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1. Introduction

The question posed in the title is one that will likely spark debate on a well worn theme of nature versus nurture.  Are leaders born to lead, or can people be taught to lead?  Whichever side one falls on this debate, we submit that this question is moot for teachers in Public Administration/Policy/Affairs (PA) programs, particularly at the graduate level.  We must teach leadership; we can’t afford not to!  Thus, a more appropriate question may be, “How do we teach leadership?”  We assert that leadership is an important part of PA curricula, and teaching it is one of the more difficult tasks a PA department faces.  Moreover, we argue that traditional classroom approaches are inadequate for students to assimilate leadership lessons, and present a pedagogical model that we believe is more appropriate for teaching leadership in PA.

Whether students can be taught to become effective leaders will likely depend on the conception or definition of leadership being applied.  If a leader must possess a certain amount of management or analytic skill in her profession, then PA departments are well-equipped to teach these attributes.  However, if effective leadership requires a certain instinct about the people being led, or holding high moral standards, it becomes less clear whether PA departments are as well-suited.  This is not to say that PA faculty lack high moral standards, or that we do not connect with our students.  It is to say, however, that our professional training has not prepared us necessarily to teach such topics.  How do we overcome this shortcoming?            

However talented PA leadership teachers may be, it is likely that the successful ones use a variety of pedagogical styles to facilitate their students’ learning of the subject.  This is because lessons in leadership likely require learning to go beyond the cognitive domain and into the affective and behavioral domains of learning.  According to Bloom et al (1964), when learning takes place in the cognitive domain, one acquires knowledge and intellectual skills.  Learning in the affective domain requires that one effectively deal with attitudes, emotions, and values associated with the phenomena under study.  PA programs are well-equipped for the former, but less so for the latter.          

This paper seeks to demonstrate how teachers of leadership in PA can adopt an instructional strategy that allows students to gain knowledge about leaders and their attributes, as well as internalize the emotional dimension of leadership lessons as they implicate feelings, values, and attitudes.  We start with two main assumptions: 1) that leadership is value-laden, and 2) that a leadership curriculum can be effectively delivered to the extent that a teacher effectively matches his teaching methods with the domain of learning required.  Existing pedagogical approaches applied to this topic likely vary from a traditional lecture to completely immersing students into a simulation-based role-playing exercise.  We argue here that the traditional approach is inadequate, and that the power of leadership lessons comes from putting students in situations where their learning is maximized and sustained.  Thus, we examine the conditions suggested by the literature that are necessary for effective learning of the nuances of leadership.  

This paper is organized as follows.  We will review the literature on leadership in section 2, both the concepts and teaching thereof, and in section 3 we develop a strategic framework that matches the key leadership requirements with the components of a well-known learning framework, and use this to suggest instructional strategies for teaching leadership’s multiple dimensions.  Finally, in section 4, we discuss the practical challenges one might face in teaching a leadership course drawing largely on our experience with the Maxwell School’s simulation-based capstone course for the MPA degree, “Executive Leadership and Policy Politics.”

2. Literature on leadership concepts and development
There are myriad treatises on the subject of leadership.  Many of these focus on leadership in PA by din of highlighting the lives of presidents, senators, and other notable public officials.  The concept of leadership is one that people use in a vast number of ways, making it a difficult concept to study systematically.  Nevertheless, there is a very large literature on the concept with many authors affirming this same difficulty.  It is beyond the scope of this paper to review this literature comprehensively, so we draw heavily on the excellent historical review by House and Aditya (1997) to summarize this work below.   A literature on teaching leadership in PA is non-existent, but there is a literature on leadership development that appears largely in business management and applied psychology journals.  In summarizing this work, we draw primarily from Day (2001) and Fiedler (1996). 

The study of leadership


House and Aditya (1997) provide a comprehensive review of the history of social scientific study of leadership, focusing on those prevailing theories that enjoy empirical support.  They discuss the classical theories that meet this criterion, and chart the evolution of more recent leadership theories, many of which evolved directly from the classical ones.  The classical theories include those focused on the importance of traits, leader behavior, and contingencies.  More recent ones include a focus on leader member exchange, implicit leadership, and neo-charismatic leadership.    


The leadership trait paradigm is perhaps the first to gain widespread currency in the study of leadership.  This research, however, is atheoretical, as it concerns itself with searching for those individual characteristics that separate leaders from non-leaders.  Occurring largely between the 1930s and 1950s, trait research produced such inconsistent results that scholars in this area developed a consensus around the futility of finding such universal traits.  Most of the problems associated with this research included the dearth of personality theories to guide the trait search, the lack of trait measurement validity to allow generalizations, and the failure to take into account the situational demands of leaders (House and Aditya, 1997).    


This field began to correct these deficiencies by the 1970s, developing a body of work clarifying how and when traits are likely to explain individual behavior (Bern and Allen, 1974; Mischel, 1973; Schneider, 1983; and House, Shane, and Herold, 1996).  The consistently found traits in this new work were intelligence, pro-social assertiveness, self-confidence, energy-activity, and task-relevant knowledge.  Lord, DeVader, and Alliger (1986) conducted a meta-analysis of 35 of the early studies dealing with six leader traits and found that intelligence, dominance, masculinity, and adjustment were all traits significantly

associated with follower perceptions of leadership.


A major problem with the trait research is that it implicitly assumes that leaders are born with the traits said to make them leaders.  To the extent that the important traits are immutability, this research becomes less useful for leadership development and training.  Nevertheless, recent trait research has focused more on theory development and four such theories enjoy some empirical support --McClelland’s (1961) achievement motivation and his Leader Motive Profile (LMP)  theories (McClelland, 1975), House’s (1977) charismatic leadership theory, and Kenny and Zaccaro’s (1983) leader sensitivity and flexibility theories.  Given the lack of satisfactory results from the empirical trait research, leadership scholars turned to theories that focused more on the processes by and the conditions under which persons become leaders or leaders become effective.  This shift signaled a willingness in the field to define leadership more broadly, and likely had the effect of democratizing its membership.  

The leader behavior paradigm is indicative of a process-based approach to identifying leaders.  From this perspective, it is not so much what they are as what they do that defines good leadership qualities.  It is similar to the trait research in its atheoretical approach, and consequently empirical analyses produce inconsistent results.  This literature categorized leader behaviors into task-oriented and person-oriented behaviors.  This work is clearly based on the assumption that there exist universally effective behaviors, and that we can observe them.  However, like the trait work, it suffers from not considering specific role demands of leaders, the context in which they function, or differences in dispositions of leaders or followers (House and Aditya, 1997).

Five contingency theories were advanced to reconcile differences among the findings concerning leader behavior.  These were Fiedler’s (1971) contingency theory of leadership, the path-goal theory (House, 1971), Hersey and Blanchard’s (1982) life cycle, the cognitive resource (Fiedler and Garcia, 1987), and the decision process theories (Vroom & Yetton, 1973).  These are all situational theories that focus variably on the factors that mediate leadership effectiveness.  Given our interest for teaching leadership, the cognitive resource theory’s empirical findings are worth noting.  Fielder and Garcia (1987) found that under low stress, intelligence is positively correlated performance, while experience is negatively correlated.  Moreover, they found that the opposite is true under high stress situations --experience can be helpful and intelligence can be harmful.  Thus, leadership under high stress situations may require a different set of skills than under low stress situations.  This would be in important finding with relevance to how leadership is taught in PA.   

As with the trait and behavior paradigms, empirical support for the contingency theories are mixed at best, but their most significant contribution led to the development of better theoretical constructs.  These include the neo-charismatic leadership, leader-member exchange, and the implicit leadership theories.  The leader member exchange theory is unique from previous ones in that it focuses on the relationships between leader and follower, as opposed to the leader’s traits and behaviors.  Also unique in its approach, the implicit leadership theory relies on the perceptions of the followers to define leadership (Lord and Maher, 1991).  In this framework, one might exhibit the traits and behaviors of a leader, but only the followers in a given circumstance can decide whether to follow such a leader.


The neo-charismatic theory is perhaps the latest dominant paradigm in the literature, with Bryman (1993) referring to them as the “New Leadership” theories.  These include theories of charismatic leadership (House, 1977), transformational leadership (Burns, 1978; Bass, 1985), attributional theory of charismatic leadership (Conger & Kanungo, 1987), the visionary theories

(Kousnes and Posner, 1987; Bennis and Nanus, 1985; Sashkin, 1988; and Nanus, 1992), and the value based theory of leadership (House et al, 1996).  These are all similar in that seek to explain how corporate, political, and military leaders have overcome long odds in moving their organizations successfully toward the intended goal.  They focus on the leader’s often extraordinary ability to motivate followers and gain their respect, admiration, and loyalty.  They are similar to the behavioral paradigm, but with a focus on the symbolic and emotive behaviors in the leaders, and how these behaviors lead to the emotive behaviors of the followers.      


House and Aditya (1997) conclude the review of neo-charismatic empirical studies by claiming that the results clearly suggest that such a leadership style leads to a high-level of follower motivation and commitment, and above average performance.  What should be clear from the entire review of these theoretical paradigms is that the power of leadership lies in the emotive forces they engender in those being led.  Despite the inconsistent empirical support, which likely have more to do with measurement and external validity problems, the relevant traits and behaviors of leaders contain a mixture of task-oriented and people-based skills that refer less to what a leader possess than how she applies what she possesses.  This becomes relevant in the next section when we review the literature on leadership development.    

Leadership development


The study of leadership above clearly has lessons for the teaching of leadership, but only to some extent does the teaching of leadership require a full understanding of the above literature.  This is because effective leadership development must go beyond its cognitive dimension.  Since there is no literature on teaching leadership in PA, we look to the leader and leadership development literature to understand the approaches organizations use to develop leader and leadership skills.  Day (2001) distinguishes leader and leadership development by relating the development of human capital to the former, while relating the development of social capital to the latter.  In other words, leader development is a training activity targeted to the individual, while leadership development is one that targets individuals in an organizational group context.  


The individual-based model of leader development programs tend to be based on intrapersonal competencies focused on personal empowerment, knowledge, and trustworthiness (Day, 2001).  The skills sought to be developed include self-awareness, self-regulation, and self-motivation.  This traditional approach is in line with the vast amount of leadership research that focuses on the traits and behaviors of leaders.  These skills contribute to the intrapersonal competencies that have been proposed as fundamental to being an effective leader (Zand, 1997).  On the other hand, Day (2001) categorizes leadership development within a relational-based model that focuses on commitments, mutual respect, and trust.  Interpersonal competencies are what is sought here, and the skills sought to be developed include social awareness and other social skills like conflict management, team-building, and being a catalyst for change.


Clearly, developing intra- and interpersonal competencies are at the heart of successful programs that seek to develop leaders, and these competencies are developed using a wide range of methods.  Day (2001) summarizes those practices that appear in the psychology literature, while Ingraham and Getha-Taylor (2004) describe leadership development programs used in 13 federal government agencies.  These practices include coaching, mentoring, 360-degree feedback, networking, on-the-job training, and project-based action learning.   All of these, with the exception of networking, are targeted at developing the human capital-based competencies identified above.


Fiedler (1996) asserts that most of the leadership development and training programs are “untested and, at best, of uncertain value.”  However, in their systematic evaluation of 70 management training studies, Burke and Day (1986) concluded that only two training methods had been validated empirically:  Sorcher and Goldstein’s (1972) behavior modeling approach, and Fiedler and Chemer’s (1984) leader-match training program.  


While these practices are well known in the world of organizational human capital development, they are less often used in PA programs largely due to the logistical nature of instruction in professional graduate programs.  Coaching and mentoring occur to the extent that students take the initiative to build relationships with faculty, but these practices are difficult within a program that might contain over 100 students.  The challenge for PA departments is to find a way to teach the associated intra- and interpersonal competencies of leaders.  One way PA departments avoid this challenge is to rely on their admissions processes to select applicants who demonstrate their having already developed these some of these competencies.  Nevertheless, PA departments might consider innovative ways, either in their beginning program orientation, case studies, or in practicum-based courses, to impart leadership lessons.  The next section presents a strategic framework that we believe will help PA departments think about how to develop instructional strategies for effective leadership teaching. 

3. A strategic model for teaching leadership
The literature on the study of leadership tells us that, 1) there is no consistent leadership trait or behavior, 2) leadership effectiveness depends on how the leader’s personality and abilities match the situation at hand, and 3) leader control over process and the stress and uncertainty they face are important mitigating factors.  The literature on leadership development tells us that “we know very little about the processes in leadership and managerial training that contribute to organizational performance” (Fiedler, 1996).  Thus, to answer the question of how one should teach leadership, these literatures offer a resounding, “it depends.”

It is clear to us that different people have different skills, dispositions, aspirations, as well as different abilities and approaches to learning.  While the literature advises us that the relevant skills will differ with the situation at hand, it is beyond the scope of this paper, and indeed, of most teachers, to identify the myriad situations in which leaders might find themselves.  An ideal strategy for teaching leadership might start with a matching of competencies and skills required to some range of contingencies, and it appears that the successful training programs identified in the literature do just that (Day, 2001).  However, the literature does not spend much time on how people come to learn various skills and competencies.  Thus, we develop a strategy for teaching leadership that attempts to match components of a well-known learning theory with the requirements that emanate from the leadership literature reviewed above.

The primary theory of learning that we draw upon is from Bloom et al (1964), whose “taxonomy of educational objectives” is very useful in distinguishing general learning styles.  They develop a model that comprises three domains of learning: cognitive, affective, and psychomotor.  This last category refers to the physical attributes of learning, not unlike how athletes and artists learn their crafts.  Katz and Stotland (1959) used a similar tripartite breakdown in describing attitudinal distinctions, claiming that attitudes have three components: cognitive, affective, and behavioral.  We use the behavioral nomenclature in describing Bloom’s incompletely developed psychomotor levels of learning to emphasize the notion that behavior, or action, is required for effective learning in this domain.  Each of these learning domains contains lower and higher levels, or orders, of learning, as presented in Table 1.

[insert Table 1 about here]


The cognitive domain of learning is the one that we typically call upon in an academic setting.  This domain involves the acquisition of knowledge and the development of intellectual skill.  The lowest (i.e., simplest) levels of learning in this domain are knowledge acquisition and comprehension, while the highest (i.e., most complex) levels are synthesis and evaluation.  The affective domain deals with emotional intelligence, or the attitudes, values, and feelings associated with the phenomena being taught.  Receiving and responding to this phenomena are at the lowest levels of learning, while organizing and internalizing values associated with the phenomena are at the highest levels.  The behavioral domain involves learning that requires physical activity, like the learning that would take place at basketball or dance practice.  Lower levels include perceiving, or observing, the activity being taught, while the higher levels include adapting the skill and origination (think of a spectacular basketball move or an improvised dance).  The goal of education is to attain the highest level of learning possible. 

When one argues that traditional classroom lectures are inappropriate for the teaching of leadership, they are essentially arguing that leadership development requires more than cognition.  Indeed, the competencies and skills summarized in the literature point to those that are intra- and interpersonal.  In other words, they are affectations that appeal to the heart rather than the head.  Cognitive skills are limited in their usefulness when it comes to learning how to build consensus or motivate employees, and this is why teaching leadership in a traditional classroom would not be very effective.  The instructional method does not match the learning domain required for the content of interest.  Our strategy for teaching leadership chooses an instructional method that appeals to the learning domain that will allow greater assimilation of the content.  


It should be clear that the affective domain plays a big part in learning leadership, but the behavioral domain is important, too.  The cognitive domain is where students gain an understanding of the various leadership concepts and models, and it is in the affective domain that they begin to appreciate the values and attitudes required for good leadership.  However, a student must attempt to motivate people to act in some beneficial fashion to appreciate the complex and nuanced nature of such interpersonal interactions.  This is the way leadership is learned in the behavioral domain.  For example, good communication skills are important for good leadership, but developing these skills often requires practicing a speech or presentation at a podium.  For this skill, the student must go beyond having a strong understanding of the topic; she must also be able to deliver the presentation in an effective or persuasive manner.

Our strategy groups a comprehensive set of leadership competencies by the domain that we believe is most relevant for learning the competency.  We then propose instructional methods that appeal to the domain-competency match.  For the comprehensive set of competencies, we draw from Quinn et al (2003) who developed a multi-dimensional theoretical framework that captures a broad number of the disparate approaches found in the literature.  Their “competing values” framework basically assumes that the full range of theories can be categorized into four perspectives: the rational model, the internal process model, the human relations model, and the open systems model.  Like much of the literature, it assumes that leadership effectiveness is contingent and situational, but unlike the literature, it assumes that an effective leader’s style also changes with the situation.  

The Quinn framework places these four perspectives along two dimensions that define the organizational environment in which the leader must operate.  The first dimension is the organizational focus, whether it is internal or external.  The internal process and human relations models are said to be internally focused, while the open systems and rational goal models are externally focused.  The second dimension refers to the level of flexibility and control required, with the human relations and open systems models being appropriate in more flexible environments, and the rational goal and internal process models being appropriate in more controlled environments.  What emanates from this framework are eight roles that leaders can find themselves playing, with three key competencies for each role.  Figure 1 summarizes Quinn’s competing values framework and the eight roles. 

[insert Figure 1 about here]


We now bring together the learning and leadership frameworks represented in Table 1 and Figure 1, respectively, by asking which domain is most appropriate for learning each of these roles.  We can generally distinguish the more flexible models from the control models by the types of roles a leader must play in each.  Being a mentor, facilitator, broker, and innovator require the sort of interpersonal skills discussed above in the leadership development literature.  On the other hand, being a monitor, coordinator, director, and producer appear to call more upon cognitive skills, although affectations remain important here.  It should be clear that multiple domains of learning are implicated in the teaching of leadership, and though we are not be able to identify the extent to which one domain is more relevant than another, the point here is to suggest those instances where appeals to the cognitive domain alone are inadequate and what instructional strategies might allow for effective appeals to the affective and behavioral domains.


Gagne and Dick (1983) surveyed the research on matching instructional methods to educational objectives, and identified some strategies that have been found to be effective in certain areas.   Weston and Cranton (1986) summarized their lessons by suggesting that instructor-centered methods are efficient at conveying information when the objective does not include the student using the information.  If the objective is to have the student interact with the educational material, more interactive and experiential methods are required.  Moreover, lectures, programmed instruction, and modular instructional methods are listed as appropriate for the lower levels of learning in the cognitive domain, while independent projects, simulations, role-playing exercises, and field experience are appropriate for higher levels of cognitive learning.


We synthesize these findings in Table 2 by counting the number of teaching methods Weston and Cranton (1986) listed as appropriate for each level of learning in each domain.  It organizes these frequencies by domain and four classes of instructional methods: instructor-centered, interactive, individualized, and experiential.  The various teaching methods for each of the four classes are also shown.  

[insert Table 2 about here]

Four patterns emerge from Table 2.  First, the instructor-centered methods appear to be appropriate when the learning objectives remain at a low level, regardless of the domain.  As the level of learning required increases, one must consider methods that are non-instructor-centered.  Second, interactive methods appear to be appropriate for higher levels of learning, but only when the learning objective targets the cognitive and affective domains.  Third, to the extent that the behavioral domain is the target of the intended lessons, experiential instructional methods are likely to be the appropriate choice.  Finally, individualized and experiential instructional methods appear to be appropriate for most levels of learning regardless of the domain being targeted.   

We now draw upon these lessons and apply this framework to the teaching of leadership.  For each of the 24 leadership competencies identified within the Quinn framework, we start with the assumption that we want to achieve the highest level of learning possible, and place a check mark under the class of instructional method that provides the best match between the content (the competency listed) and the method class likely to increase the level of learning.  We first denote competencies as task-based and people-based, and assume that the former can be taught using any instructional method, while the latter requires methods that force students to interact with other people.  The individualized instructional methods are assumed to be helpful in those instances where study of a competency can be self-directed and does not require interpersonal interaction.  Finally, given the patterns suggested in Table 2, we assume that the interactive and experiential methods might be helpful in all cases except where individual instruction is required for higher learning.  We find no instance of this for the purpose of leadership.  

What results from this process is summarized in Table 3.  While the assumptions above largely drive the selections, it appears to suggest some intuitive insights about teaching leadership.  First, the leadership competencies associated with the more flexible models appear to require interactive and experiential instructional methods.  The mentor and facilitator roles (from the human relations perspective) are similar to the broker and innovator roles (from the open systems perspective) in that they all require deploying interpersonal skills.  Second, our analysis suggests that the effectiveness of instructor-centered methods may be limited to these competencies associated with control-oriented perspectives of leadership –being a monitor or coordinator (from the internal process perspective) and being a director or producer (from the rational goal perspective).  Third, individualized instruction may a useful in certain cases where interactive and experiential approaches are not available or feasible to use.  And finally, to the extent that the affective domain is not implicated through interpersonal activity, instructor-centered or individualized instruction may serve as reasonable alternatives to interactive and experiential instructional methods.

[insert Table 3 about here]

Finally, we attempt to draw from these disparate frameworks to summarize what success might look like.  Referring back to Table 1, if we aspire to the highest level of learning possible, success in learning leadership in the cognitive domain requires analyzing, synthesizing, and evaluating the material being taught.  Success in learning leadership in the affective domain requires the organization and internalization of values implicit in the subject.  Finally, success in the behavioral domain requires adaptation and origination.  In Table 4, we take our cues from this framework and the respective competency to posit standards for success.  This is not a comprehensive set of success criteria, but simply indicative of what we might expect to see if leadership lessons had been effectively delivered.

[insert Table 4 about here]

Clearly, there are multiple instructional strategies that could be deployed to effectively teach the competencies associated with the roles above.  In general, we believe that leadership concepts can be learned from a cognitive perspective, but internalizing these concepts require s a deeper appeal to the affective and behavioral domains.  We believe that small-group discussions, role-playing, and simulation-based exercises are instructional methods that are more likely to appeal to these non-cognitive domains of learning.  Instructional methods that allow students to carry a project from development to evaluation appeal to the behavioral domain in ways that are also appropriate for effective learning of leadership.  In the next section, we present some practical requirements for teaching leadership drawn mostly from our experience with a leadership course offered by the Maxwell School’s Master of Public Administration (MPA) program.  We then offer tactical advice for developing a leadership course that adheres to the framework developed in this paper.    

4.  Practical requirements for teaching leadership in PA: A case example
While there is a plethora of writing on leadership, scant advice exists on how to teach it. As we have argued, part of the dilemma is that to be able to teach leadership effectively, it must be characterized in a way that permits identification of appropriate educational approaches. Fundamentally, the contingent nature of leadership undermines the validity and efficacy of traditional didactic methods.  In our discussion so far, we have identified the fundamental principles of a pedagogical strategy for teaching leadership.  We now turn to the question of how to operationalize these principles in the classroom.  To demonstrate our propositions, we reference a case example from our own experience grappling with teaching leadership.

For decades, the Master of Public Administration (MPA) program at the Maxwell School of Citizenship and Public Affairs at Syracuse University has culminated with the capstone course, “Executive Leadership and Policy Politics.”  The course has taken many forms over the years, but its enduring objective has been to bring alive the exigencies of leadership in the complex context of policy imperatives and political interests.  Generations of students can recount war stories from their Executive Leadership experience, which asks students to consolidate and employ the skills they have gained throughout the MPA program to find practicable solutions to a set of thorny, real-world public policy challenges in a context that crosscuts an array of policy questions and practical approaches, and that accounts for the political dimensions of the policy process and executive decision-making.  In a sense, a fundamental goal of the course is to give life to the abstract principles and techniques of public administration by unleashing the students’ individual capabilities, skills, knowledge, beliefs, and passions, not only as students, but as citizens and public leaders. 

Despite variation in course structure over the years, its core operating assumptions have been stable.  MPA graduates are likely to engage policy debates that affect all levels of American government and crosscut all sectors of the U. S. society and economy, and thus a multitude of constituencies have vested, but conflicting, interests that must be resolved through an intricate process of tradeoffs. Analytical skills and reasoning are necessary to sort through the possible solutions, but critical doses of leadership are likewise essential to navigate the various courses of action and achieve final resolution. Moreover, the search for common elements among competing interests may be the hardest and least obvious of the leadership tasks. This challenge demands the cooperation of leaders at many governmental and organizational levels and calls on the principles of leadership that are vested in every individual who participates in the policy debate.  Given these assumptions, the course’s mission has been to help students apprehend these challenges and develop personal strategies for meeting them.  In effect, the course attempts to teach leadership, and thus proceeds from the principles we have articulated above.

The course attempts to help students gain a pragmatic perspective by providing an opportunity to consider the dilemmas of leadership in a policy context through both plenary sessions and hands-on experience.  Thus, the course has two major components that operate concurrently throughout its three week period: 1) a lecture and discussion series on contemporary principles and issues of policy, leadership, and management in modern governance, and 2) a policy analytic exercise that employs leadership principles and practices in a multi-dimensional simulation. Through these vehicles, we have designed the course to fulfill four functions:
1.  It is a program capstone that draws on and synthesizes the MPA graduate experience.


A student’s education in public administration would not be complete without an opportunity to consolidate what he or she learned during the program.  A capstone course is one of many possible mechanisms for accomplishing this, but we argue it the most appropriate mechanism for a professional degree program.  It is an opportunity for students to try out the concepts, principles, and skills they learn in the MPA program in a safe setting that simulates conditions and exigencies they are likely to confront when they leave the program and rejoin the “real world” soon after the course ends.  In this way, it helps students to see the value of their MPA degree and to make the transition out of academia and into practice. 

2.  It provides a conceptual grounding in the basic themes, principles, and institutions of leadership and politics. 


The didactic element of the course allows students an opportunity to think rigorously about the behavioral dynamics in institutions facing the challenges –both expected and unexpected– of governance in a constitutional democracy.  Through readings, lectures, cases, and panel discussions, students engage the leadership and management issues that arise as public officials pursue a multitude of conflicting goals and confront variegated constituencies.  Formal treatment of these topics may occur sporadically elsewhere in a student’s coursework, but typical MPA courses rarely give substantial attention to the responsibilities and methods of public sector leadership under these conditions.  For this reason, careful classroom attention to concepts and principles is required to support the students’ experiential learning.

In particular, this course looks at both organizational and policy leadership. With respect to the former, it helps students to recognize the challenges inherent in guiding deliberative decision-making.  At the same time, it promotes systematic examination of important dimensions of public policy making–what the appropriate role of government is, how policy problems are defined, how analysis facilitates the choice among policy alternatives, and how we can know whether policies will achieve the desired ends–and demonstrates how each of these dimensions is inherently political.  This didactic component of the course forms the substrate on which the practical component rests.

3.  It provides practical experiential education about leadership. 

In particular, it allows students an opportunity to experiment–to learn which strategies and tactics for making decisions and influencing the actions of others succeed and which fail in a political context.  Moreover, it supports many different valid and potentially successful styles of leadership, and allows students to identify the styles with which they are most and least comfortable. This experience is facilitated through an intensive three-week simulation exercise.

The simulation component recreates the public policy process within a competitive setting, highlighting the politically charged nature of resource and policy decisions. It is a series of live exercises during which students each take on the role of an actor in the legislature, in the executive, or in a special interest group.  Throughout the simulations, careful, reasoned analysis of the problems and development of convincing policy options is critical, but achievement of results depends on garnered support for preferred solutions.  Thus the central focus of the exercises is the essence of leadership: understanding the objectives, developing a course of action, and achieving a solution.  We often use budgetary processes in the simulation component of the course as it is used in the real world–as a mechanism to reach agreement and formulate policy solutions about larger social issues.

One important characteristic of the Executive Leadership simulation component as it has evolved over time is that how the exercises progress–what actually happens–is determined almost exclusively by the decisions the students make and by the actual conventions of the policy- and budget-making processes. Only a few parameters necessary to facilitate a coherent simulation are specified in advance.  After that, it’s up to the students. This makes it a more exciting and engaging event that if the causes and effects were programmed in advance.

Our experience has been that students readily see that analytical skills and reasoning are necessary to sort through possible policy solutions, but perhaps realize for the first time in the program how critical doses of leadership are likewise essential to navigate the various courses of action and achieve final resolution. The simulation causes students to recognize that public administrators must balance a multitude of constituencies with vested, but conflicting, interests that must be resolved through an intricate process of tradeoffs. The search for common elements among competing interests may be the hardest and least obvious of leadership tasks, and the one with which students struggle the most. This course presents students with this challenge and demonstrates how it demands the cooperation of leaders at many organizational and governmental levels and calls on the principles of leadership that are vested in every individual who participates in the policy debate.
4.  It permits exploration of real and significant policy questions. 


The course uses a simulation component that requires students to engage in role-playing in order to experience the demands and challenges of leadership. It thus has something of a fictional quality. This is moderated by the focus on real, contemporary, and contentious public policy questions, which gives the students an opportunity to probe the complexity of these dilemmas, and which makes for some very worthwhile substantive discussions. Thus, the students take from the course more careful and thoughtful perspectives on contemporary policy issues, in addition to a leadership experience.

5.
Tactics for effective teaching of leadership in PA
Attempts in the literature notwithstanding, we have argued that it is hard to generalize about leadership–to characterize leadership prospectively and to identify attributes of success. In fact, leadership is typically identified and understood after it occurs because it is so contingent–that is, the match of a particular person, their unique aptitudes, and the specific nature of circumstances may collude to generate a circumstance where successful leadership is demonstrated.  Accordingly, we seek to create an educational context that prompts leadership to emerge naturally.  In a practical sense, we seek to create learning conditions under which students can acquire knowledge of the principles of leadership (the cognitive domain), can appreciate the challenges of leadership and recognize their own innate leadership potential (the affective domain), and can develop and experiment with useful leadership skills (the behavioral domain).  Below we present ten tactics that we believe or have found can help to contend with the cognitive, affective, and behavioral aspects of teaching leadership. 
1.  Assume that leadership can be taught. 

We began this paper with the common argument that “leaders are born, and not made.” We follow Quinn et al (2003) in our contention that, in fact, circumstances that call for leadership vary dramatically, and thus demand a variety of skills and talents that students can recognize in themselves and that can be refined.  Thus we advocate teaching and using a framework of leadership that considers the variety of styles that have been shown to be successful, but also the many dimensions of leadership (e.g. directing, mentoring, facilitating, etc.).  This allows students to recognize for themselves which kinds of situations call for which skills, strengths, functions, and styles.  The Executive Leadership course described above explicitly presents students with conceptual frameworks that can help them organize their thinking about leadership, but also involves substantial practice trying out various leadership competencies. 

2.  Create a realistic experiential learning environment. 

Simply being told about leadership may satisfy cognitive learning objectives, but ignores affective objectives, making it hard for students to fully apprehend what is involved in leading. In effect, students will “own” leadership better if they learn by doing. This argues for using simulations and role-playing.

3.  Ensure that the learning environment is non-deterministic (unscripted). 

Much of leadership has to do with creativity and with each person’s ability to marshal their particular skills and abilities to solve problems and make decisions.  If the precise parameters of problems and solutions are set in advance, then the learning environment is not open to creative solutions that students might devise.  This argues for simulations to be structured flexibly–such that the students can change the rules to the greatest extent possible. Other than certain boundaries that should be inviolate to be realistic, the students should control their destiny–and bear the consequences of their choices.  And, among the most important consequences are those that are values-based.  Students should be confronted with difficult ethical dilemmas and with the ethical implications of their decisions.
4.  Confront time, information, and resource limitations. 

Leaders never have as much time, money, people, information, political capital, etc. as they would like, but this does not preclude success.  Most especially, leaders must make decisions quickly, but early information is most certainly inaccurate.  Students should learn how to operate under conditions of scarcity, how to make decisions under uncertainty, and how to enhance their knowledge in real-time through data gathering and analysis.
5.  Create a learning environment that is simultaneously political and operational/administrative. 
Leaders must not only solve problems but contend with the complexity of motives and incentives that may not align with the apparent problem at hand.  In other words, political leadership often varies dramatically administrative leadership in its motives and objectives.  The course should help students notice these differences and their interaction.
6.  Incorporate unexpected contingencies. 

Leaders regularly make decisions under conditions of uncertainty. This kind of decision-making involves techniques that can be taught, but then students must be confronted with the affective dilemmas in making risk-versus-reward tradeoffs.  Likewise, the skills of crisis management should be addressed.  Leadership really emerges when things are not routine.  To prompt sophisticated leadership behavior, then, students must confront unforeseen circumstances. 
7.  Involve analysis, but keep it in its place. 

Leaders depend on sound analysis to solve complicated problems; therefore the learning environment should demand good analysis be conducted and employed.  This also creates a nice opportunity for students to put the skills they learned to use in a dynamic and realistic setting.  At the same time, perfection can be the enemy of the good, or good enough, and students need to strike a balance between precipitous decision-making and “analysis paralysis.”  Students must also recognize that it is rare that appropriate solutions are analytically optimal.
8.  Provide multiple iterations. 

In an experiential learning environment, students won’t succeed fully the first time they attempt to lead.  They should have opportunities to try skills out, reflect on what they learn, and try again.  They should also view leadership from various perspectives, and so should play various roles.  Learning can be periodically consolidated during periodic in-progress reviews where students are afforded the opportunity to reflect on their rationale for and the results of their choices.
9.  Create dynamic, long-duration experiences. 

Leadership is something real leaders don’t put down at the end of the day.  Students must experience the ramifications of this “burden.”  Moreover, policy, political, and operational contexts are not static, but evolve in interaction with a leader’s decisions.  A learning environment that permits this interaction allows students to develop skills of flexibility and adaptability.
10.  Provide meaningful assessment. 

Students should receive feedback that allows them to become better at leading.  This means that students must perceive the consequences of their actions and decisions.  At the same time, they should not face retribution for taking the risk of trying out new, unfamiliar skills with which they are not yet facile.
6.  Conclusion

This paper has attempted to draw from key literatures and perspectives to develop a strategic model for teaching leadership.  We synthesized the comprehensive leadership framework of Quinn et al (2003) with the learning framework of Bloom et al (1964) to highlight the learning conditions appropriate for the lessons in leadership.  We then drew from Gagne and Dick’s (1983) match of instructional strategies to Bloom’s learning domains to identify instructional strategies appropriate for teaching leadership.  In summarizing our experience with the Maxwell School’s capstone course for the MPA degree, we hoped to identify practical challenges that would mitigate the effective application of our conceptual framework to the teaching of leadership in PA.


Our advice for teaching such a topic attempts to draw from these conceptual and practical underpinnings.  We do not pretend to have the “answer” to this perplexing challenge.  However, we believe that with a well-developed strategy and a solid commitment from the “powers that be,” effective teaching of leadership in PA is not insurmountable.  Indeed, given the political and policy environment in which we will send our graduate students, we believe teaching leadership is absolutely necessary.  Our paper simply offers a model that others could use to develop such a strategy. 
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Table 1: A Taxonomy of Learning Objectives

	
	Domain of learning

	Level of learning
	Cognitive
	Affective
	Behavioral

	Low
	Knowledge
	Receiving
	Perception

	
	Comprehension
	Responding
	Set

	
	Application
	Valuing
	Guided response

	
	Analysis
	Organization
	Mechanism

	
	Synthesis
	Internalizing values
	Complex overt response

	
	Evaluation
	
	Adaptation

	High
	
	
	Origination


Source: Bloom et al (1956)
Figure 1: Leadership Roles within the Competing Values Framework
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	Internal
	
	Internal Process Model
	Rational Goal Model
	
	External

	
	
	Monitor
	Director
	
	

	
	
	Coordinator
	Producer
	
	

	
	
	
	
	
	

	
	
	Control
	
	


Source: Quinn et al (2003). 

Table 2: Matching instructional methods with learning domains 

	
	Instructor-centered
	Interactive
	Individualized
	Experiential

	Instructional methods

Domain
	Lecture, questioning, demonstration
	Class discussion, discussion groups, peer teaching, group projects
	Programmed instruction, modularized instruction, independent projects, computerized instruction
	Field and clinical, laboratory, role playing, simulation and games, drill

	Cognitive
	
	
	
	

	   Knowledge
	1
	
	1
	1

	   Comprehension
	1
	
	2
	

	   Application
	
	1
	2
	3

	   Analysis
	1
	1
	1
	4

	   Synthesis
	
	1
	1
	3

	   Evaluation
	
	1
	1
	2

	Affective
	
	
	
	

	   Receiving
	1
	1
	1
	1

	   Responding
	1
	
	1
	3

	   Valuing
	
	2
	1
	3

	   Organization
	
	2
	1
	1

	   Internalizing
	
	
	1
	1

	Behavioral
	
	
	
	

	   Perception
	1
	
	
	1

	   Set
	1
	
	
	1

	   Guided response
	
	1
	
	4

	   Mechanism
	
	
	
	4

	   Complex overt response
	
	
	2

	   Adaptation
	
	
	1
	2

	   Origination
	
	
	1
	2


Source: Adapted from Table 3 in Weston and Cranton (1986).  The numbers in the cells of the table represent the number of instructional methods in the second row of the relevant column that are said to be appropriate.
Table 3: Matching instructional methods with leadership competencies 

	
	Instructor-centered
	Interactive
	Individualized
	Experiential

	Mentor
	
	
	
	

	   1. Understanding self and others (p)
	
	
	
	

	   2. Communicating effectively (p)
	
	
	
	

	   3. Developing employees (p)
	
	
	
	

	Facilitator
	
	
	
	

	   1. Building teams (p)
	
	
	
	

	   2. Using participative decision making (p)
	
	
	
	

	   3. Managing conflict (p)
	
	
	
	

	Broker
	
	
	
	

	   1. Building and maintaining power base (p)
	
	
	
	

	   2. Negotiating agreement & commitment (p)
	
	
	
	

	   3. Presenting ideas (t)
	
	
	
	

	Innovator
	
	
	
	

	   1. Living with change (p)
	
	
	
	

	   2. Thinking creatively (t)
	
	
	
	

	   3. Managing change (p)
	
	
	
	

	Monitor
	
	
	
	


	   1. Monitoring individual performance (t)
	
	
	
	

	   2. Managing collective performance/process (p)
	
	
	
	

	   3. Critically analyze information (t)
	
	
	
	

	Coordinator
	
	
	
	

	   1. Managing projects (t)
	
	
	
	

	   2. Designing work (t)
	
	
	
	

	   3. Managing across functions (t)
	
	
	
	

	Director
	
	
	
	

	   1. Developing/coordinating vision (t)
	
	
	
	

	   2. Setting goals and objectives (t)
	
	
	
	

	   3. Designing and organizing (t)
	
	
	
	

	Producer
	
	
	
	

	   1. Working productively (t)
	
	
	
	

	   2. Fostering productive environment (p)
	
	
	
	

	   3. Managing time and stress (t)
	
	
	
	


(t) denotes task-based competencies, and (p) denotes people-based competencies.
Table 4: Standards for success in learning leadership roles

	Roles
	Indicators of high level of learning

	Mentor
	Evaluate self and others, internalize value differences, adapt behavior in self and others, sustain message synthesis, value-based appeals, and organize values



	Facilitator
	Obtain goal synthesis, evaluate decision alternatives, organize disparate values, adopt hybrid approaches



	Broker


	Synthesize positions and support, analyze disparate ideas, organize disparate values, adopt creative solutions 



	Innovator
	Evaluate alternatives, appeal to values, originate new approaches, organize disparate values



	Monitor
	Analyze and synthesize information



	Coordinator
	Analyze and synthesize information, adopt new processes



	Director
	Synthesize and evaluate information, internalize and organize values in others, adapt change in others



	Producer
	Analyze and synthesize information, internalize and organize value of productive inputs, adopt productive practices
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