept. These self-regulation processes serve as 
ways to link how we think of ourselves (i.e., identity) with our behavior 
and emotions. In short, they help to bridge cognition with action. At a 
very general level it was proposed that individual differences influence 
the rate and direction of these identity and leader development spirals 
(Proposition 7). Supporting propositions (7a to 7e) specify in greater 
detail the particular kinds of individual differences that are thought to 
moderate the spirals and how they are expected to moderate the rela- 
tionships in the developmental spirals. 

We propose five primary forms of individual difference variables that 
influence the leader development spirals: (1) self-regulatory strength, (2) 
learning goal orientation, (3) generalized self-efficacy, (4) self-awareness, 
and (5) implementation intentions. The proposed hypotheses offer pos- 
sible explanations for why each individual difference variable is thought 
to be important for the spirals. Of course, they all await empirical tests. 
It may well be the case that certain individual differences receive stron- 
ger or more consistent support than others. Results of this kind would be 
useful in revising the theory to reflect which particular individual differ- 
ences provide the best “levers” for accelerating leader development. 

Although not hypothesized explicitly, this set of propositions sug- 
gests that leaders with higher levels or stronger orientations on all five 
of these individual difference variables are likely to develop as lead- 
ers more quickly than those who are lacking or relatively weak in all 
or most of these variables. In other words, there may be a cumulative 
effect of having multiple individual differences that support identity 
spirals and these differences work together synergistically. For example, 
a leader who develops and uses implementation intentions may free up 
self-regulatory resources that can be used to support other functions. 
Because of the degree of difficulty and complexity associated with try- 
ing to form specific hypotheses about such interactions, we decided 
to focus for the present on their respective main effects. Nonetheless, 
future researchers may find it useful to propose and test the interactions 
of two or more of these individual difference variables on the rate or 
level of leader development. 
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Taken together, the propositions and hypotheses from this section 
highlight the notion that leaders develop in different ways and at differ- 
ent rates. There are individual differences in developmental trajectories, 
which the present theory argues are a function of individual differences 
in self-regulation strategies. This also highlights the systems principle of 
equifinality. Leaders can and do develop in different ways, but the end 
result is an expert level of leadership competence. 

Research Hypotheses on Adult Development 
Processes That Support Leader Development 

Propositions and hypotheses related to the influences of adult develop- 
ment on leader development make up the deepest or innermost theoret- 
ical layer. The background literature on adult development is presented 
in detail in Chapters 3 and 14. Adult development is of great relevance 
and importance to leader development because of its lifespan orienta- 
tion. If leader development is presumed to be ongoing throughout the 
adult lifespan, then understanding the factors that contribute to success- 
ful aging is also likely to inform the leader development process. Factors 
associated with successful aging might be used to either accelerate the 
leader development process in adulthood or to forestall any decline in 
developmental trajectories. The relevant propositions and their respec- 
tive hypotheses are presented in Table 15.4. 

The hypotheses associated with Proposition 8 elaborate on the ongo- 
ing nature of leader development throughout the adult lifespan. All of 
the hypotheses deal in one way or another with longitudinal processes. 
Given the focus of adult development, this is not surprising, but it does 
create the usual difficulties associated with longitudinal research. H8.1 
is probably the least specific (and thus most difficult to test) of all of the 
supporting hypotheses for this proposition. Nonetheless, it is important 
to empirically document that leader development can occur regardless 
of a leader’s age. Two of the hypotheses supporting Proposition 8 specify 
particular forms of curvilinear developmental trajectories (H8.2-H8.3). 
Two other hypotheses articulate aspects of development that could slow 
the developmental progress of leaders and what might be done to miti- 
gate those effects (H8.4-H8.5). 

Proposition 9 and its supporting hypotheses deal with the role of 
physical health and mental well-being in the developmental processes 
of leaders. The Army is an unusual organization in terms of expect- 
ing ongoing physical training and regular physical fitness testing. Such 
efforts are likely important in slowing many of the physical declines 
associated with aging. Furthermore, effective self-regulation strategies 
that contribute to the personal discipline needed for ongoing physical 
fitness may help to forestall cognitive declines and enhance well-being 
as well as leader development. Taken together, hypotheses 9.1 through 
9.5 illustrate the importance of physical health and fitness to successful 
aging and ongoing leader development. 
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Proposition 10 is pivotal to our theory with regard to the practi- 
cal utility of incorporating an adult development perspective in leader 
development. This proposition and all of the supporting hypotheses 
deal with the proposed SOC processes that are instrumental to suc- 
cessful aging. Although these processes become especially important in 
adulthood as cognitive, physical, and other personal resources begin to 
decline or are otherwise taxed, they are thought to be developed initially 
in emerging adulthood. If these hypotheses are supported empirically 
it will lend support for the idea of investing in helping leaders develop 
and hone SOC processes as part of their development as leaders. This 
potentially important point will be elaborated on in more detail in the 
section on practical implications later in this chapter. 

On the surface, Proposition 11 appears very similar to Proposition 
3 in terms of the development of complex, multifaceted leadership 
competencies. Where they differ, however, is in terms of the link- 
ages to aspects of developmental theory that are highlighted in H11.1 
through H11.5. Specifically, developmental reserve capacity (H11.1), 
developmental readiness (H11.2), and aspects of typical and optimal 
performance (H11.3-5) are considered important predictors of the 
developmental trajectories of leaders. Again, they denote the relevance 
of key aspects of developmental theory—especially those from the adult 
development literature—to predicting, understanding, and potentially 
controlling (i.e., accelerating) the leader development process. Proposi- 
tions 12 and 13 further elaborate on the notion of developmental spirals 
(also see Proposition 7). As identity and leader expertise spiral upward 
in a mutually reinforcing way, moral reasoning and reflective judgment 
are also thought to develop. As noted in Chapters 6 and 14, leadership 
inherently involves ethical dilemmas, and as leaders develop, the kinds 
of dilemmas they are able to sense and interpret become increasingly 
more complex. In essence, their moral and ethical “radar” becomes more 
sophisticated, as does their understanding of knowledge (e.g., epistemic 
cognition or reflective judgment). As this moral capacity and sophisti- 
cated reflective judgment ability become aligned with emerging exper- 
tise (i.e., leadership competencies), wisdom begins to form. This is the 
essence of Proposition 13. 

Taken together, these 13 propositions and 88 hypotheses offer a com- 
prehensive research plan for testing the major areas of the proposed inte- 
grative theory of leader development. This list is not exhaustive nor is it 
static. Other scholars might be adept at forming more specific hypoth- 
eses that have the advantage of better falsifiability, or generate different 
hypotheses that complement the present set. As with any theory, espe- 
cially one that is grounded primarily in the social sciences, it will con- 
tinue to evolve and change as research results emerge to support or not 
support various hypotheses. Human behavior is fickle in that it does not 
always (or even usually) conform to a general set of laws. Although it is 
unrealistic to expect this or any theory to predict the specific behavior 
of any given individual, good theory and supporting empirical research 
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allow for the prediction and explanation of general trends in thinking, 

behavior, and development. Nonetheless, expecting strong theory in 

the area of leader development in which theory of any sort has been 

historically lacking (Day & O’Connor, 2003) is no doubt expecting too 

much. As noted by Weick (1995b), the products of theorizing rarely 
emerge as full-blown theory; rather, such products approximate strong 
theory. Instead of disparaging these “interim struggles” (p. 385) as less 
than whole or complete theory, there is a need to focus not on theory 
as product but theorizing as process. Much of validation research is a 
continuous process of hypothesizing, testing, evaluating, and refining 
the underlying predictions (Binning & Barrett, 1989); building theory 
is also a continuous process and not an end state. 

PRACTICAL IMPLICATIONS 

We discussed utility in terms of a bridge between theory and research 
(Bacharach, 1989). The practical utility of a theory is assessed by 
whether it can also bridge the gap between research and practice. That 
is, once there has been empirical support demonstrated for some set 
of research hypotheses, can we translate that scientific knowledge into 
sound practice? First, we need to assume that support has been found, 
which, unfortunately, we cannot guarantee for the present theory at the 
present time. Second, we need to assume that the results demonstrate 
practical significance in addition to statistical significance. Essentially, 
this means that the obtained effect sizes are sufficiently large to jus- 
tify the implementation of programs or interventions that are designed 
around the obtained results. The threshold for practical significance is 
a subjective judgment call. Rather than trying to set strict standards for 
practical significance, it would likely be more reasonable to encourage a 
“never-ending fixation and continuing concern for evaluating the results 
of one’s research according to effect sizes” (Dunnette, 1990, p. 20, ital- 
ics in original). Practical significance matters if we hold out hope that 
our theory and research will influence leader development practices in 
organizations. Practical significant also matters when the outcome is 
evaluated in terms of the cost of failed leadership, not only in economic 
terms but also potentially in terms of human lives. 

Of course, there first needs to be research conducted before we can 
evaluate its significance at any level. With regard to the present theory, 
such research has yet to be conducted. Nonetheless, much of what we 
have proposed is based on a solid empirical foundation from the expert 
performance, social identity and self-regulation, and adult development 
literatures. We have little reason to be concerned about the generaliz- 
ability to the leader development field; however, a scientific orientation 
to such issues urges caution in these matters. Thus, additional research 
is needed before any firm conclusions can be drawn or practical recom- 
mendations made. But on the positive side, the present theory is a first 
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in terms of providing sound theoretical direction for leader develop- 
ment research. With those caveats, the remainder of this section will 
highlight certain practical implications assuming future support for the 
propositions set forth in the present theory. 

At the most visible or exogenous level, leader development can be 
observéd and measured in terms of competencies. We believe there is 
such thing as an expert leader. This is someone who over the course of 
perhaps a decade or more has devoted himself or herself, through study 
and practice, to master a set of leadership competencies set forth by 
the organization as denoting the high-level leadership skills that leaders 
require to be effective. Two aspects of this assumption are especially 
noteworthy. First, we do not expect leadership competencies to emerge 
fully formed in leaders. They develop only over considerable time and 
only with extensive deliberate practice. In short, adult development is 
an active process, unlike child development, which is guided mainly by 
biological and maturational factors. The required practice includes not 
only study (i.e., thinking, reflecting) but also acting. Second, competen- 
cies develop from initially more-basic skills. Indeed, competencies can be 
thought of as bundles of different skills that combine into more holistic, 
multifaceted, and multifunctional composites. Such leadership compe- 
tencies provide the foundation for leaders of ability and character as iden- 
tified in Army doctrine (FM, Department of the Army, 2006, 6-22). 

Focusing only on improving the observable expert performance of 
leadership competencies would be shortsighted. Specifically, it would 
do little for leader development other than to “teach the test” so to 
speak. In other words, simply training to a particular set of competen- 
cies might result in some level of leader expertise, but it does relatively 
little for enhancing long-term development. And by focusing entirely on 
training a list of specific competencies there might ultimately be more 
harm than good that is done. For example, what if environmental cir- 
cumstances dictated that the competency model be revised? Suddenly, 
expert leaders would no longer be experts—or as expert—as they were 
prior to the revision of the model. However, focusing on the develop- 
ment of more overarching concerns such as identity, moral reasoning, 
and reflective judgment would grow the kinds of self-aware and adaptive 
leaders that many organizations value. It would not matter so much 
what was on the “test” (i.e., competency model), because highly devel- 
oped leaders would be able to adapt more quickly in generating new 
skills and competencies to meet whatever change has been presented. 

The present theory also suggests that it would likely be very fruit- 
ful to invest in helping leaders develop specific kinds of self-regulation 
strategies such as building self-regulatory strength, developing a learning 
goal orientation, enhancing generalized self-efficacy, ensuring height- 
ened self-awareness, and introducing sound implementation intentions. 
Rather than just teaching the test in terms of training to a set list of 

competencies, developmental interventions could be designed to help 

leaders learn about managing their selves. Effective self-management 
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strategies in the form of self-regulation skills can help to ensure lifelong 
learning and development of leaders. 

It has been noted that people often need to learn how to learn. The 
same could be said for learning how to develop. In this regard, it might 
be said that all leader development is self-development. Leaders can 
be put into assignments, courses, or other kinds of experiences but it 
does not mean that development is inevitable. People develop at differ- 
ent rates and in different ways. Two leaders experiencing the identical 
situation or assignment would very likely learn very different things 
and develop in different ways as leaders. But having a sound foundation 
of self-regulation skills to help make learning and development more 
intentional would likely enhance the impact of developmental experi- 
ences and ultimately accelerate the leader development process. 

At the deepest level of adult development, researchers have proposed 
a set of orchestrating processes that contribute to successful aging (e.g., 
Freund & Baltes, 1998). In some ways, these selection-optimization- 
compensation (SOC) processes are very similar to self-regulation strat- 
egies studied in the social psychology literature. Selection deals with 
goal choice and goal setting in terms of where to best allocate limited 
resources (e.g., time and energy). Optimization is concerned with the 
refinement of this resource allocation process toward achieving higher 
levels of functioning in selected domains (e.g., goals). Compensation 
refers to how substitutive processes are employed when faced with a 
loss of resources or the decline of goal-relevant means in a selected 
domain of functioning (e.g., leadership). Although similar to self-regu- 
lation strategies, the SOC processes serve a much more refined purpose, 
which is to keep people on course for pursuing their “meta-goals” that 
ultimately enhance meaning in their lives. 

It is thought that early adulthood is the ideal time when SOC pro- 
cesses are formed, but it is especially in later adulthood that these pro- 
cesses take on greater importance for adaptive functioning. As people 
experience heath-related constraints and other losses in their develop- 
mental reserve capacity and plasticity, a greater emphasis is placed on 
compensatory strategies to deal with these resource limitations relative 
to what occurs at younger ages. Investing in helping younger leaders 
develop strong SOC processes would likely yield dividends across the 
entire trajectory of leader development, but might be especially beneti- 
cial for older leaders who still need to continuously develop. As with 
self-regulation strategies, SOC processes may not be seen as directly 
contributing to leader development in that they are not directed explic- 
itly at fostering competency development. Nonetheless, we believe 
that such processes and strategies play an important role in regulating 
leader development throughout the lifespan. Trying to inculcate SOC 
processes in later adulthood when they are most needed may be try- 
ing to do too little too late. But building this into early developmental 
interventions might accelerate the leader development process and yield 
especially big rewards in those years in adulthood where continuous 
development becomes increasingly difficult. 
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Another practical implication stemming from the adult development 
literature is the recognition that development involves losses as well as 
gains. At the various crossroads of leader development, there must be 
recognition that certain skills and competencies that contributed to suc- 
cess at a lower level are no longer functional for effective leader perfor- 
mance at higher levels. Some researchers have termed this the “letting 
go” process of development (Freedman, 1998). Not only is this process 
desirable, it is also necessary for future effectiveness. 

Of course, figuring out what needs to be let go is the difficult part. 
Some guidance from Army doctrine would be especially helpful in this 
regard, although the diversity of positions and career tracks within large 
organizations such as the Army would likely make this very difficult 
to do. But the acknowledgment that development does not mean an 
inevitable ongoing accretion process would be a useful beginning. Lead- 
ers must think about what needs to be given up in terms of skills and 
competencies, what should be preserved, and what should be added on 
and possibly transformed. As a first step, this would require that leaders 
understand how their duties and responsibilities as leaders will likely 
change at different career stages. A second step would be their active 
interpretation of what and how to change as leaders, including what 
they need to stop doing. 

In the Introduction to this book we asked two rhetorical questions 
about the Army’s doctrinal precept that leader development is a pro- 
gressive and sequential process: Does this provide a meaningful frame- 
work for Army leader development? Is it consistent with what is known 
about adult development, skill acquisition, and other related bodies of 
research? What we have described throughout this book, both through 
the literature reviews and our theorizing about leader development, is 
a leader development process that is complex, multifaceted, nonlinear, 
and highly subject to differences among individuals and across environ- 
ments. That is reflective of what is known from adult development, 
skill acquisition, and other related fields. But is it a “progressive and 
sequential” process? Yes and no. As discussed above, given what we 
know about the development of expertise in general, it is reasonable to 
describe leader development in part as a “progressive” accumulation of 
skills bundled into higher-order competencies. However, this conclu- 
sion includes the caveat that there is loss as well as gain in the process, as 
described by the SOC framework. The “sequential” notion is a bit more 
problematic. The multifaceted and nonlinear nature of leader develop- 
ment we have described does not seem consistent with an assumption 
that leader development can be managed as a sequential process. 

GENERAL CONCLUSIONS AND RECOMMENDATIONS 

Most scholarly books and papers conclude with a call for future research 
on the focal topic in question. This present one is no exception. Leader 
development is an area that is notoriously weak on empirical data and 
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even weaker when it comes to theoretically guided research. Even the 
research on leader development that has been conducted tends to focus 
entirely on whether a particular intervention is associated with sub- 
sequent improvements in leader, team, or organizational performance. 
There are at least two problems with this general approach. First is the 
outcome of interest. Although most research focuses on performance, a 
more appropriate outcome is development itself. What developmental 
theorists and researchers would be most concerned about is whether or 
not, as well as how and why, leaders develop and not whether their job 
performance improves. It is also entirely likely that there will be initial 
performance decrements associated with leader development as a leader 
lets go of some familiar routines and as new routines begin to be estab- 
lished. Timing of measurement becomes critically important in those 
cases in which changes in performance are relevant (see Chapter 4 for a 
more detailed discussion of issue related to time and measurement). 

This leads to the second general issue of explanation. Without some 
theoretical connection to the underlying reasons that leaders change, 
the best we are left with is prediction. Although prediction is a neces- 
sary condition for good theory (or good theorizing as the present case 
may be), it is insufficient by itself. Good theory not only offers accurate 
predictions it also provides sound explanations (Bacharach, 1989). 

We hope that the propositions and hypotheses offered here will help 
to serve as a guide for researchers interested in a scientifically grounded 
approach to leader development. We have posed a recommended 
sequence of how supporting research should proceed, beginning at the 
most exogenous or observable level (i.e., leadership competencies) and 
moving next to test increasingly deeper explanations of how expert per- 
formance unfolds and how it might be accelerated. Those phases of the- 
ory testing occur through examining the influences of leader identity 
development and self-regulation, and then progressing to the orches- 
trating processes of adult development (i.e., selection, optimization, 
and compensation). Through an iterative process of testing, evaluating, 
and theorizing, there should be noted improvements in the falsifiability, 
utility, and parsimony of the proposed leader development theory. It is 
a continuously evolving process and not anywhere near what could be 
considered a “done deal.” 

One area in which we would like to make a strong recommenda- 
tion is in terms of investing more in longitudinal research. It is difficult 
to make appropriate inferences about leader development (or devel- 
opment of any kind) based solely on cross-sectional research findings. 
Development in any domain requires the study of personal trajectories 
(Raudenbush, 2001). We are interested not only in between-leader (i.e., 
inter-individual) differences in developmental trajectories but within- 
leader (i.e., intra-individual) changes as well. Fortunately, a whole cat- 
egory of analytic tools have been developed and honed in recent years 
to help accomplish this end. A general label of multilevel growth mod- 
eling is perhaps the best description of these tools. But it should be 
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remembered that leader growth and development are not necessarily 
solely processes of accretion. Development can occur through radical 
discontinuous jumps as well as through gradual linear change. The adult 
development literature also makes it clear that development involves 
losses as well as gains. For leaders to develop, they need to accurately 
identify what needs to be let go, as well as what to preserve and what to 
add on in terms of leadership skills and competencies. 

Another area in which we would like to put forth recommendations 
is in terms of measurement. Having a competency model or an explicitly 
stated theory of leadership performance is a start in terms of foster- 
ing a widely shared and endorsed understanding of what is expected of 
leaders. But without psychometrically sound measures of these compe- 
tencies and their supporting behaviors that are matched to the various 
leadership levels (e.g, direct, organizational, and strategic levels in the 
Army) then there is little more than a nice ideal that is represented 
by the model. If research is to proceed by first focusing on the most 
exogenous layer of the theory that deals with demonstrating leadership 
expertise then it is imperative that there are ways to assess this exper- 
tise. Criterion measurement would be a worthwhile investment in the 
early stages of research devoted to the present theory. 

As with any theory, there are potential boundary conditions to con- 
sider. The Army is in somewhat of a unique position in that most of its 
senior leaders (and certainly those in uniform) are products of several 
decades of ongoing development beginning in late adolescence or early 
adulthood through mid-adulthood and possibly longer. Although lead- 
ers leave the Army at various career stages, there is very little selec- 
tion from outside the organization (but as noted, there are other types 
of corporate organizations, like Pfizer, where this is also the case for 
certain positions). On one hand, this is an advantage from a research 
perspective because it allows for longitudinal study of intrapersonal 
and interpersonal leader processes and controls for a big potential con- 
found (i.e., external influences). But it does make the Army different 
from typical organizations—not to mention its different mission. Thus, 
it is premature to speculate on whether results obtained from leader 
development research in the Army will generalize outside that organi- 
zation. Nonetheless, many organizations espouse the need for continu- 
ous lifelong learning, which also means ongoing development. Learning 
and development are very closely aligned. The present theory and the 
results of research that it spawns could very well be valuable to non- 
military organizations. 

In the first chapter, we elaborated on why there is a need for a theory 
of leader development. Put simply, the bottom-line answer is that the 
need exists because there are no comprehensive scientific theories on 
this important topic, and definitely not one targeted at Army leader 
development. There are other recent efforts, however, that touch on 
some of the topics addressed in the present theory. Both London (2002) 
and Avolio (2005) elaborate on issues of leader identity; London also 
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elaborates on issues related to self-regulation and wisdom. But neither 
of these recent additions to the leader development literature is aimed 
mainly at a research-oriented audience. They are geared mainly for a 
practitioner or popular press readership. There is nothing wrong with 
that, but they do not help much in filling the theoretical void in the 
literature for scientifically oriented, testable theory. In addition, neither 
Avolio nor London delves into issues of adult development and how 
they might inform the leader development process. Clearly, adult devel- 
opment is a key component of the present theory and serves to anchor 
our propositions and hypotheses at the deepest level. 

We hope that our theory offers an initial guide for beginning a sys- 
tematic, theoretically grounded and comprehensive evaluation of what 
we see as the primary drivers of the leader development process. As 
noted, the next step is research, especially longitudinal research in 
areas of leadership expertise, leader identity processes, self-regulation, 
moral reasoning, reflective judgment, and the orchestrating processes 
of selection-optimization-compensation that shape adult development. 
Many of these topics have received little, if any, theoretical or empirical 
research attention in the leadership or leader development literature. 
We also call for more research that focuses on development as the crite- 
rion of interest rather than leader performance. Research of this nature 
is needed to test and evaluate empirically the hypotheses and proposi- 
tions set forth in the book, but perhaps more importantly, to continue 
the ongoing process of theorizing about leader development. 
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Appendix A 

GLOSSARY OF TERMS 

360 Degree Feedback: (also known as multisource feedback): A system 
of providing anonymous feedback based on ratings made by at 
least one supervisor, peer, or subordinate; sometimes includes 
self-ratings (Atwater, Waldman, & Brett, 2002). 

Accommodation: The process into which individuals incorporate expe- 
riences and changes to their self-schemas, thereby changing the 
schema (Piaget, 1968). 

Accommodative self-reflection: Thoughtful examination of lost goals 
and the reconstruction of and reinvestment in new goals, com- 
mensurate with what one has lost (King & Hicks, 2007). 

Adaptive competency: The most advanced or complex competency 
level that involves extrapolating proficiency to novel situations, 
understanding the situation as it unfolds, and generalizing one’s 
knowledge and skills to cope with unexpected developments 
and complex challenges (Kozlowski et al., 2001). 

Andragogy: The art and science of teaching adults. The fundamental 
principles of androgogy are: (a) place the learner at the focus of 
the learning process, (b) one who learns to satisfy needs or inter- 
nal motives, & thereby (c) shifts the responsibility of learning to 
the individual from the formal instructional curricula (Knowles 
et al., 1998). 

Aptitude-Treatment-Interaction (ATI): The basic principle of ATI is 
that instructional strategies (treatments) are more or less effec- 
tive for given individuals depending upon their specific abili- 
ties. Optimal learning occurs when the instruction is matched 
to the aptitude of the learner (Cronbach & Snow, 1977). 

Assessment: One component of well-designed developmental experi- 
ences that refers to data from the self, other people, or the envi- 
ronment that provides information for comparing performance 
against some standard (Van Velsor & McCauley, 2004). 
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Assimilation: One of Piaget’s components of adaptation. It refers to pro- 
cesses whereby individuals change aspects of the situation or 
discount information to maintain the current self-view. Novel 
information is processed using existing schemas without changing 
them (Piaget, 1968). 

Authentic leadership: Leadership that focuses on the development of 
leaders who are authentic persons as well as having authentic 
relationships with followers and associates. Authentic leaders 
and their relations with others are characterized by (a) transpar- 
ency, openness, and trust; (b) guidance toward “worthy” objec- 
tives; and (c) an emphasis on follower development (Gardner, 
Avolio, Luthans, May & Walumba, 2005). 

Baseline performance: Refers to what individuals can do on a given task 
under standardized conditions of assessment (Baltes, 1987; Kliegl, 
Smith, & Baltes, 1989). 

Baseline reserve capacity: An individual’s performance capability if the 
conditions of assessment are optimized without any additional 
efforts targeted at enhancing the cognitive and motivational 
resources available to a person (Baltes, 1987; Kliegl, Smith, & 
Baltes, 1989). 

Behavioral scripts: A type of schema that involves a sequence of behav- 
iors toward the accomplishment of goals (Lord & Foti, 1986). 

Challenge: One component of well-designed developmental experi- 
ences that refers to a stretch or push beyond an individual’s 
comfort zone (Van Velsor & McCauley, 2004). 

Climate: “Shared perceptions of the events, practices, and procedures 
and the kinds of behaviors that are rewarded, supported, and 
expected in a setting” (Schneider, 1990). 

Cognitive complexity: An individual difference variable that indicates 
how an individual structures his or her social world; “the capac- 
ity to construe social behavior in a multidimensional way” (Bieri 
et al., 1966, p. 185). Individuals higher in cognitive complexity 
are able to perceive stimuli in more ways than those lower in 
cognitive complexity. 

Cognitive elaboration: The level of processing or effortful thought an 
individual gives to a message. In conditions of high elaboration, 
individuals engage in deep and effortful processing of informa- 
tion and the individual is more likely to be persuaded by the 
message (Chaiken, 1980). 

Cognitive Script: See “scripts.” 
Competence: Demonstrated expertise in a given domain of interest 

(e.g., leadership). 
Competency: “An underlying characteristic of a person which results 

in effective and/or superior performance in a job” (Boyatzis, 
1982, p. 21). 
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Competency modeling: The process of systematic discovery of the 
underlying forms of competence needed for success in a given 
domain or organization (Spencer & Spencer, 1993). 

ae configuration of a given phenomenon (Schwab, 

Critical thinking skills: The ability to think about a problem in depth; 
the process of purposeful, self-regulated judgment (Facione & 
Associates, 1990). 

Crystallized intelligence: The store of knowledge or information that 
a given society has accumulated over time and the extent to 
which an individual has absorbed that knowledge store. 

Declarative knowledge: The first stage of skills acquisition in which an 
individual learns the facts about task requirements. The cog- 
nitive resource demands are greatest in this stage (Anderson, 
1985; Kanfer & Ackerman, 1989). 

Development: Long-term endeavor (cf. training) in which the purpose 
is to enhance individuals’ capacity for being able to quickly 
make sense of the environment and adapt effectively by learn- 
ing their way out of problems (D. V. Day & Halpin, 2004). 

Developmental potential: The degree to which an individual is capa- 
ble of being shaped by the environment or experience (Baltes, 
Staudinger, & Lindenberger, 1999). 

Developmental readiness: The degree to which an individual is equipped 
to benefit developmentally from a higher-level challenge and is 
prepared to move to a higher developmental stage (Avolio, 2004; 
Fischer & Kenny, 1986). 

Developmental reserve capacity: The assessment of performance fol- 
lowing interventions or experiences that are targeted at opti- 
mizing an individual’s cognitive and motivational potential or 
reserves (Kliegl et al., 1989). 

Developmental plasticity: Malleability in development; capability of 
being shaped by the environment or experience. 

Discriminant validity: A construct or variable can be differentiated 
empirically from other dissimilar constructs or variables. 

Doctrine: Body of teachings or instruction; a principle or body of prin- 
ciples presented for acceptance or belief. j ae 

Ego: Term used by Loevinger to describe an individual’s frame of ref- 
erence. Ego development can be measured by the Washington 
University Sentence Completion Test (WUSCT; Loevinger 

etal. 1985). 
Empirical adequacy: The extent that theoretical propositions and 

hypotheses are operationalized appropriately (Bacharach, 
1989). 

Endogenous factors: Those constructs in a structural model that are 
predicted by antecedent constructs. 
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Epistemology: The philosophical discipline focused on “the origin, 

limits, methods and justification of human knowledge” (Hofer, 

2002, p. 4). 
Epistemic cognition: Individual understanding of knowledge itself; the 

process an individual invokes to monitor the epistemic nature 
of problems and the truth value of alternative solutions (Kitch- 
ener, 1983). 

Equilibration: Piaget’s concept for constructing identity structures 
through the active self-regulation of accommodation and assimi- 
lation (Block, 1982). 

Ethical dilemma: An apparent conflict between moral imperatives in 
which obeying one would result in transgressing another. 

Exogenous factors: Those constructs in a structural model that are 
antecedents or predictors of other model constructs. 

Experiential Learning Theory: Suggests the crucial role of experience 
in learning and includes a learning cycle of experiencing, reflect- 
ing, thinking, and acting (Kolb & Kolb, 2005). 

Explanatory potential: An aspect of theoretical utility that rests on the 
specificity of assumptions regarding objects of analysis and the 
relations among objects; how well a theory explains its core con- 
structs and the relationships among them (Bacharach, 1989). 

Falsifiability: A criterion to evaluate theory; it involves whether a the- 
ory can be refuted empirically (Popper, 1959). 

Fluid intelligence: On-the-spot reasoning ability, a skill not basically 
dependent on experience. 

Framework: A set of assumptions or concepts that represent a way of 

viewing reality, often taking the form of taxonomic lists of vari- 
ables or constructs in research. 

Goal orientation: An individual difference variable that reflects the 
internal motivational processes that affect an individual’s task 
choice, self-set goals, and effort mechanisms in learning and 
performance contexts (Dweck, 1996; VandeWalle, 1997). 

Generalized self-efficacy: A global trait-like characteristic of one’s esti- 
mate of his or her overall ability to achieve required perfor- 
mance in a variety of situations (Bandura, 1997). 

Heuristic: A cognitive shortcut that allows for efficient information 
processing without complete consideration of all relevant infor- 
mation (Kahneman, Slovic, & Tversky, 1982). 

Human capital: Individual knowledge, skills, and abilities. 
Identity The culmination of an individual's personal attributes, val- 

ues, knowledge, experiences, and self-perceptions. Identity is 
dynamic and multifaceted (Baltes & Carstensen, 1991; Erik- 
son, 1959). 

Identity development: The process of growth, integration, and crystal- 
lization of an individual's sense of self (Erikson, 1959). 

Implementation intention: Type of self-regulation strategy that makes 
the initiation of goal-directed behavior nearly automatic by 
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designating where, when, and how behavior leads to goal attain- 
ment (Gollwitzer, 1999). 

Implicit Leadership Theories (ILT): A schema individuals hold about 
leadership. Describes a structure of relationships of relevant lead- 

- ership traits and characteristics believed to be related that guides 
and organizes an individual’s perceptions, thoughts, and memo- 
ries about leadership (Keller, 1999). 

Institutionalization: The process by which an initial corrupt decision or 
action becomes embedded in the structure and processes of an 
organization, leading to the routinization of corruption (Ash- 
forth & Anand, 2003). 

Intentionality: Deliberate practice in a particular domain with the goal 
of developing expertise (Fallesen, 2004). 

Interpersonal influence: Drath’s (2001) second knowledge principle in 
which leadership is conceptualized as occurring through the 
interpersonal process by which an individual arises as the most 
influential person. 

Interindividual effects: Change or development in proficiency over 
time between individuals. 

Intraindividual effects: Change or development in proficiency over 
time within an individual. 

Knowledge compilation: The second stage of the skills acquisition 
process whereby an individual integrates various components 
required to complete a task (Anderson, 1985; Kanfer & Acker- 
man, 1989). 

Leader development: Enhancing the capacity of individuals to engage 
successfully in the leadership tasks and roles in an organization, 
focusing on developing individual knowledge, skills, and abili- 
ties related to leadership (Day, 2000). 

Leader identity: How one thinks of oneself as a leader; the subcom- 
ponent of one’s identity or self-concept related to being a 
leader. 

Leadership capacity: The outcome of developmental efforts to enhance 
leadership (Day, Gronn, & Salas, 2004). 

Leadership development: Enhancing the capacity of teams and orga- 
nizations to engage successfully in leadership tasks, focusing 
on building the networked connections among members that 
develop leadership capacity (Day, 2000). 

Learning goal orientation: Individual motivation toward developing 
competence through acquiring and mastering new skills, seek- 
ing challenges to perfect competencies, and treating errors as 
instructive in the process (Dweck, 1996; VandeWalle, 1997). 

Learning organization: An organization that actively seeks to monitor 
environmental changes and adapt and learn from them (Senge, 
1990). | 

Logical adequacy: An aspect of theory evaluation that demonstrates 
that the relationships in the theory are not redundant or circular 
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in terms of logic and that the nature of the relationship between 
antecedent and consequent are specified (Bacharach, 1989). 

Maximal performance: Performance under conditions when there is 
explicit awareness on the part of an individual that he or she is 
being evaluated and where there is intentional effort to maxi- 
mize performance (Sackett, Zedeck, & Fogli, 1988). 

Mental model: “Mechanism whereby humans are able to generate 
descriptions of system purpose and form, explanations of sys- 
tem functioning and observed system states, and predictions of 
future system states” (Rouse & Morris, 1986, p. 351). They are 
cognitive frameworks in a particular domain of interest. 

Mentoring: Formal or informal relationship between a teacher or 
trusted counselor and a protégé; can be described as either psy- 
chosocial or career-related (Kram, 1985). 

Meta-cognition: Monitoring or awareness of an individual’s learning 
and thinking process (Kitchener, 1983). 

Moral development: Enhancing an individual’s moral reasoning capacity 
and behavior. Kohlberg’s (1981) Theory of Moral Development 
is the most influential. The theory suggests that individu- 
als develop through six stages captured by three broad peri- 
ods of development: (a) Preconventional morality: individual's 
thoughts and behaviors are organized around maximizing per- 
sonal reward and avoid punishment; (b) Conventional morality: 
moral understanding is based on social rules and obligations; 
and (c) Postconventional morality: Internalization of universal- 
istic moral principles such as respect for others and justice. 

Moral capacity: The ability of leaders to view “their role as including an 
ethical responsibility to their stakeholders, having the level of 
moral perspective to recognize and evaluate ethical issues, and 
having learned from past experiences how they might best deal 
with moral dilemmas at work” (May et al., 2003, p. 247). 

Moral courage: “Leader's fortitude to convert moral intentions into 
actions despite pressures from either inside or outside of the 
organization to do otherwise” (May et al., 2003, p. 255). 

Moral identity: Integration of moral understanding and concerns with 
one’s sense of identity (Blasi, 1995). 

Moral reasoning: The cognitive process by which individuals make and 
justify decisions about moral issues (Kohlberg, 1981). 

Moral resiliency: The ability to adapt in a positive way in the face of 
significant adversity or risk in terms of acting authentically 
(May et al., 2003). 

Multirater feedback: Provides a rich source of assessment data from 
multiple perspectives (e.g., self, subordinate, peer, supervisor); 
also known as 360-degree feedback. 

Ontogeny: The development or course of development especially of 
an individual organism. : 

Operational definition: An exact description of how to derive a value 
for a characteristic you are measuring. It includes a precise 
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definition of the characteristic and how, specifically, data collec- 
tors are to measure the characteristic. Used to remove ambigu- 

ity and ensure all data collectors have the same understanding. 
Also used as operationalized. 

Orchestrating processes of human development: See selection- 
optimization-compensation. 

Organizational socialization: The process by which employees learn 
about new jobs, roles, and the culture of the workplace and 
adapt to them (Bauer, Morrison, & Callister, 1998). 

Pedagogy: The art and science of teaching children (Knowles et al., 
1998). 

Performance goal orientation: Individual’s motivation focused on dem- 
onstrating competence in safe environments, a preference for 
tasks that minimize errors, and a view of high effort as indica- 
tive of low ability (Dweck, 1996; VandeWalle, 1997). 

Personal dominance: Least complex and most widely held knowledge 
principle around leadership whereby leadership is described as 
something an individual possesses, such as a trait or attribute 
and that followers receive (Drath, 2001). 

Plasticity: See “developmental plasticity.” | 
Possible selves: An individual’s representation of a future desired 

self and avoidance of an undesirable self (Cross and Markus, 
1991). 

Procedural knowledge: The final stage of skills acquisition in which an 
individual reaches automatization of task completion; minimal 
resources are needed to complete the task (Anderson, 1985; 
Kanfer & Ackerman, 1989). 

Provisional selves: The temporary and incomplete professional identi- 
ties individuals try out during work transitions (Ibarra, 1999). 

Predictive accuracy: An aspect of theoretical utility that refers to the 
ability of a theoretical system to make sound predictions within 
a bounded framework of space and time (Bacharach, 1989). 

Psychological safety: Shared perceptions team members hold that their 
team environment is a safe place in which one can take inter- 
personal risks (Edmondson, 1999). 

Rationalization: The process by which corrupt individuals deny the 
implications of their action to distance themselves from the 
deviant moral implications of their behaviors (Ashforth Anand, 
2003).Readiness: See “developmental readiness.” 

Reflection-in-action: Unstructured reflection in which individuals 
engage during the course of an experience, rather than after the 
experience (Schén, 1983). 

Reflection-on-action: Thinking back on experiences, reflecting on what 
happened, why it happened, and what could have been differ- 
ent (Schén, 1983). Examples include after-action reviews and 
coached reflection. 

Reflective judgment: A type of epistemic cognition that involves inter- 
pretive judgments about ill-structured or uncertain problems. 
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It involves the continual evaluation of assumptions and inter- 
pretations about data (King & Kitchener, 1994; 2002). 

Relational dialogue: The most complex leadership knowledge prin- 

ciple whereby leadership is understood as a dynamic process 
that happens when people participate in collaborative forms of 
thought, dialogue, and behavior (Drath, 2001). 

Schema: Cognitive structures that represent organized knowledge 
about a given stimulus as well as rules that direct information 
processing (Lord & Foti, 1986, p. 22). 

Script: Specialized type of cognitive schema for action that guide 
behavior in familiar situations such that actions can be deter- 
mined and undertaken almost in a “mindless” (i.e., automatic) 
manner (Gioia, 1986). 

Selection-optimization-compensation processes: The orchestrating 
processes of adult development, used to regulate the maximi- 
zation of developmental gains and the minimization of losses 
(Baltes, 1987). 

Self-awareness: Extent to which someone is conscious of various aspects 

of identity and the extent to which self-perceptions are inte- 
grated internally and congruent with the way others perceive 
the individual (Hall, 2004). 

Self-completion theory: Individuals strive to attain a chosen identity by 
seeking out symbols that are consistent with a desired identity 
(Wicklund & Gollwitzer, 1982). 

Self-concept: An individual’s perception of the entirety of oneself in 
relation to the environment including relationships with oth- 
ers and assimilation into societal norms, beliefs, and standards 
(Bronfenbrenner, 1970). 

Self-regulation: The process of monitoring and adjusting thoughts, 
behaviors, and emotions. Self-regulation involves establish- 
ing a goal or desired state, engaging in appropriate behaviors 
to obtain one’s goal, and monitoring progress toward the goal 
(Baumeister, Muraven, & Tice, 2000). 

Self-regulatory strength: An individual-difference variable that describes 
the capacity or ability needed to inhibit, override, oralterresponses. 
Current theories conceptualize self-regulatory strength as similar 
to a muscle (Baumeister, Heatherton, & Tice, 1994). 

Self-schema: An individual’s representations of structures of the self 
(Lord & Foti, 1986). 

Self-efficacy: Beliefs about one’s capabilities to produce designated 
levels of performance that exercise influence over events that 
affect one's life (Bandura, 1986). 

Social capital: Networked relationships among individuals that enhance 
_ _ _ Cooperation and resource exchange (Tsai & Ghoshal, 1998). 
Social identity: Part of an individual's self-concept that is based on 

social group membership (Tajfel, 1981) 
Social learning: See vicarious learning. 
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Strategic competency: Highly integrated and complex bundles of 
declarative and proceduralized knowledge that support an indi- 
vidual’s understanding of the contingencies that drive changes 
in priorities and the allocation of attention and effort (Bell & 
‘Kozlowski, 2002). 

Support: One component of well-designed developmental experi- 
ences that refers to helping an individual by providing adequate 
resources and encouragement (Van Velsor & McCauley, 2004). 

Tacit knowledge: “What one needs to know in order to work effectively 
in an environment that one has not explicitly [been] taught and 
that often is not even verbalized” (Sternberg, 2003b, p.56). 

Team mental model: Team members’ shared schemas or mental repre- 
sentations of the knowledge of the task and team environment 
(Klimoski & Mohammed, 1994). 

Testing-the-limits: A research protocol that compresses time and pro- 
vides a high-density developmental experience that can be used 
to estimate an individual’s reserve capacity or developmental 
readiness (Kliegl et al., 1989; Lindenberger & Baltes, 1995). 

Theory: A statement of the relations among concepts within a set of 
boundary assumptions and constraints (Bacharach, 1989). 

Transactive memory: Collection of individual knowledge and a group 
awareness of who knows what (Wegner, 1986). 

Transfer: “The degree to which trainees apply the knowledge, skills, 
behaviors, and attitudes gained in training to their jobs” (Tracey, 
Tannenbaum, & Kavanagh, 1995, p. 239). 

Transportation: An experience an individual has in which he or she 
is completely immersed in narrative. Through this process an 
individual’s thoughts and emotions are closely tied with the nar- 
rative; the experience can change an individual in some ways 
(Green, 2005). 

Typical performance: The usual level of functioning or output with regard 
to a particular job or task (Sackett, Zedeck, & Fogli, 1988). 

Utility: A criterion to evaluate theory; refers to the usefulness of the- 
oretical systems such that they provide both explanation and 
prediction (Bacharach, 1989). 

Variable: Any observable entity capable of assuming two or more val- 
ues (Schwab, 1980). 

Vicarious learning: (also termed social learning or observational learn- 
ing): Learning that occurs through the observation and model- 
ing of others (Bandura, 1997). . 

Web of development: A conceptualization of development that views it 
more as a set of interconnected strands that as a linear unidirec- 
tional process (Fischer & Pruyne, 2002). 

Wisdom: Expertise in the conduct and meaning of life (Baltes & Staudinger, 
2000). 

Working self-concept: The highly activated and contextually sensitive 
portion of the general self-concept (Lord & Brown, 2004). 
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Zone of proximal development: The hypothetical region representing 

a task that is within someone’s developmental reach such that 
with effort and minimal support by others, an individual can 
move to a higher level of functioning (Vygotsky, 1986/1934). 
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MEASUREMENT TOOLS 

Declarative Knowledge 
¢ Multiple choice test specific to relevant material (e.g., Schmidt & 

Ford, 2003) 

Procedural Knowledge 
¢ Role plays to demonstrate learned behavior (May and Kahnweiler, 

2000) 

Leader Competency 
e Army Leader Competencies (Horey et al., 2004) 
¢ Develop competency measure for particular desired leadership 

behaviors. 

Strategic Competencies 
¢ Kozlowski et al. (2001) suggest that strategic performance includes 

situational awareness, prioritization of actions, and the implemen- 
tation of task strategies. 

Adaptive Competencies 
e Adaptive Performance (Pulakos et al., 2000) 

Leadership Mental Models 
¢ Content analysis of open-ended questions designed to elicit lead- 

ership schema and script content (as used in Wofford, Goodwin, 
& Whittington, 1998) 

¢ Leadership self-schemas (Engle & Lord, 1997). 
¢ Implicit Leadership Theories ( Epitropaki & Martin, 2004, 2005) 

305 
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Developmental Potential of Experience/Job: 
* Developmental Challenge Profile (DCP) (McCauley, Ruderman, 

Ohlott, & Morrow, 1994). 
° Quantitative, qualitative, and an interaction of quantitative and 

qualitative components (Tesluk & Jacobs, 1998). 

Developmental readiness: 
© Developmental reserve capacity (see Klieg] et al., 1989) 

Adult Development Processes 
¢ Selection-Optimization-Compensation 
© The Selection-Optimization-Compensation Questionnaire (Freund & 

Baltes, 2002) 
e Short Version of the SOC Questionnaire (Freund & Baltes, 1998) 

Identity Development 
¢ Washington University Sentence Completion Test (Loevinger, 

1976) 
Ego Identity Incomplete Sentence Blank (E1-ISB; Marcia, 1966) 
Sentence Completion Test (Loevinger & Wessler, 1970) 
Subject-object interview (Lahey et al., 1988) 
Scale of Possible Selves (Bloom, Delmore-Ko, Masataka, & Carli, 
1999) 

¢ Direct inquiry of possible selves. Include directions similar to Cross 
and Markus (1994) “You will be seeing a series of phrases on the 
screen. Simply decide if each is possible or not possible for you to 
BE, to HAVE, or to DO in the future” (p. 427) 

e Provisional selves—Ibarra (1999) 

Leader Identity 
e Adapt a specific identity scale (i.e. ethnic identity) to leadership 
¢ Leadership Self-identity Scale (Hiller, 2005) 

Moral Development 
Moral Judgment Interview (Colby & Kohlberg, 1987) 
Standard Issue System (Colby & Kohlberg, 1987) 
Defining Issues Test (Rest, 1990; Rest et al., 1999b) 
Ethical Identity Scale (Navarez, under review) 
Ethical Leadership Scale (Brown et al., 2005) 
Moral Identity Measure (Aquino & Reed, 2002) 
Measure of Moral Values (Hogan & Dickstein, 1972) 

Epistemic Cognition: 
¢ Epistemological Beliefs Questionnaire (Schommer, 1990) 
° Reflective Judgment Interview (King & Kitchener, 1994) 
¢ Think-aloud protocols and post-interviewing (See Hofer, 2004 for 

a review) 
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Critical Thinking: 
° Watson-Glaser Critical Thinking Appraisal (Watson & Glaser, 

1980) 
¢ Wagner Assessment Test (Wagner & Harvey, 2006) 

Self-regulatory strength 
° Self-regulation — used emotional (emotional display in reaction to an 

upsetting film), physical regulation (hand-grip task) (Muraven, Tice, 
& Baumeister, 1998) drinking vinegar drink (Baumeister, DeWall, 
Ciarocco, & Twenge, 2005), eating radishes over freshly baked 
chocolate chip cookies (Baumeister, Bratslavsky, Muraven, & Tice, 
1998). 

¢ Trait Self-control created by Gibbs, Giever, and Martin (1998) cited 
in Muraven, Collins, Shiffman, and Paty (2005) 

¢ Emotional regulation (Grandey, Dickter, & Sin, 2004) 
e Self-regulation has also been measured by examining three com- 

ponents of goal setting, planning, and monitoring goal progress. 
(e.g. VandeWalle et al., 1999, Frayne & Latham, 1987) 

Goal orientation 
¢ Work Domain Goal Orientation (VandeWalle, 1997) distinguishes 

learning, prove, and avoid goal orientation factors. 
¢ Goal Orientation Scale developed by Sujan et al. (1994) used in 

VandeWalle, Brown, Cron, & Slocum (1999) 

Generalized self-efficacy 
¢ General Self-efficacy Scale (Sherer, Maddux, Mercandante, Pren- 

tice-Dunn, Jacobs, & Rogers, 1982) 
¢ New General Self-efficacy Scale (Chen, Gully, & Eden, 2001) 
© Generalized Self-efficacy (Judge, Locke, Durham, & Kluger, 1998) 

Self-awareness 
° Collective congruence between self-ratings and averaged others’ 

ratings of behaviors measured as a difference score (Church, 
1997) 

¢ Congruence between self and other ratings using polynomial 
regression or within and between analysis techniques (Yamma- 
rino & Atwater, 1997) 

e “Relative” self-awareness — agreement on least and most effec- 
tive behaviors rather than overall competence (London & 
Wohlers, 1991) 

Implementation Intention : 

e Induced rather than measured by asking participants to specify a 
time and place to realize three goals as well as specifying three if/ 
then counterbehaviors for dealing with distraction (e.g. Koestner 

Beal.,.2002) : 
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Wisdom ; 
¢ Berlin Wisdom Paradigm (Baltes& Staudinger, 2004) 
¢ Event-based interview coded according to “wisdom-of-experience” 

procedure (see Bluck & Gliick, 2004) 
¢ Foundational Value Scale (Jason et al., 2001) 
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“The topic of leadership development is both timely and important, 

and the theoretical directions the authors provide are a new © 

contribution 1 to the field. | real ly appreciate the new areas 

authors brought together from different fields: literature on adult 

development with literature on morality and ethics with literature on 

epistemic cognition—a fascinating and informative integration.” 
Mary UhI-Bien, University of Nebraska, Lincoln 

a? n books on leadership have one or two chapters that reflect 
state- of-the-art thinking applied to a practical asp leadership. 

“However, in this book, every chapter reflects the very highest levels 

of Scholarship.” 

“ay Robert G. Lord, University of Akron 

This book is a beginning, a first step, in taking leader development 

in organizations beyond conventional wisdom toward a scientifically 

sound research- based set of principles and practices. The authors 

looked beyond their own academic disciplines to bring to bear 

accumulated wisdom from researchers who have developed 

well-established and accepted theoretical perspectives on adult 

development processes in general, then wove in the ideas tt 

have emerged in more targeted research on adult education, 

development of cognitive skills, identity development, self-regulation, 

moral and ethical development, and related topics. The authors 

present an integrative theory that provides a coherent framework 

for describing and understanding how leader development takes 

place. 
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