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CHAPTER 1
Introduction
³:K\DUHSHRSOHVRKDUGWRPDQDJH"%HFDXVHWKH\KDYHEHFRPHFRPSOLFDWHG+HZKR
leads others with a conditioned and complicated mind is the source of calamity. He who
OHDGVRWKHUVZLWKVLPSOLFLW\LVWKHVRXUFHRIEOHVVLQJ´ /DRTzu ,Third Century,
translated by Hua-Ching Ni, 1995, p.85)
Lao Tzu, a spiritual leader and historiographer in ancient China, is considered to be
SHUKDSVWKHJUHDWHVWWHDFKHURIDOOWLPH 1L /DR7]X¶VGHVFULSWLRQRIWKHXQELDVHG
leader/teacher includes characteristics of a leader with a strong sense of self and others, a
sense of fairness and truthfulness, a leader with intelligence and compassion (Ni, 1995).
The focus of his leader is to give, thus bringing out the best in others in order to achieve
the vision. It is powerful that centuries after his writings were disseminated the ideas he
exemplified remain something to strive towards. As a leader within my own
organization, I aspire to develop the leadership characteristics Lao-Tzu illustrated so that
I may teach with such finesse that the students and staff develop the sense that they have
truly achieved and overcome struggles on their own (Wren, 1995).
As an educator of both typically-developing children and children diagnosed with
serious neurological conditions such as autism, I found Lao-7]X¶VSULQFLSOHVWREHLQOLQH
with my own values and beliefs. A key value for my personal leadership as a program
director is the principle that, with the proper support and motivation, all children can
learn. I believe that motivation is the cornerstone of successful learning, a driving force
towards growth. Whether working with children or other professionals, my focus
involves inspiring the child or the team to achieve. I believe that, with meaningful
motivation, we can encourage others, creating an environment full of possibilities. During
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the course of my dissertation work and the process of building a program model, I
continue to strive to apply similar principles to those I lead within my organization.
This dissertation study examines my leadership development in terms of building
capacity and a collective vision for the professional members of the Partners in Learning
program.

Using action research cycles (i.e., planning, acting, observing, reflecting, and

analyzing), I examine the development of both my leadership actions and of my program
model in a recursive fashion to better understand the relationship between my theory in
use and my espoused leadership theory (McTaggert, 1991; Bullough & Pinnegar, 2001).
As part of my study, I also measure the treatment integrity of the training protocols
(Cooper, Heron, & Heward, 1987; Pierce & Cheney, 2004) for staff members to assess
improvements in capacity of the treatment team.

My Relationship with Autism
Since beginning my journey into the world of those with autism in 1987, I have been
baffled, concerned, frustrated and awed by the challenges faced by those individuals as
they learned, particularly in the area of social development. Their lack of reciprocal
interactions, empathy, and even basic social awareness was troubling to me. It seems that
WKHVHFKLOGUHQPLVVPDQ\RIOLIH¶VMR\IXOH[SHULHQFHVDQGRSSRUWXQLWLHVDYRLGLQJVRFLDO
activities that serve as powerful motivators for many of us not afflicted with autism.
Further, with significant developmental delays and limited social repertoires, the children
appear unaware of so many possibilities. I have become dedicated to educating those
children on the autism spectrum, as I face the challenges of expanding their opportunities
as my own professional development.
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I also frequently witness the heartbreak of those significant others who surround
each child and young adult: the parents, siblings, family members, as well as dedicated
teachers and therapists who, for countless hours of concentrated treatment, produce only
slow, unpredictable progress. Without intensive intervention and careful support,
genuine social interactions such as self-expression of thoughts, opinions or feelings (or
the interest in the thoughts, opinions or feelings of others) do not emerge in most
children. For many years I was filled with questions and struggled with the seemingly
endless problems autism presents without clear solutions. I witnessed many colleagues
burn out with frustration or fail to develop the necessary clinical competencies to provide
effective intervention. The challenges of this neurological disorder challenged my own
sense of fairness for these children and their loved ones, and I continued to search for
tools to make a meaningful impact. During this time of my own professional
development, behavior analysis was an important influence on my emerging
understanding of autism and the impact of its symptoms.
Behavior analysis is a science dedicated to studying and improving human behavior
to benefit the individual, and its application provided very effective methods to address
the symptoms of autism (Cooper et al., 1987). With years of support and careful training
from many wonderful mentors in the field of autism programming, I developed the
capacity to apply the science with steady success for many children on the autism
spectrum. However, attempts to teach the children to tolerate and develop social skills
remain the most difficult of teaching goals, with available strategies often inadequate in
comparison to the deficit. Treatment, at times, can create adverse reactions, yielding
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little improvement in empathy or proficiency in building social relationships. Each small
step mastered is a mini-victory on a mountainous journey.

Autism Symptoms and Statistics
Autism is defined as a neurological disorder of unknown origin that affects various
brain functions related to social, cognitive, and behavior development (American
Psychiatric Association [APA], 2000). The symptoms commonly associated with autism
include difficulty with communication, social interactions, and an array of unusual
behaviors (e.g., odd play, insistence on sameness, little or no eye contact, no apparent
fear of real dangers) (Autism Society of America [ASA], 2004; National Alliance for
Autism Research, 2004). As autism is considered a spectrum disorder (Autism Society of
America, 2004) the degree in which the symptoms impair an individual can range from
mild to severe and can be present in a variety of combinations.
The Center for Outreach and Services for the Autistic Community (COSAC), a New
Jersey information and advocacy organization, contends that approximately 1 out of
every 500 children born today will be diagnosed with autism or a related disorder, a
significant increase from incidence rates of the 1 in 10,000 ratio estimated nearly a
decade ago. Other organizations estimate that 1 out of 150 children will be classified as
autistic (COSAC, 2004). With these rising statistics in incidence, in 10 years, it is
estimated that autism will cost the United States between $200-$400 billion per year
(ASA, 2004), furthering the need for effective treatment options.
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Educating Preschoolers with Autism in New Jersey
Currently, there is no cure for autism; however, the symptoms respond positively to
systematic behavior intervention (Committee on Children with Disabilities, 2001).
Program recommendations for young learners with this diagnosis are intensive (usually
30-40 hours weekly) often in a one-on-one format in specialized education environments
(Lovaas, 1987; Lovaas & Smith, 1988; Fenske, Zalenski, Krantz, & McClannahan,
1985). Treatment in mainstream settings is preferred when possible for the maintenance
and generalization of skills (Ruef & Turnball, 2002). Inclusion with non-disabled peers
is highly recommended in order to address severe delays in language and social
development (Lovaas & Smith, 1989; Dugan et al., 1995). Such interactions need to
occur frequently and consistently in order for the child to gain skill mastery.
Specialized training for teachers and parents is critical when programming for
students with autism, as well as when designing any quality inclusion placement (Wade,
2000). Such training is severely lacking for school-aged programs for children aged 3
and above, and the staff development deficit only increases when examining preschool
classrooms (personal communication, Division of Youth and Family Services Bureau of
Licensing representative, October, 2003). Community-based preschools are required to
have one teacher per classroom, and their types of credentials vary from degrees in early
childhood or related fields, to certificates of eligibility in regular education, to fully
certified teachers. It is not required for community-based preschools to staff classes with
certified special education teachers trained for inclusion and autism. Preschool/day care
centers are supervised by the Division of Youth and Family Services (DYFS), not the
Department of Education, so the qualifications and credentials for staff are quite
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different.
Preschoolers with autism do not receive a specialized educational classification, so
they are classified under a generic label of preschool disabled. Most of these children
attend self-contained classrooms within their home district or are enrolled in approved
private special education programs outside of their neighborhoods. Inclusive options
within the home districts are slowly emerging on a case-by-case basis, with some ratios
of typical to classified preschoolers reaching 50/50 proportions. However, due to the
extensive needs associated with the diagnosis of autism and related disorders, the
challenges of including several children within the same typical preschool classroom can
result in a program that is far from typical. Individualized curriculum adaptations,
behavior supports, and related therapies (e.g., speech, occupational therapy, physical
therapy) for a number of students is out of the typical scope of resources and services for
most community preschools, jeopardizing the right of all the children to receive an
appropriate education.

Addressing Program Gap for Preschoolers with Autism
,QWKHHDUO\¶VWKHSDVVDJHRI3/-142, followed by the Individuals with
Disabilities Education Act (IDEA), established provisions for a free, appropriate
education for those with special learning needs between the ages of 3-21 in the least
restrictive environment (LRE). However, there is a lack of viable inclusive education
options for New Jersey students with autism, particularly during the early learning years
(New Jersey Inclusive Child Care Project, 2003). The existing model for preschoolers
limits access for the majority of students with autism, as settings are in need of
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professional training for teachers and support for parents (Hammeken, 2000; Choate et
al., 1998). The current reality for New Jersey special education preschoolers does not
follow guidelines for inclusion or fulfill the spirit of P.L.94-142, as most children are
denied right of entry due to the nature of their disability and lack of systems to support
success in typical settings.
Partners in Learning at Country Acres Private Preschool is a privately run
organization that was developed, in part, to address the gap in program options for young
children on the autism spectrum. Its mission is to provide young children with autism and
related disorders with the highest quality intervention delivered in natural settings (e.g.,
WKHFKLOG¶VKRPHDFRPPXQLW\-based preschool). The purpose is not to structure a
segregated special education program, but rather to operate a high quality communitybased preschool that includes children with autism and related disorders, offering full
support via home and school behavioral interventions. Both the community-based
preschool and the preschool support program are owned and operated by the same
individuals, offering a viable, cohesive option for inclusive education for children on the
autism spectrum. Our program model serves as an environment for change and reflection
of my leadership theory in use.

Statement of the Research Problem
Exploring Leadership Through Vision and Capacity
My leadership problem, as a leader and co-owner/director, focuses on developing a
collective vision throughout our organization while building staff capacity. By supporting
others with the needed tools to grow and improve, our program model for inclusive
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preschools for children with autism will more likely achieve longevity through
LQVWLWXWLRQDOL]DWLRQ$OVRVWULYLQJIRU³FROODERUDWLRQDOORZVXVWRDYRLGXQQHFHVVDU\
FRPSURPLVHRUGRPLQDWLRQ´ 0LQW]EHUJHWDOS Zithin our organization. As
*ROHPDQ S VWDWHV³«LI\RXZDQWWROHDGDQRUJDQL]DWLRQKDYLQJDSHUVRQDO
YLVLRQLVQRWHQRXJK´OHDGHUVQHHGWRJHWPHPEHUVZRUNLQJWRJHWKHUWRZDUGVDFRPPRQ
goal or purpose that is in line with their own beliefs. 6LPLODUO\³UHVHDUFKVLQFHWKH¶V
has identified the school or departmental vision, or collective sense of purpose, as an
LPSRUWDQWDVSHFWRIVXFFHVVIXODQGLPSURYLQJVFKRROV´ 2¶'D\HWDOS 
Although the ability to model skills for others can be a critical piece in leadership
(Leithwood, 1994; Kouzes & Posner, 1995), I examine my actions as I move from a
comfort role as expert clinician into a more competent leader who inspires others to
action via a collective purpose (Goleman et al., 2002). My goal is to enhance and grow
our program to meet the increasing needs in the area of autism, as well as create an
environment where professionals can learn and share collective knowledge (James &
Worell, 2000; Mintzberg, 1979). The recursive and cyclical process embedded in action
research (AR) offers a framework in which I identify problems, develop and apply
strategies, and observe and reflect (Creswell, 2003). Building upon my behavioral
training, when leading young learners with autism to grow and achieve full potential, I
use AR methods to examine how I lead those within my organization to improve capacity
and achieve desired goals (James & Worell, 2000) as I study my own leadership
capabilities.
During the course of this study, the following research questions guide my
investigation process:

9
1) What will I learn about my own espoused leadership theory vs. my leadership
actions (i.e., theory-in-use)?
2) How can I use my skills as a behavior analyst to successfully lead others within
my organization as I have successfully assisted young children with autism?
3) How do changes in my leadership competencies impact building a collective
vision and improving staff capacity to effectively implement our program model?
By answering these questions, I address the long-term need for quality, inclusive
programming for young learners with autism, as well as the need for effective training
models for those professionals who desire to make a meaningful contribution within
this growing field.
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CHAPTER 2
Espoused Theory of Leadership
Behaviorist Lens
$FFRUGLQJWR)XOODQ S ³PRUDOSXUSRVHPHDQVDFWLQJZLWKWKHLQWHQWLRQRI
making a positive difference in the lives of employees, customers, and society as a
ZKROH´7KLVVWURQJO\PLUURUVWKHREMHFWLYHVRIDSSOLHGEHKDYLRUDQDO\VLV³WRKHOSD
person change socially significant behaviors, with the goal of improving some aspect of
WKHSHUVRQ¶VOLIH´ 0LOWHQEHUJHUS 7KHVFLHQFHRIEHKDYLRUDQDO\VLVLV
dedicated to change behavior in order to improve the human condition (Cooper et al.,
 $V6NLQQHU S VWDWHV³$OPRVWDOORXUPDMRUSUREOHPVLQYROYHKXPDQ
behavior, and they cannot be solved by physical and biological technology alone. What
is needed is a technology RIEHKDYLRU´6LQFHEHJLQQLQJP\ZRUNZLWKLQGLYLGXDOVZLWK
autism, I have strived to understand and apply this technology, utilizing the principles of
behavior analysis as my framework to understand relationships and learning.
There are many misconceptions surrounding the field of behavior analysis. Some
common misunderstandings interpret the use of rewards as bribery, intervention
approaches as symptomatic treatments that do not address cause, and view the behavioral
clinicians as cold, unfeelinJSURIHVVLRQDOVZKRDUHQRWLQWHUHVWHGLQWKH³WKRXJKWVDQG
IHHOLQJVRIFOLHQWV´ 0DUWLQ 3HDUS 'XULQJP\\HDUFDUHHUDVDEHKDYLRU
analyst, I have worked with many caring, dedicated individuals who are vested in the
progress of their clients. I have seen the scientific approach to behavior analysis improve
the quality of life for numerous children, young adults, and families living with autism
and related disorders. The relationship between motivation and learning is, perhaps, the
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most proactive and powerful of all strategies (Alberto & Troutman, 2003; Skinner, 1974;
Miltenberger, 2004).
Cooper et al. (1987) outline six key principles when defining the field of applied
behavior analysis:
First, the attitudes and methodology of science guide its practice. Second, the
behavior change procedures are described and applied in a systematic,
technological manner. Third, not any means of changing behavior qualifies as
applied behavior analysis; only those procedures conceptually derived from the
basic principles of behavior are circumscribed by the field. Fourth, the focus of
applied behavior analysis is socially significant behavior. The fifth and sixth
parts of the definition specify the twin goals of applied behavior analysis:
improve and understand. Applied behavior analysis seeks to make meaningful
improvement in important behavior and to produce a functional analysis of the
factors responsible for that improvement. ( p. 14)
These key principles supporting applied behavior are important to my own values for
teaching and leadership. To improve and understand the issues surrounding autism are
fundamental reasons for designing a program model to assist the children and families.
Producing a functional analysis of the implementation of our model as well as my own
leadership behavior is a key to building a lasting environment for meaningful change,
leading others to have a positive impact on a challenging disorder. Applied behavior
analysis is child/client-centered and is grounded in the pursuit of socially important
behavior change for the benefit of its recipients, both individuals as well as groups, via
replication of effective practices (Alberto & Troutman, 2003; Miltenberger, 2004).
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The behaviorist approach is a powerful, action-based perspective, but it can be
OLPLWLQJWRWKHFROODERUDWLYHSURFHVV6NLQQHU  QRWHV³:HKDYHEHHQVORZWR
GHYHORSWKHVFLHQFH´ S DQG³:KRZLOOXVHVXFKWHFKQRORJ\"´ S $OVR
³$SSOLHGEHKDYLRUDQDO\VWVKDYHH[SUHVVHGFRQFern over whether their field is addressing
DQDGHTXDWHUDQJHRIVRFLDOO\LPSRUWDQWSUREOHPV´ &ULWFKILHOG .ROOLQVS 
The common mental model of behavior analysis as a controlling, dominant approach,
rather than a science dedicated to improving the quality of lives can be a roadblock when
communicating with others, a barrier when forming alliances with other professionals and
school districts. According to Goltz (2003), it would be beneficial for behaviorists to
³GHYHORSUHODWLRQVZLWKRWKHU disciplines to find and examine research questions that
ZRXOGEHQHILWIURPWKHXQLTXHYDQWDJHSRLQWRIEHKDYLRUDQDO\VLV´ S 2WKHU
leadership theories can serve to bridge such gaps, perhaps explaining the framework in
more meaningful terms.
Quality self-VWXG\LQYROYHVH[WHQVLYHDQDO\VLVRIRQH¶VEHOLHIVDQGDFWLRQV
(McTaggert, 1991). My work with children with autism relies on keen analytical ability
and decisive action. Developing a unique program made teaching and evaluating the
skills of others critical for the successful dissemination of our model. Now, I turned the
focus on my own behaviors as a leader in my organization, examining my own values
and actions with self-analysis as a new area of concentration. As a behavior analyst, I had
acquired a certain expertise in observing behaviors in others, uncovering patterns and
relationships between the child/subject and the environment. The demanding pace of my
work had not presented me with many prior opportunities to engage in reflection on my
leadership theory in use (Creswell, 2003). Engaging in reflective practices (Schein, 1987)
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regarding my own leadership beliefs and actions is an important development in
understanding my leadership theory. Although self study is new terrain, true to the
tenents of behavioral theory and with the proper support, I could learn new repertoires
(Alberto & Troutman, 2003).
My work in special education has taught me a great respect for the challenges that can
face an individual. The obstacles can often seem insurmountable on multiple levels.
6RPHWLPHVWKHEDUULHUVLQYROYHWKHFKLOG¶VXQLTXHOHDUQLQJVW\OHDQGVRPHWLPHVWKH
difficulties lay in the administrative process. Regardless, I have found my ability to focus
on motivation has been my most powerful tool. Challenges can become
accomplishments, and limitations can be transformed into potential.
I strongly believe that an effective teacher must find what motivates the child. An
effective teacher needs to define goals so the child is successful. An effective teacher can
teach many skills with consistency and incentives. Yet, without motivation, our ability to
teach is restricted, and our ability to learn is severely limited. A true teacher can see the
possibilities and inspire learners to achieve their potential; an effective leader can
motivate and inspire others.
I became inspired to lead in the manner described by Parker Palmer after reading The
Courage to Teach  :KHQKHFLWHGWKHSRHW0DULD5LONHLQ³%HSDWLHQWWRZDUGVDll
WKDWLV\RXUKHDUWDQGWU\WRORYHWKHTXHVWLRQVWKHPVHOYHV«´,WUXO\H[SHULHQFHGD
revelation of thought. As a leader and a learner, I have viewed questions as obstacles to
overcome, problems to solve. To begin to view the process of critical analysis as a
valuable course of action is profound to me. Previously, I have been more focused on
the destination rather than the journey, but now I strive to cultivate a sense of value for
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the process.
I would like to cultivate this new perspective in the children as they face challenges,
and within the members of our program as they strive to improve capacity. Reflecting
more on the process and less on the results or outcomes would develop a sense of
mindfulness that Daniel Goleman (1998, 2002) refers to in his work on emotional
intelligence. To view questions more as gifts and less as barriers is a fresh perspective
that can serve to improve my leadership within my organization, develop myself
professionally through learning more for my personal development, and teach both my
colleagues and my students more effectively.

Emotional Intelligence and Relational Leadership
My espoused leadership theory aligns with emotional intelligence (E.I.) and relational
OHDGHUVKLSYDOXHVRI³LQFOXVLYHQHVVDQGVKDUHGRZQHUVKLS´ 5HJDQ %URRNVS 
5HODWLRQDOOHDGHUVKLS 5DSRSRUWHWDO UHIHUVWR³FROODERUDWLYHLQWHUDFWLYHDFWLRQ
UHVHDUFK´ S DVDPHWKRG³RILGHQWLI\LQJXQGHUO\LQJDVVXPSWLRQVDQGFUHDWLQJ
opportunities for discussing their impact on SHRSOH¶VOLYHVDQGZRUNW\SLFDOO\XQOHDVKHV
energy for change and stimulates many creative ideas for what forms the change could
WDNH´ S $SULPDU\JRDORIP\OHDGHUVKLSZDVWREXLOGFDSDFLW\ZLWKLQRXU
organization through a shared vision coupled with needed supports. The desired outcome
of my leadership work is a model of cultivating growth and achievements that are not
built upon a dependency-based approach. Rather, my desired leadership actions mirror
transformative processes for our members, tUXO\DFKLHYLQJD³FKDQJHIRUWKHEHWWHU´
(Leithwood, Tomlinson, & Genge, 1974, p. 774) for the majority of the internal
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stakeholders. By involving others in the development of the change process, my
leadership becomes grounded in practice and reflects an environment that empowers our
PHPEHUVE\³EXLOGLQJFRQILGHQFHDQGFRXUDJH´ .RX]HV 3RVQHUS WKURXJK
the participatory process.
My leadership theory evolves from key relational leadership principles of
³FROODERUDWLRQFDULQJFRXUDJHLQWXLWLRQDQGYLVLRQ´GHILQHGE\5HJDQDQG%URRNV S
26). Emotional intelligence and the feminist qualities of relational leadership are sensitive
WR³LQFOXVLYHQHVVDQGVKDUHGRZQHUVKLS´ 5HJDQ %URRNVS WRGHYHORSERWKDVHQVH
of community as well as empowerment of the individual. These theories stress an
interactive process between the leader and the team members. The nature of our
inclusive preschool model, the very purpose, is defined by the relationship between the
individual and the community.
E.I. and relational leadership theories attend to the needs of the changing
environment, encouraging the use of a range of leadership strategies in order to achieve a
FROOHFWLYHYLVLRQSDVVLRQDQGJRDOV*ROHPDQUHIHUVWR³WKHOHDGHU¶VFRPSHtence tool
NLW´ S *RHQVZULWHVRIWKH³FKDPHOHRQ-OLNH´EHKDYLRU S QHHGHG
WRDGGUHVVWKHYDULHGVLWXDWLRQVOHDGHUVIDFHZKLOH.RWWHU  VWDWHV³OHDGHUVKLSLV
DERXWFRSLQJZLWKFKDQJH´ S 2XUPRGHOKDVH[SHULHQFHGFKDQJes in order to
improve our services. My leadership practices have evolved to a more transformational
DSSURDFKVLPLODUWRWKRVH/HLWKZRRGGHILQHVDVOHDGHUVKLSDV³QRWRQO\DFKDQJHLQWKH
purposes and resources of those involved in the leader-follow relationship, but an
HOHYDWLRQRIERWKDFKDQJHIRUWKHEHWWHU´ /HLWKZRRGHWDOS 0\SXUSRVH
for training others has become focused on not only extending our model, but also to help
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our members develop new competencies. In the process, I continue to gain skills and
grow in a reciprocal process.
The theories of emotional intelligence and relational leadership allow for leadership
actions along the continuum of leadership practices from transformational and
WUDQVDFWLRQDODQGFDQ³EXLOGRQRQHDQRWKHU´ /HLWKZRRGHWDOS ,WLVLPSRUWDQWWR
understand that management practices of a transactional nature can be the needed
DSSURDFKE\³DWWHQGLQJWRWKHEDVLFQHHGVRIRUJDQL]DWLRQDOPHPEHUV´ S DVZHOODV
the selfless acts of the servant leader.

Servant Leadership Actions
I recognize elements of servant leadership as an active part of my theory-in-use. I
find myself being a servant leader (Greenleaf, 1970, Sergiovanni, 2000) when training
parents or working directly with our students with autism. Guiding others towards
success and independence can be very rewarding. If I could lead with such finesse that
the needs of the followers, in my case the students and my staff, were met in a way that
WKH\IHOW³:HGLGLWRXUVHOYHV´ :UHQS ,WUXO\ZRXOGIHHODFFRPSOLVKHG
Developing training protocols and effective curriculum progressions are done so with the
needs of the students as the focus. Our purpose as a program is defined by the principle
that meeting the needs of the students is the reason we are doing what we do.
Some of the best examples of servant leadership occur when I directly work with my
VWXGHQWVZLWKDXWLVP$V*UHHQOHDIVWDWHV³7KHVHUYDQWOHDGHULVVHUYDQWILUVW«,WEHJLQV
with the natural IHHOLQJWKDWRQHZDQWVWRVHUYHWRVHUYHILUVW´ *UHHQOHDI 7KH
servant leader builds trust, supports the followers, takes risks, and is dedicated to helping
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people find a voice. I see building trust with my students as a primary goal. The children
need to learn that they will be successful as we work together. Strategies using frequent
praise, ongoing prompts and guidance, and a gradual shaping process involving
systematic reinforcement of small steps towards independence (Cooper et al., 1987;
Sulzer-Azaroff, 2003) researched in applied behavior analysis (ABA) literature are the
very cornerstones of the teaching style that I learned from my mentors.
The students with whom I work are quite vulnerable, as they lack the ability to
communicate or advocate for themselves. The program goals need to be child-centered
for their success. Dedication, patience, and taking risks are part of the territory. The
emphasis on knowing when to act and the notion that it would be considered unethical
noWWRDFWDUHYHU\WUXHWRP\SHUVRQDOEHOLHIVUHJDUGLQJVWXGHQWV¶ULJKWWRHIIHFWLYH
intervention. However, this does not imply that all or any action is justified. It could be a
mistake to lead in an autocratic manner, as well. The potential of each child would be
severely limited with such a heavy-handed, coercive leadership style (Sergiovanni, 2000;
Sergiovanni, Kelleher, McCarthy, & Wirth, 2004) without carefully considered childcentered rationales (e.g., severe self-injury, aggression, risky behaviors).
The servant leader, one who empowers the follower to grow, is the more appropriate
leader in my experience (Greenleaf, 1977, 2002). This approach is similar to Daniel
*ROHPDQ¶V  PRGHOXWLOL]LQJHPRWLRQDOLQWHOOLJHQFHSDUWLFXODUO\WKHFomponent of
empathy. Empathy includes sensitivity and service to particularly the component of
empathy. Empathy includes sensitivity and service to clients. Servant leadership is
particularly helpful as I move towards my goal of exploring methods to increase student
independence and address the need for support for the staff and families in our practice.
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Both emotional intelligence and relational leadership theories have a basis in a moral
purpose as part of the collective vision.
Evidence of some of my servant leadership actions was revealed to me during a staff
workshop that emphasized feedback for colleagues in our group. Some of the notes I
UHFHLYHGVWDWHG³<RXDOZD\VVKRZPHWKDWQRPDWWHUKRZGLIILFXOWWKHSUREOHPLVWKHUH
LVDVROXWLRQ´DQG³ <RXDUH ZLOOLQJWROLVWHQDWWKHPRVWVWUHVVIXORIWLPHV´3DUHQWV
have also expressed great appreciation for my child-centered recommendations, with one
group writing a wonderful letter of support to the governor, citing these values. Recently,
I had added a guest lecture series for our families and staff to increase the resources for
information. The feedback has been very positive from those attending and those
presenting which encourages me to continue to look for and create opportunities for
group learning.

Transformational Values
Part of the collective vision of our organization is staff empowerment. I began to see
that many of our values and goals for our staff mirrored transformational leadership,
encouraging growth on a level that would develop the potential of our colleagues
(Palmer, 1998). I find that the elements of transformation in my espoused theory merge
with both emotional intelligence and relational leadership theories. Transformational
OHDGHUVKLS³FRQVLVWVRILGHQWLIying, encouraging, and supporting others in the
RUJDQL]DWLRQWRDVVXPHSRVLWLRQVRIOHDGHUVKLS´ 'H%ORLVS $FFRUGLQJWR
/HLWKZRRGHWDO  WKHGLPHQVLRQVRIWUDQVIRUPDWLRQDOOHDGHUVKLS³LQFOXGH
identifying and articulating a vision; fostering the acceptance of group goals; providing
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an appropriate model; high performance expectations; providing individual support;
providing intellectual stimulation; contingent reward; and management-by-H[FHSWLRQ´ S
776).
These ideas are consisWHQWZLWKRXUFRPSDQ\¶VYLVLRQWRFUHDWHDZRUNLQJ
environment which encourages the leadership skills within our group. To go beyond
JXLGLQJRWKHUVDQGPRYHWRWUDQVIRUPLQJWKHPWRD³KLJKHUOHYHO´ /DPEHUWHWDO
p. 323) was the next step for our own organization. In the course of developing our
programs, I wanted the leadership to build something lasting that would have a positive
impact on the education field, as well as the professionals who were a part of our
companies.
I began to recognize transformational leadership actions as I participated in the
development of the policies and procedures for our own program (Quantz, Rogers, &
Dantley, 1991). I could see the value of continued professional development being
displayed by our support through ongoing training and funding of research for our staff.
The dedication to a family-friendly work place is demonstrated by our flexibility with
scheduling and our team approach to cover cases for colleagues. Developing
transformational leadership skills brings me closer to my goal to improve my own
organization and the lasting impact of our work in the field of autism. This type of
WUDQVIRUPDWLRQFORVHO\LGHQWLILHVZLWK*ROHPDQ¶VFRQFHSWRI³EXLOGLQJHPRWLRQDOO\
LQWHOOLJHQWRUJDQL]DWLRQV´ *ROHPDn, 2002, p. 171) and the value of collaboration defined
in relational theory (Regan & Brooks, 1995).
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Constructivist Development
I recognized another value in my espoused theory as our agencies and programs
began interacting with more programs from other school districts, although I find this to
be an area lacking in my leadership actions. I needed to master skills associated with the
constructivist leadership theory (Kottkamp & Silverberg, 1999). With regard to systems
thinking (Senge, 1990; Kohn, 1999) and organizational management (Lambert et al.,
1995), it became more obvious when I should enhance my proficiency in constructivist
theory as our organization continues to grow and interact with many established
organizations. Enhancing the dialogue among diverse organizations relies on
understanding the complexities of communication among professionals, parents, and
communities that may have varied goals, objectives and methods. Constructivist theories
focus on such interactions, help leaders plan, and anticipate and address the inevitable
conflicts and misunderstandings with greater proficiency than my current skill levels
(Senge, 1990; Lambert et al., 1995). Although I value constructivist theory, my skills are
weak in this area.
This realization motivated me to learn more about how to be a constructivist leader
when dealing with issues involving interfaces with other schools and agencies and even
the work we do within the family units of our home programs. I saw a need to include the
values of constructivist leadership in my espoused theory, as I was previously unaware of
the importance of understanding the interactions between organizational cultures,
unaware of possible conflicts and potential resolutions (Shein, 1987). I also saw the need
to gain proficiency with constructivist actions to better achieve my leadership goal
statements for collaboration so the clinical work in which we engage can have more long-
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lasting impact.
As I faced the new task of developing my espoused constructivist leadership theory, I
was encouraged by readings supporting the idea that leadership skills can be learned
(Goleman, 2000; DeKline & Penstone, 2001). Not all leaders are born possessing every
leadership characteristics but much can be taught regarding effective leadership practices.
I became hopeful that I could improve my constructivist leadership practices.

Reflection on My Leadership
As I reflect on my leadership strengths, I consider my ability to adapt to a variety of
leadership environments to be critical in my leadership practice. Daily, I find myself in a
variety of leadership settings. I lead in a transactional way in a business situation or
systems management issue (Leithwood et al., 1996; Blanchard & Bowles, 2001). I lead in
a school training workshop as I attempt to develop skills in other professionals in a
transformational action (Kouzes & Posner, 1995). I lead in a direct therapy session with a
student to help the child gain independence in a servant-leader role (Greenleaf, 1970),
and I lead in an after-school activity with one of my own children as part of leadership
group (Rapoport et al., 2002).
The demands of each environment typically require different actions on my part.
The environment and needs direct which leadership approach I use. However, if my
approach is inadequate to address the issues, I wonder if another theory may have the
answer to best address that issue, perhaps a leading strategy I have not studied or have yet
to master. According to Goleman (2000, p ³WKHPRVWHIIHFWLYHH[HFXWLYHVXVHD
collection of distinct leadership styles- each in the right measure, at just the right time.
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Such flexibility is tough to put into action, but it pays off in performance. And better yet,
LWFDQEHOHDUQHG´7KLVLVIXUWKHUVXSSRUWHGE\.RX]HVDQG3RVQHU¶VUHVHDUFKVKRZLQJ
³WKDWOHDGHUVKLSLVDQREVHUYDEOHOHDUQDEOHVHWRISUDFWLFHV´ S ,ILQG
leadership to be an interactive process among individuals, the environment, and actions
dependent upon the knowledge-base of the participants. Reflection and time measure the
effectiveness of the process.

Summary of My Personal Leadership Theory
In summary, my personal leadership theory is rooted in the principles and
philosophy of applied behavior analysis, relational leadership, and emotional intelligence.
These theories emphasize the improvement and development of the individual through
awareness of the complexities of human situations, as well as careful analysis of
challenges coupled with practical, systematic actions. In addition, I value the tenants of
servant leadership that mirror transformation of the individual, thus inspiring me to act in
ways to support the development of those I supervise and train to aspire to change and
improve for their own benefit. I also recognize weaknesses in my own abilities to
understand fully the constructivist theories of organizational analysis, as I struggle to
meet the needs of an increasingly complex, growing organization. This weakness in my
own understanding can hinder my responses to both organizational and individual
problems, therefore causing actions that are more transactional in nature and not always
aligned with my transformational values.
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CHAPTER 3
Review of Relevant Literature: Leadership Practice
Shared Vision and Collaboration
When a distinction is made between management and leadership, it often begins with
a shared vision and the collaborative process. According to one Japanese management
GHILQLWLRQ³$WUXO\FROODERUDWLYHPLQG-set does not involve managing people so much as
the relationships DPRQJSHRSOH´ *RVOLQJ 0LQW]EHUJS $OVR³,QGLYLGXDO
leaders alone cannot change a culture. For a new vision to take hold, it must spread
WKURXJKRXWHYHU\OHYHO´ *ROHPDQ, p. 57), with members becoming vested in the
SURFHVVDQGJRDOV+LPPHOPDQ  GHILQHVFROODERUDWLRQDV³WKUHHVWUDWHJLHV
ZRUNLQJWRJHWKHUQHWZRUNLQJFRRUGLQDWLQJDQGFRRSHUDWLQJ«WKHVHVWUDWHJLHVDUHPRVW
useful when there is a common vision, meaningful power-sharing, and responsible and
DFFRXQWDEOHPXWXDODFWLRQ´7KHRXWFRPHLVDFKLHYHPHQWRIDFRPPRQJURXSSXUSRVH
During the collaborative process, balance between cohesion and individual goals is
LPSRUWDQW)XOODQ  FDXWLRQV³,QGividual development combined with professional
communities is still not sufficient unless it combats the fragmentations of multiple
LQQRYDWLRQV´ S DQG³$OOVXFFHVVIXORUJDQL]DWLRQV«KDYHEHHQIRXQGWRDFHUWDLQ
extent to seek diversity of employees, idHDVDQGH[SHULHQFHV´ S 6KDUHGYLVLRQDQG
input from a variety of individuals within the organization take time and planning, but
they can yield actions that are long lasting. Collaborative changes involve participation
on a deeper, emotional level without marginalizing input from members. As Goleman
S VWDWHV³3HRSOHFKDQJHZKHQWKH\DUHHPRWLRQDOO\HQJDJHGDQG
FRPPLWWHG´
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According to Leithwood et al. (1996), there are several behaviors associated with
building a collective YLVLRQLQFOXGLQJ³GHYHORSLQJDPLVVLRQVWDWHPHQW«XVLQJUHVHDUFK
LQGHFLVLRQPDNLQJDQGSODQQLQJ«EHLQJVHQVLWLYHWRWKHYLHZVRIWKH
FRPPXQLW\« DQG «ZLOOLQJ QHVV WRWDNHULVNVWREULQJDERXWFKDQJH´ S ,Q
many ways, the collective vision and collaborative process work hand in hand to achieve
the desired changes (Kemmis & McTaggert, 1981). The vision serves as a focal point,
and the collaboration builds a foundation in which knowledge and authority is shared
(Tinzmann et al., 2004; Leithwood et al., 1996). The process takes time and leaders
VKRXOGQRW³LJQRUHWKHIXQGDPHQWDOWUXWKWKDWZRUNLQJWRJHWKHUDVDGXOWVLVVNLOOIXOZRUN
DVZHOODQGVKRXOGQRWEHVNLSSHGRYHULQRXUUXVKIRUTXLFNUHVXOWV´ /DPEHUW
§3). Investment in developing system-wide knowledge sharing and collaboration, rather
than technical training, is needed to address gaps in staff abilities and capacity (Fullan,
2001).
Capacity Building
Capacity refers to knowledge and ability of those involved in performing tasks
/DPEHUW 2IWHQLWLVWKHDELOLWLHVDQGWDOHQWVRIDQRUJDQL]DWLRQ¶VPHPEHUVWKDW
impact on the success or failure of the mission (Austin & Sulzer-Azaroff, 2004). It is the
direct service employee whose daily job performance often has the greatest impact on the
success or failure of the organization (Harshbarger, 2000), and yet many leaders fail to
invest the time or lack effective methods to address capacity building (Lambert, 2003).
$FFRUGLQJWR'HQQLV6SDUNV  ³7KHLQWHOOHFWXDO and creative capacity of principals
DQGWHDFKHUVWRPDNHVLJQLILFDQWLPSURYHPHQWV«LVDQXQGHUGHYHORSHGDQGXQGHUXVHG
UHVRXUFH´ S 
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The environment needs to set up processes to support the goal of learning and skill
building in order to expect that such activities can and will occur (Fullan, 2001; Evans,
 ³(IIHFWLYHOHDGHUVXQGHUVWDQGWKHYDOXHDQGUROHRINQRZOHGJHFUHDWLRQ´ )XOODQ
S /HDGHUVKLSWKDWIXHOVLPSURYHPHQWVIRFXVHVRQ³SURYLGLQJLQWHOOHFWXDO
stimulation and indivLGXDOVXSSRUWFXOWXUHEXLOGLQJDQGFRQWLQJHQWUHZDUG´ /HLWKZRRG
et al., 1996, p. 814) for members for the long term. Capacity building requires ongoing
attention and follow up support by management to insure the continued development and
updating of the systems, and often the lack of monitoring and daily job-related demands
can result in critical details being sometimes overlooked (Harshbarger, 2000).
,PSURYLQJFDSDFLW\LVDFULWLFDO\HWGHPDQGLQJSURFHVV³IRUZKLFKVFKRROOHDGHUVDUH
often ill-SUHSDUHGDQGXQGHUVXSSRUWHG´ 6SDUNV /LQGD/DPEHUWFRQFXUVVWDWLQJ
³:HRIWHQWROHUDWHDGHJUHHRILQHIIHFWLYHQHVVDPRQJDGXOWVWKDWZHZRXOGQHYHUWROHUDWH
among children, perhaps because we lack appropriate strategies for developing skillful
aGXOWSDUWLFLSDWLRQ´ /DPEHUW 8QIRUWXQDWHO\HIIRUWVWREXLOGVWDIIFDSDFLW\DUH
often topic or trainee specific, just touching the surface of a greater, systemic need
(Helgesen, 1995; Sergiovanni, 2001). Such efforts do not build upon or encourage
VKDULQJLQWKHFROOHFWLYHNQRZOHGJHSRRORIWKHRUJDQL]DWLRQ$V)XOODQREVHUYHV³,WLV
ironic that school systems are late to the game of knowledge building both for their
VWXGHQWVDQGIRUWKHLUWHDFKHUV´ )XOODQS EXWKHRIIHUVVRPHDGYLFH³6FKRRO
V\VWHPV«ZRXOGEHEHWWHURII DQGKHQFHVRZRXOGVRFLHW\ LIWKH\VWUHQJWKHQHGWKHLU
FDSDFLW\WRDFFHVVDQGOHYHUDJHKLGGHQNQRZOHGJH«ZRXOGEHZHOODGYLVHGWRQDPH
NQRZOHGJHVKDULQJDVDFRUHYDOXH´ S 8QWLOFDSDFLW\EXLOGLQJLVJLYHn the
attention and resources needed to fuel improvements, it is questionable as to the
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effectiveness in training methods to the longevity of meaningful change and reform
within school systems.

Change Process
³%HFDXVHFXOWXUDODQGLQVWUXFWLRQDOFhange is intensely interpersonal, it is essential
that leadership development efforts include the communication and problem solving
VNLOOVQHFHVVDU\«DQGHVVHQWLDOLQPDLQWDLQLQJWKHPRPHQWXPRIUHIRUP´ 6SDUNV
S IRUWKHRUJDQL]DWLRQ:KLOH³PDQDgement is about coping with
FRPSOH[LW\«OHDGHUVKLSE\FRQWUDVWLVDERXWFRSLQJZLWKFKDQJH´ .RWWHUS 
on a variety of levels.
$FFRUGLQJWR:3DWULFN'RODQ  ³7KHSURFHVVRIV\VWHPLFFKDQJH
EHJLQV«ZLWKDQXQGHUVWDQGLQJRIWKHsystem-in-SODFHDQGLWVG\VIXQFWLRQV´+HDOWK\
supportive actions exist, as do problematic undercurrents, and it is imperative for leaders
to recognize and address both. It is a leadership challenge to understand the complexity
of the organization and how to best assist processes that produce meaningful changes
*ROHPDQ)XOODQ $V'RODQVWDWHV³:KHQVWDUWLQJDQ\SURFHVVRIV\VWHPLF
FKDQJH«\RXQHHGWRNQRZVRPHWKLQJDERXWWKDWSDUWLFXODUV\VWHPZKDWLWORRNVOLNH
how it got there, how the SDUWVLQWHUDFW«WKHFULWLFDOSKHQRPHQDDUHQRWWKHLQGLYLGXDO
SDUWVEXWKRZWKH\ILWWRJHWKHU´ UHWULHYHGIURPZHEVLWH0DUFK &KDQJH
although necessary, can be difficult and uncomfortable for those involved.
It can be complicated to manage the change process while identifying the effects on
WKRVHLQYROYHG .RWWHU.RHJHO&DUWHU .RHJHO :KLOH³WKHILUVWVWHSLQ
WKHFKDQJHSURFHVVLVWRGHILQHSXUSRVH´ /RHKU 6FKZDUW]S IRUPXODWLQJD
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plan for subsequent steps require interaction with environments within and without the
organization (Lambert, 2003; Gosling & Mintzberg, 2003). The quality and longevity of
WKHFKDQJHFDQGHSHQGRQDOHDGHU¶VXQGHUVWDQGLQJRIWKHSXUSRVHRIFKDQJHDQGWKH
ability to assist thosHWRDFWLYHO\SDUWLFLSDWHLQWKHSURFHVV³:KLOHSHRSOHQHHGSUHVVXUH
to change they also need technical assistance and interactions with others who are
DWWHPSWLQJWRFKDQJH´ 6HUJLRYDQQLS 
Change can occur in transactional and transformational methods, with each
KDYLQJDSODFHLQDQRUJDQL]DWLRQ¶VGHYHORSPHQW³)LUVWRUGHUFKDQJHV«GRQRW
significantly alter the basic features of the school or the way its members perform their
UROHV«6HFRQGRUGHUFKDQJHVDUHV\VWHPLF«DQGDLPWRPRdify the very way an
RUJDQL]DWLRQLVSXWWRJHWKHUDOWHULQJLWVDVVXPSWLRQVJRDOVVWUXFWXUHVUROHVDQGQRUPV´
(Evans, 1996, p. 17). Leadership that focuses on understanding the necessity of the varied
dimensions of change can have a profound impact on the development of the
organization, its members, as well as on personal enhancement of leadership capabilities.
+RZHYHUDV'RODQ  QRWHV³,WLVDFUD]\EDFNZDUGV\VWHPEXLOWRQWLPH
PDQDJHPHQW«WKDWSURGXFWLYLW\LVILOOLQJWLPHZLWKDFWLYLW\«7KHre is almost no time
IRUUHIOHFWLRQQRWLPHIRUTXDOLW\LPSURYHPHQWQRWLPHIRUOLVWHQLQJWR\RXUVHOI´
(retrieved from website, March 13, 2004). The tension between quantity of actions and
thoughtful planning and reflection impact on the quality of the change process.

Self as Subject
'DQLHO*ROHPDQGHILQHVVHOIDZDUHQHVVDV³REVHUYLQJ\RXUVHOIDQGUHFRJQL]LQJ\RXU
IHHOLQJV«NQRZLQJUHODWLRQVKLSEHWZHHQWKRXJKWVIHHOLQJVDQGUHDFWLRQV´ *ROHPDQ
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1995, p. 303). The process of self-discovery is intensely personal, rich in thoughtful
reflection. The action research cycles of planning, acting, observing, reflecting, and
analyzing (Carson, Connors, Smits, & Ripley, 1989) can serve as a framework in
LPSURYLQJVHOIDZDUHQHVV³WRERWKLPSURYHDQGWREHWWHUXQGHUVWDQG RQH¶VRZQ 
HGXFDWLRQDOSUDFWLFH´ &DUVRQHWDOS 7KHUHVHDUFKF\FOHHPSKDVL]HVD
FRQVFLRXVQHVVRIRQH¶VWKRXJKWVDFWLRQVDQGSHUVSHFWLYHVEULQJLQJWKHUHVHDUFKHULQWR
the forefront of teaching practice and collaborative process in a unique and personal way.
Self-directed learning involves intentionally developing an aspect of who we are, who
we want to be or both (Blanchard & Bowles, 2001; Bolman & Deal, 2001). Goleman
(2001) refers to this conflict as our real self vs. our ideal self. Often, by engaging in the
practice of reflection, inconsistencies among our thoughts, actions, and values are
brought to the surface. Revealing these leadership malfunctions or dysfunctions can
reveal system-wide barriers to true and lasting change (Argyris & Schon, 1974; Bolman
'HDO ³7KHHQHUJ\WKDWSXOVHVWKURXJKXVLVSK\VLFDOHPRWLRQDOPHQWDODQG
VSLULWXDO«7RSHUIRUPDWRXUEHVWZHPXVWVNLOOIXOO\PDQDJHHDFKRIWKHVH
LQWHUFRQQHFWHGGLPHQVLRQV´ /RHKU 6FKZDUW]03, p. 9). There
is a harmony that can be attained when we reflect on our actions and measure our
leadership behaviors against our espoused theories (Bullough & Pinnegar, 2001;
+HOJHVHQ*ROHPDQ ³7KHZD\ZHSUDFWLFHOHDGHUVKLSLVDIIHFWHGby our
unique tendencies in terms of thinking patters and our physical action. We can lead
RXUVHOYHVWRGHVLUHGDFFRPSOLVKPHQWVE\FRPELQLQJWKHVHWZROHYHOVRILQIOXHQFH´
(Mantz & Neck, 2004, p. 9).
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Review of Relevant Literature: Autism
History of Intervention Recommendations
Some published works describing behavioral symptoms similar to autism appear as
early as the 18th century. However, autism disorders were formally identified in the
1940s, first by Dr. Leo Kanner of Baltimore, Maryland in 1943 (Kanner, 1948) and soon
after by Dr. Hans Asperger of Vienna, Austria in 1944 (Falk-Ross, Iverson & Gilbert,
 ,QWKH¶VDQG¶VDXWLVPZDVLQFRUUHFWO\WKRXJKWWREH³DSV\FKRORJLFDO
GLVWXUEDQFHFDXVHGE\GHWDFKHGRUXQFDULQJPRWKHUV´ Rimland, 1993; Lovaas, 1988).
&RPPRQO\UHIHUUHGWRDV³UHIULJHUDWRUPRWKHU´WKLVWKHRU\RULJLQDWHGIURPWKHZRUNRI
Dr. Bruno Bettleheim, an early child development specialist who studied autism
(Bettelheim, 1967; Green, 1999). While maternal blame was thought to be the origin of
DXWLVPQRV\VWHPDWLFHIIHFWLYHWUHDWPHQWVZHUHUHFRPPHQGHGGXULQJDXWLVP¶VILUVWIHZ
decades.
,QWKHODWH¶VDQGHDUO\¶VDIHZVSHFLDOLVWVFKDOOHQJHG%HWWOHKHLP¶VWKHRU\
'U%HUQDUG5LPODQG³SURYLGHGDGHILQLWH review of evidence that established autism as a
ELRORJLFDOFRQGLWLRQ´ 5LPODQG WKHUHE\GLVSURYLQJWKHSV\FKRORJLFDORULJLQVRI
the syndrome. Clinicians began applying the principles of behavioral interventions to
treat the symptoms of autism with encouraging results (Baer, Wolf, & Risley, 1968). For
H[DPSOHLQWKHODWH¶V'U,YDU/RYDVVSXEOLVKHGWZRODQGPDUNVWXGLHVLQYROYLQJD
group of young children receiving intensive behavioral therapy. The original study
compared the intensity rate of intervention for children with the diagnosis between the
ages of 3-5 years. The subjects in the best outcome group (defined as those children no
longer displaying symptoms which impaired development) had received approximately

30
40 hours weekly of one-on-one behavior intervention for approximately 2 years, while
the other groups received between 0-20 hours of behavior treatment (Lovass & Smith,
 7KHODWHUUHVHDUFKUHSRUWHGRQWKHEHVWRXWFRPHJURXS¶VDELOLW\WRPDLQWDLQFORVH
to normal functioning levels, similar to the original data (Lovaas & Smith, 1987, 1988).
Currently, applied behavior analysis (ABA) remains in the forefront of treatment
options for individuals with autism (Harris & Weiss, 1998; Kazdin, 1982; Rimland, 1993;
Ruef & Turnball, 2002). There are a host of ancillary approaches that have shown
individual results, including traditional special education strategies, but none have been
replicated across groups of children and adults with autism with the systematic
effectiveness of ABA.
Impact of Symptoms
'HFDGHVKDYHSDVVHGVLQFHSDUHQWVZHUHEODPHGIRUWKHLUFKLOGUHQ¶VDXWLVPKRZHYHU
DFFRUGLQJWRWKH1DWLRQDO$OOLDQFHIRU$XWLVPZHEVLWH³IHZGLVRUGHUVDUHDVGHYDVWDWLQJ
WRDFKLOGRUKLVRUKHUIDPLO\´  0DQ\children continue to appear detached from
loved ones as well as the environment and do not develop traditional ways to display
emotions or appropriate social behaviors (Lord & McGee, 2001; Lovaas, 1987; Powers,
1989; Maurice, Green, & Luce, 1996). AccordiQJWR&26$&¶VAutism Question and
Answer brochure, a small percentage of individuals with autism remains nonverbal, and
estimates of approximately 70% of individuals show some degree of mental retardation
(COSAC, 2004). Intensive behavior intervention programs can be intrusive on family
life when conducted in the home, with difficulties in maintenance and generalization of
learned skills (ASA, 2004; APA, 2000).
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Review of Relevant Literature: Inclusion
National History Summary
Inclusion proponents suggest that successful programs adopt the belief that the
inclusion student is part of the class in all ways (Hammeken, 2000). The class should be
in the same neighborhood, with the same-aged peers that the child with special needs
would have attended regardless of disability. The special needs child should participate
in all activities with the needed supports and adaptations for success. It is highly
recommended for students to experience less removal from the class to receive services
the better, to encourage peer relationships, and to minimize loss of learning due to
transition time.
$VIDUEDFNDVWKH¶VZLWKWKHGHYHORSPHQWRI+HDG6WDUWGXULQJWKH-RKQVRQ
Administration, addressing the needs of the young child has been a focus of the American
education system (Farley, 1996, p. 346). While Head Start programs concentrated efforts
for underprivileged preschoolers, in 1974, P.L. 94-142 mandated free, appropriate
education for all individuals with disabilities from the ages 3-21 (Florian, 1995). In
1990, the Individuals with Disabilities Education Act (IDEA), Part H, extended services
to include infants and toddlers (Anderson, Chitwood, & Haydon, 1997). Over the last
decade, each state has implemented various programs outlined by the national standards
for children birth through 3.
With the new standards of Part H, parents were now included as an integral part of
the young learning years (Anderson et al., 1997; Florian, 1995). Early intervention
services focused on assisting parents in developing the needed skills to help their child
learn. Parents became advocates, playing key decision-PDNLQJUROHVLQWKHLUFKLOG¶V
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programs. State funding became tied, in part, to how well early intervention programs
incorporated pDUHQWSDUWLFLSDWLRQLQWKHFKLOG¶V,QGLYLGXDOL]HG)DPLO\6HUYLFH3ODQ ,)63 
(OSEP Monitoring Report, NJ, 2001).
As parents became empowered, the rising awareness of the need for intervention to
begin prior to school age became evident. Research findings supporting the positive
effects of early learning for all children, especially those with special needs (Anderson et
al., 1997; Johnson, 1994; Farley, 1996) pushed the movement for quality early
intervention options. Experts in the field of early childhood recommended more
structured education for children, and parents began to request intervention for the very
early learners with disabilities.
Part H clearly outlined seven components to be included in early intervention.
Parental involvement was the cornerstone of the legislation (Johnson, 1994; Farley,
1996). Parents were critical decision makers in developing goals and objectives,
implementing recommendations and choosing program placements. The legislation,
itself, was largely proposed as a result of parental involvement in the system.

New Jersey Applications
In New Jersey, service providers worked closely with parents/care-givers as
SURJUDPPLQJZDVWREHLPSOHPHQWHGLQWKHFKLOG¶V³QDWXUDO´HQYLURQPHQWV 2IILFHRI
Special Education Programming [OSEP], 2001). According to a supervisor with the
Southern New Jersey Regional Early Intervention Collaborative (SNJREIC) (personal
communication, April, 2002), the family-centered model dictates that intervention occur
³ZLWKLQWKHKRPHDQGWKHIDPLO\¶VURXWLQHWHDFKLQJWKHIDPLO\WKHVNLOOV´QHHGHGWRKHOS
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the child. This also ties to earlier legislation that education occurs in free, appropriate
settings (FAPE), as well as the least-restrictive environments (OSEP, 2001). Again,
funding is tied to how well states implement programming within these parameters.
6XSHUYLVLRQLVDQRWKHUFRPSRQHQWWRHDUO\LQWHUYHQWLRQ,Q1HZ-HUVH\DORQH³
FKLOGUHQDUHVHUYHGLQWKH6RXWKHUQ5HJLRQZLWKD\HDUO\JURZWKH[SHFWHG´
(SNJEIC, personaOFRPPXQLFDWLRQ$SULO (DFKFKLOG¶VSURJUDPQHHGVWRLQFOXGH
adequate supervision from professionally trained providers. The task can be difficult to
monitor the growing need. Currently, New Jersey is experiencing a shortage of speech
therapistsWKXVDIIHFWLQJPDQ\FKLOGUHQ¶VSURJUDPPLQJ 61-(,&SHUVRQDO
communication, April, 2002).
The national initiative also outlines provisions for increasing public awareness of
early intervention services. Child Find is a national organization whose mission is to
identify those individuals from birth through age 21 in need of specialized services. New
Jersey instituted a new program this year called First Signs to help parents, care-givers,
and pediatricians learn some early warning signs for children from birth through 18
months (SNJEIC, personal communication, April, 2002).
Finally, the national guidelines call for a smooth transition from early intervention to
school programming. New Jersey Early Intervention services statewide work with
district child study teams, as well as the Learning Resource Centers throughout the state,
to assist in the process (Anderson et al., 1997). Clashes remain during the transition, as
parental involvement can be very different in public school settings. The early childhood
and school age program cultures are often in conflict, and parents typically need to learn
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WRQHJRWLDWHWKHPD]HRIVSHFLDOHGXFDWLRQODZDQGFRGHWRFRQWLQXHWRDFWDVWKHLUFKLOG¶V
advocate (Johnson, 1994; Catalano & Volkmar, 1998; Celeberti, 1993).
Those involved in the early intervention policy process are the Office of Special
Education (OSEP), the New Jersey State Department of Education (NJSDE), the New
Jersey Department of Health and Senior Services (NJDHSS), as well as many parents and
professional advocates acting on behalf of young children with special needs. Interservice coordination between the various state agencies, each with individual political
and social agendas, has been a time-consuming, challenging process. As mentioned, the
)HGHUDOOHJLVODWLRQIRUWKLVPRYHPHQWEHJDQLQWKH¶V'HVSLWHFXUUHQWHIIRUWVWR
improve access to services, 40 years later the process remains convoluted and fairly weak
on the impact to the newborn through 3-year-old with special needs.
The existing options for New Jersey preschoolers with special needs do not meet the
national inclusion guidelines on a number of levels. Most district preschool handicapped
classrooms do not offer inclusive settings, limiting access across the state. In the few that
do provide inclusive models, the ratio of non-disabled to classified student is often 1:1, a
number higher than national incidence rates. The inflated ratio creates a challenging
environment full of diverse needs that typically operates as two different programs within
the same room and cannot be considered to be true integration. Another model is a
reverse inclusion program in which non-classified kindergarten students from regular
education classrooms mix with the preschool disabled class for special activities as
scheduled (e.g., weekly assemblies, snack time visits, special events). This model usually
involves group rather than individual inclusion and does not provide students with age-
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appropriate peer models (Rafferty, Boettcher, & Griffin, 2001; Jacobson, Mulick, &
Green, 1998).

Responding to the Literature: Developing a New Program Model
In contrast to these common, yet inadequate options for young children with autism, a
novel approach is evolving within our organization, Partners in Learning at Country
Acres Private Preschool. The vision of Partners in Learning is to provide children with
the highest quality intervention in the least restrictive, natural setting. Based upon the
principles of applied behavior analysis, the scientific protocols of objectively defining
and measuring behavior changes to address skill acquisition and reduction of behavior
excesses are implemented across typical environments of home and school (Cooper et al.,
1987; Miltenberger, 2004; Skinner,1971, 1974). Following best practice
recommendations for young children with autism, Partners in Learning offers intensive
intervention as well as regular opportunities to interact with non-disabled peers in an
inclusive preschool for social development. Each child included at Country Acres
receives one-on-one support with a trained instructor during a full-time, 30-hour week
across home and school environments.
As previously stated, a unique aspect of the program model is that it operates as a
community-based preschool with inclusion support programming rather than a
segregated, special education placement. As our licensing is the same as all other New
Jersey private preschools, we adhere to similar standards and curriculum guidelines,
operating from the same framework and purpose. Our inclusive program is, therefore, an
authentic experience and not contrived or simulated (Hart & Risley, 1995; Kazdin, 2001).
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Both branches of the preschool program operate together as an intricate weave, so
inclusion for the classified child is not viewed as an afterthought (Koegel, Carter, &
Koegel, 1999) but as an integral piece of the overall program. A review of the history
and context of our organization is discussed in the following chapter.
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CHAPTER 4
Context of our Organization
Introduction to the Organizational Context
The context of our organization is a community preschool setting in southern New
Jersey that has a co-existing inclusive education program. Operated as a non-profit,
Partners in Learning at Country Acres Private Preschool is a privately run program with a
mission to provide young children with autism and related disorders with the highest
quality intervention delivered in natural settings (e.g., tKHFKLOG¶VKRPHDFRPPXQLW\based preschool) along side non-disabled preschooler peers. Our organization employs
approximately 35 staff and serves nearly 50 students. Our program model serves as an
environment for change and reflection of my leadership theory in use.
Laura Kenneally and I are part owners of both Partners in Learning at Country Acres
Private Preschool, and a sister corporation, Advance, Inc. These companies specialize in
programming for learners with autism in many settings (see figures 1 and 2). Some of
the same staff members work across companies. Our vision as co-directors is to develop
a unique program combining the best elements of a top community preschool/nursery
with the best inclusion practice recommendations for children with autism. The
philosophy utilizes the principles of applied behavior analysis, involving an intensive 30hour weekly program for the children within the autism spectrum (Lovaas & Smith,
1987). Partners in Learning is a non-profit organization, involving both grants and
fundraising activities. The class sizes are small, with approximately 12-15 students per
class (see figures 3 and 4). Each class includes approximately 2-3 students with special
needs. As on-site director, I oversee the typical program, as well as the specialized
support program including training, evaluation, curriculum, home visitations, research,
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IXQGUDLVLQJDQGRSHUDWLRQV,QWKHIROORZLQJVHFWLRQV,EULHIO\GHVFULEHWKHSURJUDP¶V
history and current situation.

History of Organizational Change
Partners in Learning and Country Acres Private Preschool
Country Acres Private Preschool had undergone very little change in its 15 year
history prior to Partners in Learning taking ownership. As a small preschool/nursery
program with an excellent reputation, the former owners, a local couple, ran the school,
with the husband keeping the books and the wife acting as on-site director and teacher.
With years of word-of-mouth reports, it maintained a loyal following with two
generations of students receiving their first educational experiences at Country Acres.
When the former owners decided to sell and leave the area, they did not want the site
turned into a full time daycare, if possible. However, they liked the idea of the program
reaching out to children with special needs and agreed to work with me during the
transition of ownership, offering training and support as I learned my new role as on-site
director.
Partners in Learning, Inc. was undergoing significant changes during the acquisition
of Country Acres. Our original three partners had been through an extremely difficult
series of events resulting in the dissolution of the partnership. Laura Kenneally and I
regrouped, maintained ownership of the non-profit program that owned the preschool
site, and continued the private consulting agency, renamed Advance, Inc. We brought on
a new business manager and continued operations with a mix of former staff and new
members throughout the organizations.
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Staffing Changes
During the internal reorganization, Partners in Learning transitioned the mission of
Country Acres as a community preschool to a community preschool program with
inclusion thus resulting in changing staff needs. The former director/owner, who had
agreed to train me during the first year, developed a number of significant separation
issues when the time came to begin the physical move. She became reclusive, often not
showing up for work or returning my phone calls. This produced a general anxiety with
the parents, students, and new owners. Understandably, the parents attributed the
behavior of the former director to a conflict with the new program goals, and several did
not enroll the next year. Despite this challenging transition of leadership, within the 2
years following the departure of the former director, the inclusion support program at
Country Acres has grown. Originally serving just two students per year with disabilities,
the school site now serves a maximum of nine children with autism. Outreach
programming to other preschools and surrounding school districts has increased the
programming service area and overall caseload. The staff has grown from six to more
than 30.
Staff turnover became an ongoing concern as the program evolved and continued
into the present. Efforts to improve the quality of the program include a change of
teaching staff, as well adding more individual instructors for our students with autism.
Such changes cause some concern for the clients, but since the children typically are
enrolled for a period of 1-3 years, it is not as disruptive as changes in K-12 programs.
Recent consumer evaluation surveys have shown significant improvements in ratings for
program satisfaction, teacher quality, and director performance since the first year of
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ownership.
The inclusion program is beginning to receive more support from outside districts
that recommend children for specialized programming. More of this is addressed below
in subsequent discussion.

Constraints
Currently, the program is suffering from serious budget concerns. Recent efforts to
improve both the quality of the teaching staff and the fundraising efforts have resulted in
a serious budget deficit. After a 6-month trial period, the salaried fundraising coordinator
position was discontinued, and it is currently being restructured as a volunteer position.
A renewed effort for grant applications is being explored by one of the program directors.
Parents are also being approached to assist with fundraising.
Resources for supporting research projects are also limited. As the program is
private and not attached to a larger corporation or university, it does not have the backing
from such resources. This is a disadvantage most other programs focusing on children
with autism do not face. Many programs are funded by foundations or institutions of
higher education with an interest in researching the disorder. As this program is not a
special education site, but rather a community-based preschool with all supports needed
for successful inclusion, it does not currently fit into existing academic program models.
The cost of running such an intensive intervention is, of course, much more than for a
typical preschool setting.
The demands of working in an environment with children and families with special
needs are extensive. The amount of training and support for instructors is intensive for
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quality performances to be achieved. This is often personally demanding for all levels of
staff. The disorder of autism can deplete personal resources and impact on relationships
within families and the community supports. Again, issues surrounding capacity on
many fronts is a challenge (Agryris & Schon, 1974; Fullan, 1999; Leithwood, 1994) for
this change process.
The building size is also a challenge. Our building is a one-room schoolhouse design
that supports an active classroom, inclusive programming for children who typically
display disruptive behaviors as part of their diagnosis, as well as an office headquarters.
Personal space for individual work by supervisors, as well as a quiet break room location
for any employee, do not exist within our 1000 square footage. The tight quarters are
often a stress point for staff who remain on site for the majority of each school day.

External Environment
Stakeholders and Resistors
([WHUQDOVWDNHKROGHUVDUHVXUURXQGLQJVFKRROGLVWULFWV¶FKLOGVWXG\WHDPV
community members, and fundraising supporters. There is a wide range of opinions
regarding this newer program option of an inclusive preschool with full day support from
child study teams in the area. Some do not understand the model, and either misrepresent
the program or ignore it. Other districts fully support the new vision for early learners,
expressing an interest in sending all their preschoolers with autism to Country Acres,
frequently requesting an expansion of our program. Still others like the model, but only
for students who approach typical development, limiting access by not referring more
challenging children to the setting. They do not embrace the new vision of the benefits
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for all children, with appropriate support, to be educated alongside typical children with
age-appropriate language, play, and social skills. These districts seem to see inclusion as
a culture of privilege (Apple, 2000) for those who have the skills or who have earned a
chance to be in a least restrictive setting.
The community represents another group of stakeholders. So far, the program has
not received much feedback from surrounding businesses, other than consumers or those
with contractual relationships (e.g., landscaper, alarm company, etc.). The voice of this
group of stakeholders has been neutral and a more in depth attempt to formulate
relationships would likely benefit the overall vision (Fullan, 2001).
A group of fundraising supporters has been formed through the fundraising
coordinator. During the time that she held the position, the coordinator was able to
generate interest in this program from various businesses and private donors from
adjacent communities. Unfortunately, the need to interrupt her efforts due to budget
concerns has made cultivating this interest challenging. It would greatly benefit the
program to continue ties with supporters before interests and momentum wane. Recent
fundraising efforts are focusing on expanding the facility to serve more students.

Competing Interests/Threats
There are several competing programs in the area that serve students with autism.
As with all issues surrounding educational funding, there is a limited pool of financial
resources from school districts for special needs, and programs compete for these dollars.
For example, a special services program operated less than five miles from Country
Acres. Most surrounding districts are familiar with the special services programs, and the
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referral process is well established. However, with the growing statistics of incidence of
autism, there is little need to compete for enrollment. The need outweighs the number of
program spots.
Regarding typical preschool settings, there is enrollment competition for the typical,
non-disabled preschooler, with several daycare centers in the surrounding area. Country
Acres still operates primarily as a preschool, losing clients interested in full-day daycare
options. Also, there are private preschools with an accelerated curriculum within a few
miles from the school. The Country Acres philosophy is very developmental,
emphasizing social as well as pre-readiness skills. There is also the false assumption that
it is a special education site due to the inclusion program. Parents have reported that
DQRWKHUQHLJKERULQJSURJUDP³GRHVQRWWDNHWKRVHNLQGRIFKLOGUHQ´ZKHQUHIHUULQJWR
children with special needs. This highlights issues with access not unlike racial barriers
(Giroux, 1991), as the culture of many private schools continue to deny opportunities for
children who need specialized supports.
In general the field of applied behavior analysis (ABA), there is a very competitive
culture. New techniques and research vie for position as new approaches often gain
DWWHQWLRQIURPRXWVLGHWKHILHOGPRVWO\E\SDUHQWVORRNLQJIRU³WKHDQVZHU´7\SLFDOO\
the rigors of the research process eliminate many programs that do not pass the test of
objective measurement for behavior changes and are short lived. The field of ABA is
also male-dominated, with a few key female leadership figures emerging in respected
positions of leadership. Laura and I are fortunate that our early experiences in the field of
ABA were guided by former female directors who influenced our goals and current
vision.
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Uniqueness/Opportunities/Trends
The Partners in Learning program at Country Acres is a unique setting for
preschoolers with and without disabilities. The teaching staff is experienced and
dedicated to providing students with a positive early learning experience. The inclusive
program utilizes state of the art techniques for the children with autism, structuring an
intensive intervention in both home and school settings. Parents are given training and
support to better address the symptoms of autism. The opportunity for children to learn,
play and interact with each other is an extremely important goal for the students. Staff
members are trained to foster structured and unstructured activities so all the children
benefit from the experience of learning together.
The program gives students with autism a rare experience to be included at an early
age. The majority of early learning programs for disabled preschoolers do not have
access to typical peers on a regular basis. Most programs for children with autism are not
inclusive. Although public education trends are moving to more inclusive options for
children with special needs as they become school-aged, preschoolers remain in
segregated classrooms in most settings. Segregated environments do not offer
appropriate role models for language, academic or social behaviors.
The Partners in Learning program also offers a unique opportunity to apply
theoretical principles for learning in a very real, applied environment. As noted, most
VHWWLQJVDUHVHJUHJDWHGDQGDUWLILFLDO%\GHOLYHULQJVHUYLFHVLQWKHFKLOG¶VQDWXUDOVHWWLQJ
including a typical preschool class, the science becomes very active and genuine in the
results. Many special education programs do not offer inclusion due to lack of typical
child access. Country Acres provides daily opportunities for children to interact.
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Success of such a setting will likely encourage more opportunities for earlier inclusive
education and research.

Internal Environment: Organization Analysis
Four Frame Analysis
In order to better understand the culture of our new organizations, Laura and I
HPSOR\HG%ROPDQDQG'HDO¶VFRQFHSWRIH[DPLQLQJRXUFRPSDQLHVWKURXJKIRXUVSHFLILF
lenes: structural, human resource, political, and symbolic. The structural frame
³HPSKDVL]HVJRDOVVSHFLDOL]HGUROHVDQGIRUPDOUHODWLRQVKLSV´ %ROPDQ & Deal, 1997, p.
 7KHKXPDQUHVRXUFH +5 IUDPHWDNHVWKH³SHUVSHFWLYH WKDW WKHNH\FKDOOHQJHLV
WRWDLORURUJDQL]DWLRQVWRSHRSOH´ %ROPDQ 'HDOS 7KHSROLWLFDOIUDPHORRNV
at issues relating to power, competing interests, and conflicts; while the symbolic lens
³VHHVRUJDQL]DWLRQVDVFXOWXUHVSURSHOOHGPRUHE\ULWXDOVFHUHPRQLHVVWRULHVKHURHV
DQGP\WKVWKDQE\UXOHVSROLFLHVDQGPDQDJHULDODXWKRULW\´ S 
We both found a stronger sense of clarity in dividing our organizational issues in
WKLVPDQQHUDVZHDJUHHGWKDW³HYHU\PDQDJHUFRQVXOWDQWRUSROLF\PDNHUUHOLHVRQD
personal frame or image to gather information, make judgments, and determine how best
WRJHWWKLQJVGRQH´ %ROHPDQ 'HDOS 2XUFRPSDQies theories of change are so
closely tied to ourselves that stepping back objectively can be difficult. As Schein (1992)
VXJJHVWV³WRXQGHUVWDQGWKHFRQWHQWDQGG\QDPLFVRIFXOWXUHZHPXVWGHYHORSDPRGHO
of how basic assumptions arise and why they peUVLVW´ S 7KHIRXUIUDPHVPRGHO
helped break down the analysis in manageable pieces while allowing for the complexities
we felt were developing and needed our attention.
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Structural Frame Analysis
The primary goal of both organizations is to provide the highest quality educational
and behavioral intervention for the students. Using an ABA approach, the organizations
also strive to add to the professional field, devising new, innovative programming in very
natural, applied settings (e.g., typical classrooms, home, community activities). As coowners of the organization, Laura and I also target improved organizational behavior
management so the business of the business will continue to succeed and finance
program ideals.
The roles of employees are generally defined, but tend to overlap on a case by case
basis which can bring about some confusion (see figures 1-4). In Advance, our
consulting company, behavior consultants (BC) and associate behavior consultants
(ABC) are in charge of program design, curriculum, and all behavior
management/motivation systems. The main distinction between the BC and the ABC is
this: full consultants (BC) are masters degree qualified and may be on a higher pay scale.
,QWKHRU\$%&¶VPD\WHDPZLWKDBC if the ABC has limited experience, but in practice,
time and contract issues limit consultant team involvement on a regular basis.
Senior staff supervisors are the next level of management. The role of a senior
staff supervisor is primarily to train instructors and support the program
recommendations of the consultant. The senior staff supervisor also coordinates
inclusion programming, much like the glue that holds the many influences of the program
and professionals steady and secure. Many senior staff members are skilled and
experienced in curriculum progression and, at times, may make program suggestions and
FKDQJHV7KH\DUHHQFRXUDJHGWRGRVRZLWKWKHFRQVXOWDQW¶VSHUPLVVLRQEXWWKLVLVDUROH
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area that can become cloudy especially if communication is weak among the team.
senior staff also fill in for instructors on an as needed basis for consistency.
Instructors are the next level of our program team. The role of the one-on-one
instructors is to work on individual program goaOVRXWOLQHGE\WKHFRQVXOWDQW¶VSURJUDP
One-on-ones work directly with the student in home and/or school settings. Depending
on the sophistication of the program, one-on-ones may also work under the supervision of
a classroom teacher outside of the agency, learning the classroom systems. Instructors
may need to make on the spot program or curriculum modifications and then contact an
agency supervisor (e.g., BC, ABC, or senior staff supervisor) at a later time for approval.
The work is very applied and dynamic, so some level of independence is required, even
at this level.
At Partners in Learning, the role of the teachers of Country Acres private
community preschool is to remain focused on the regular education needs of the school
while incorporating the needs of the inclusion students. The teachers play a dual role as
classroom teachers and one-on-one instructors with the students, as the inclusion students
meet as a group for specialized programming for two afternoons per week in learning
centers. Sometimes, the teachers also work with the inclusion students in their home
environment as part of a full time ABA support program.
The office support staff consists of a business manager and part time administrative
assistant. The business manager is in charge of bookkeeping (invoices, payroll, accounts
receivable/payable, etc.), and managing office policies and procedures. Laura and I look
to her for advice in theses matters, particularly with new program concepts in need of
financing. The administrative assistant helps with banking, word processing, the
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preschool bookkeeping and various organizational duties as they arise. Outside help
from an accounting agency, employee benefits program, and legal counsel complete
business operations for the organization.
As owners and co-presidents, Laura and I direct both programming and business
operations. Each of us acts as program director as well as behavior consultant for
individual caseloads. We work cooperatively with the consultants and senior staff
members for professional presentations and programming goals. We work closely with
the business manager and support staff in methods to improve the daily operations of the
organization (e.g., invoicing, payroll, HR). As the support staff is small, Laura and I fill
in, at times, so operations continue. As owners of the organizations, we are skilled to
varied degrees in all operations of the companies we own.
In regards to hierarchy/authority issues, the consultant team has a great deal of
autonomy, often operating as individual cells that are overseen by both Laura and me.
Using the Mintzberg Model for the Divisionalized Form (Boleman & Deal, 1997, p. 67),
our teams work in quasi-autonomous units as the programs run in many sites (homes,
VFKRROVHWF HDFKVXSSRUWLQJLWVRZQSURJUDPPLQJQHHGV³+HDGTXDUWHUV´ LH/DXUD
and I) can sometimes experience feelings of loss of touch with each case and strive to
design protocols and uniform measurement procedures to ensure quality and consistency.
Each team has varied expertise and would likely benefit from closer contact with
³KHDGTXDUWHUV´DQGHDFKRWKHURQDPRUHV\VWHPDWLFEDVLV
Monthly staff meetings help coordinate the general flow of the varied programs.
The management team (including the principals, consultants, senior staff supervisors)
meets monthly on the third Wednesday, the principals meet with the consultants on the
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second Monday, and the preschool staff meets the third Thursday. Each individual
program ³FHOO´WHDPPHHWVDSSUR[LPDWHO\HYHU\-6 weeks, usually involving members
of the home and school teams. Quarterly progress updates are typical for most students.
We utilize the principles of ABA to evaluate and chart all programs, and have recently
begun to use a consumer survey to evaluate the regular education preschool program.
The goal is for new staff to be informally evaluated after 60-90 days of employment and
then yearly with a written evaluation form. However, in practice, the evaluation
procedures for employees have been inconsistently implemented.

Human Resource Frame Analysis
The organization is founded on the human needs of the children we serve. From the
consumer perspective (i.e., the child and the funding agent), the programs focus heavily
on motivation, communication, child and parent participation, and education and
development. Rewards and incentives for learning are frequent, the cornerstone of
program success.
From an employee perspective, the organizations prioritize professionalism, skill
development and concerns for personal satisfaction and family values. Professional
JURZWKRSSRUWXQLWLHVH[LVWZLWKD³SURPRWHIURPZLWKLQ´PRGHODQGIUHTXHQWLQYLWDWLRQV
to staff to participate in professional conferences and research projects/presentations, a
key to my leadership approach and values. It is imperative that our staff develop clinical
competency in order to serve our population, and the company values clinical skills.
Laura and I have frequent, individual contact with supervisory staff, asking for input and
implementing suggesting when possible. Employees typically make their own schedules,
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and time off for family issues is not usually a concern. The organization encourages a
balance between work and family responsibilities, even though the job can be extremely
demanding and time-consuming.
The employees of the corporations are compensated hourly with time at half rate
for administrative tasks and some phone time. Work calls (regular and cellular) and any
company purchases are reimbursed. Travel and travel time are paid within policy
guidelines. Membership to approved professional organizations and conferences (often
with lodging and some expenses) are benefits. Health care is a recent addition, and the
company is exploring funding sick/vacation pay and retirement plans in the very near
future, but our financial constraints limit the amount of benefits we provide. Bonuses and
yearly wage hikes with positive evaluations were standards set from our previous
organization, but with our newer non-profit status, we have not continued this practice.
Efforts to compete with larger companies on these important HR issues while
maintaining a sense of independence and creativity not typically found in big programs is
part of the larger vision.

Political Frame Analysis
There exists a huge political network in the public school system, as well as the
educational law realm. Our organizations work as contract employees with area school
districts WKURXJK$GYDQFHDQG3DUWQHUVLQ/HDUQLQJ¶VLQFOXVLRQVWXGHQWVZKRDUHIXQGHG
by the schools), sometimes putting our future in precarious positions. Usually the
FRPSDQ\LVEURXJKWLQGXHWRSUREOHPVZLWKWKHGLVWULFW¶VFXUUHQWVHUYLFHSURYLVLRQDQG
the existing school staff can be resentful, the funding source can be hostile, and the
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parents can be disillusioned and ready to fight. All this can make for a tension-filled
relationship for negotiations and implementation of recommendations.
The power of our programming is typically in its expertise and product of student
progress. However, program implementation can be poor and ineffective if district staff
is not supportive and/or skilled. Coalitions are formed and re-formed among the child
study team members, sometimes including the agency, sometimes specifically denying
the agency access or information. Unofficial meetings before the required team meetings
often set the agenda, putting outsiders at a distinct disadvantage. This is also common
when viewing the parents of the child as part of the team, creating huge divides and loss
of trust on many sides.
The culture of salaried district employees vs. contract work vendors frequently
results in frequent clashes regarding service provision and expectations. With respect to
budget concerns, our group is often asked to scale back programming to the minimum or
include free services, particularly if schools have larger contracts with our consulting
agency. Resentment is common as the hourly fee is misinterpreted as the take-home pay
for the individual provider. Overhead expenses and program operations are included in
the rate for service, but this is not typically understood by the district representative.
As the agency and preschool-support programs are independent and smaller than
school systems, symbols of power are typically letters after names (i.e., degree power) or
court orders ensuring that the services are provided. Sometimes attorneys are brought
into the process. Unfortunately, little, if any, concern for program integrity is addressed
through the political process. Student progress or failure to learn is rarely discussed, and
the focus remains on the cost of intervention for private services.
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Within our organizations, political power is dispersed through the individual
program units. Equal weight for program input is given throughout the team regardless
of title or stature. A key element of our mission and vision is the focus on the power of
the program, not the individual. Some conflict can arise if consensus is not met.
Typically, Laura and I try to foster group consensus, but we will make the final decision
if common ground is not achieved within a reasonable time frame. Small coalitions
sometimes form around a specific team, especially when staffing is a scarce resource, but
the needs of each child as well as the overall organization dominate. A protocol for
feedback is trained for all to follow during staff in-services, helping minimize conflicts,
EXWVRPHWLPHVWKH³IDPLO\IHHO´RIWKHRUJDQL]DWLRQFDQRYHUSRZHUSURIHVVLRQDOLVP
Members do not shy away from emotional issues or outbursts. An area of strength of
both organizations is the common vision upheld by the staff for program integrity and a
genuine respect for each other.

Symbolic Frame Analysis
Members of the organizations seem to find a common and deep meaning to the
work, however challenging. All uphold the belief that children can learn and obstacles to
the learning pURFHVVDUHWHDFKLQJFKDOOHQJHV0RWLYDWLRQIRU³VROYLQJWKHSX]]OHV´
presented by this disorder is fueled by the success of seeing the technology in action.
Teaching what others find to be impossible is very rewarding, sparking more expansion
of boundaries and limits. There are rituals/procedures/standards to follow as part of the
science and part of the consistency.
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In the field of behavior analysis, there are heroes/heroines of research and
application. Despite being a primarily male-dominated field, our former employers were
inspirational women mentors who guided our development and contributed to our vision
for our current program model. The field, itself, is littered with division and petty dissent
that severely undermines the strengths of the science and restricts a more global
implementation of the effective applications. Within our organization, such divisions are
discouraged, with a more eclectic view of scientific strategies accepted and applied. Our
cultural background meshes education and behavioral approaches in a very nontraditional hybrid. Artifacts from both fields are part of daily work: clipboards, data
sheets, textbooks, calculators, crayon, markers, and the like are all carried from location
to location in large, heavy bags as symbols of our organization.
Our organizations have a high regard for humor that eases the stress and unifies
colleagues. As stated, our group is commonly viewed as outsiders within larger systems,
and humor can help morale and reduce isolation. Realistically, the challenges faced by
the children and their families can weigh heavily on professionals looked upon to solve
problems with different degrees of success. Humor and play are needed tools to fight
burn out and depression that can be rampant in this field. Members can find strength in
each other and support from another with true empathy.

The Dominant Frame
The dominant frame appears to be the human resource frame. The organizations are
strong in a family approach to business and programming for children. The continued
sensitivity to the wants and needs of the members improve the caring quality and help
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establish consistency and employee retention. Laura and I strive to empower the staff to
grow and achieve for the improvement of the overall program. The members seem to
feel valued and are dedicated in their efforts to build a superior organization. Despite the
need to fine tune some of the communications from staff to staff, generally problems are
resolved and the family unity continues.
The symbolic frame, although not dominant, appears strong, as well. The unity
from the shared mission and vision of the organization appears appreciated at all levels
within the companies. Many members seem to understand the overall goals, embrace the
underlying science, and are encouraged to gain more knowledge and information to treat
the symptoms of autism. It is likely that, as the organization matures, more traditions,
ceremonies and rituals will develop beyond the staff meetings and holiday gatherings.
Hopefully, the innovative nature of the companies will continue, and time will not
diminish motivation and enthusiasm.

Areas of Weakness
Obvious weaknesses in the structural and political frames exist. Structurally, the
blending of roles and assignments can reduce efficiency. The divisionalized form
(Bolman & Deal, 1997, p.67) of the organization puts a strain on our ability to coordinate
programming. The geographic spread of individualized cells makes closer monitoring
difficult. Also, financial restrictions of contract pricing are a real concern when
considering teaming consultants on a regular basis, as we cannot double bill for service
hours. As co-owners, Laura and I need to restructure in a way to address this need, as the
value of investing in better monitoring will likely reap long term benefits. However,
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consideration of the short term concerns of pricing out of the market must be factored in
to the equation.
A possible solution to improve coordination is to restructure, moving from a
GLYLVLRQDOL]HGIRUPWR+HOJHVHQ¶V:HERI,QFOXVLRQ %ROPDQDQG'HDOS 
0RYLQJ³KHDGTXDUWHUV´WRWKHFHQWHURIWKHRUJDQL]DWLRQUDWKHUWKDQWKHWRSZKHUHZH
loosely monitor each individual cell could help foster a connected identity for members
from the inside out. The challenge would be to ensure the structure of the web was
defined and clearly understood by the members. The concept that each web strand would
connect and reinforce existing strands implies a systematic approach that is hands-on
without overpowering the autonomous actions of each consultant.
The web of inclusion supports the strong HR frame that currently exists, respecting
the personal quality that the members and Laura and I value. There are some definite
challenges in creating a web structure when the individual cells are separated by distance
and time, and financing more opportunities for connecting remains a concern. However,
conceptualizing the organization as a central, not top down structure will likely influence
and the vision and the actions of the members to build more cooperative connections.
Politically, the size and independence of the companies, while an advantage from a
programming viewpoint, is a clear disadvantage from a power/resource perspective. The
dependence of the organizations for funding from more powerful establishments (e.g.,
school districts) is a weakness in negotiations and professional development (e.g.,
publication and funding of research projects). Moreover, the conflict between
independence and associations makes political skill development extremely challenging.
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One strategy to improve political power would be to form coalitions with other
quality service providers who share similar values and integrity. Laura and I have begun
the process on a limited basis, carefully finding supportive allies in a highly competitive
field littered with mediocrity and long established groups who have little motivation to
support smaller companies. Alliances with smaller groups may provide the needed
security without loss of identity. Joint projects for research and professional
presentations could be part of an effective campaign to build camaraderie and share
resources. Becoming more known within the field of ABA could bring more power to
the contract negotiation process, enhancing credibility, and positively affecting program
implementation.
The over-reaching goal is to get the message to schools that children with autism can
successfully learn, many times in typical settings with intense support that our programs
provide. The organizations need to address the weaknesses of the structural and political
frames to accomplish the mission and remain a successful business, continuing to create
an environment for professionals to enjoy the work, and make the critical difference in
the lives of many.

Synthesis of Internal and External Environments
The interaction of the internal and external environment set the opportunity for the
change project: a shared vision of an inclusive setting for young children with autism at a
quality community preschool with the needed intensity and supports (e.g., staff capacity).
The external climate indicates a readiness for this option, as the science and intervention
techniques continue to improve. The reality is that the numbers of children along the
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autism spectrum continue to rise, with existing programs unable to meet the varied needs
and demands, leaving a gap that an inclusive program could fill. The internal setting also
supports the vision with parents and professionals ready to participate and support the
inclusive option. The directors and supervisors possess knowledge and drive to lead this
unique project.
The organizational analysis also revealed information about current limitations and
FRQFHUQV8QGHUVWDQGLQJWKHUHVLVWRUV¶IHDUVDQGFRQFHUQVUHJDUGLQJFDSDFLW\LVVXHVJLYHV
LQVLJKWVWKDWZLOOOLNHO\KHOSPRYHIURPILUVWRUGHUFKDQJH³WRLPSURYHWKHHIILFLHQF\RU
HIIHFWLYHQHVVRIZKDWZHDUHGRLQJ´WRVHFRQGRUGHUZKHUHZH³PRGLI\WKHYHU\ZD\DQ
RUJDQL]DWLRQLVSXWWRJHWKHUDOWHULQJLWVDVVXPSWLRQVJRDOVVWUXFWXUHVUROHVDQGQRUPV´
(Evans, 1999, p.5). Despite all the changes that have occurred in a fairly recent period,
further consideration of the resources of both the internal and external stakeholders is key
to building longevity in an uncertain process (Leithwood, 1994). Attention to the internal
and external climate is necessary to continue to develop a quality program that may serve
as a newer model for other professional and parents who desire a more typical
programming option.
As I reflect on the analysis of our organization, the need to improve training and
collaboration are key areas to focus my action research cycles. Chapters 5-7 detail the
process of my research as I address these concerns through my leadership and program
development.
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CHAPTER 5
Cycle I: Identifying the Change Project
Introduction
According to Bullough and Pinnegar (2001), ³4XDOLW\VHOI-study research requires
WKDWWKHUHVHDUFKHUQHJRWLDWHDSDUWLFXODUO\VHQVLWLYHEDODQFHEHWZHHQ«VHOIDQGWKHDUHD
of practice, between self in relation to practice and others who share in the practice
VHWWLQJ´:KHQVHDUFKLng for a deeper understanding of my leadership practices,
information from those who experience the Partners in Learning program development
serve as the lens to view my personal leadership development. Qualitative methods
including surveys, notes, and journal entries from action research provided insights on
how parents and staff members view my leadership actions in assisting with their own
skill development and capacity related issues (Gall et al., 1999). The methods of action
research allow extensive opportunities for collective reflective practice in self-evaluation
and program evaluation (Kemmis & McTaggart, 1998; Noffke & Stevenson, 1995). This
recursive process identifies specific areas of focus following the collection and analysis
of data from parents and staff to develop an appropriate plan of action (Gall et al., 1999;
Spradley, 1980) that addresses discrepancies between my espoused theory of relational
leadership and emotional intelligence with my actions as a leader (i.e., theory in use), the
purpose of which would better align both my leadership theory and practice.
The first cycle of the study involves the gathering of information from key program
PHPEHUV LH³VWDNHKROGHUV´ DERXWP\OHDGHUVKLSDFWLRQVZLWKLQRXULQFOXVLYH
preschool environment. Feedback in the form of consumer/client questionnaires as well
as journal notes from group and one-on-one meetings were sources of data collection.

59
Cycle 1 reports how I used the external feedback with my own journal reflections in
order to study and better understand my own actions.

Critical Analysis of Organizational Leadership
As part of our efforts to uncover critical problems within our combined
RUJDQL]DWLRQV¶OHDGHUVKLS/DXUDDQG,ZLWKWKHJXLGDQFHRIRXUDGYLVRU'U*LQi
Doolittle during the fall 2002 Theories of Change coursework as described in Chapter 4,
used a backwards-mapping procedure to identify a central problem facing our programs.
'DWDZHUHJDWKHUHGYLDDQHQYLURQPHQWDOVFDQRIWKHRUJDQL]DWLRQV¶LQWHUQDOVWDkeholders
through an adjacent course: Changing Organizations. The process began with several
meetings with supervisory staff of Advance, Inc. as well as meetings with the members of
the preschool staff of Country Acres/Partners in Learning to assess as many views from
the stakeholders as possible. During the meetings, members were asked to either call out
or write on small notepaper issues relevant to strengths, problems, goals and visions for
the organizations and all items were posted on large papers for the group to view.
During the scanning procedure, the supervisors of the organizations were asked to
individually write three professional goals they wanted to achieve through their work
with the companies. We collected the goals and began scheduling one-on-one meetings
with all managers to discuss the goals of the individual and the organization. Notes of
the discussions were used as part of the data gathered from the scanning process.
In addition to the information gathering activities, we included an exercise to
increase feedback among colleagues. Members were encouraged to post individual notes
containing positive comments for each other, and it was enjoyable to see everyone
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walking around wearing their own accolades. This was a strategy Laura and I had
participated in during summer coursework in our Introduction to Leadership course.
Following the information call-out, a group discussion and reflection occurred to help
synthesize the information. As co-leaders, Laura and I then reviewed and reflected on the
experience together in an effort to find a central theme or issue to focus upon.

Initial Leadership Problem Identified: Shared Vision
In order to institute any of the other projects Laura and I had personally listed, an
understanding of the new direction and purpose of the organizations needed to be
embraced by the stakeholders as an initial action before other actions could be successful.
The central problem pointed back to a clear vision and focus throughout both
organizations.
It also appeared that a majority of the stakeholders within the companies seemed to be
moving from a loss/grief/resistance stage of leaving what is familiar (i.e., our former
organization and partnership) and moving towards exploration and renewal in terms of
the revised vision. The meeting activities sparked lively conversations and questions
UHTXHVWLQJFODULW\IRUWKHQHZGLUHFWLRQRIWKHSURJUDP6HYHUDOPHPEHUVDVNHG³:KHUH
GR\RXQHHGKHOS"´DQG³:KDWDUH\RXWU\LQJWRVWDUWDWWKH SUHVFKRRO"´7KLVLVDQ
encouraging sign that change at this time could be successful. During the process of
gathering data, the stakeholders had opportunities to hear about the newer vision and
structures of the companies in this current phase. The stakeholders appeared to be
starting an active process, some more embracing than others, towards understanding the
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FKDQJHGLUHFWLRQ HJ³,GLGQ¶WUHDOO\XQGHUVWDQGZKDW\RXZDQWHGPHWRGRGLIIHUHQWO\
,WKLQN,JHWLWQRZ´

Reconnaissance and Focus
Following the organizational scan, my initial cycle focused on reconnaissance
procedures to gather data from internal sources. The internal stakeholders consisted of
two groups. Group one included consumers of the preschool (e.g., parents of regular
education students representing 23 families and parents of the students who are classified
representing six families). Group two consisted of team members of both the preschool
and inclusion programs for a total of 13 employees. For the parent group, consumer
satisfaction surveys were used to gather information regarding satisfaction as well as
concerns (Schein, 1999) with the preschool program and my leadership (see appendix A).
In addition, informal conversation and observations were supporting methods of
gathering information from both the parent group and as well as the staff group. Also,
my own notes and journal entries were compiled to address validity of findings.

Data from Parent Group
The overall feedback from the 23 preschool parents who were surveyed during the
reconnaissance stage was positive regarding the addition of the inclusion program. Using
DSRLQWUDWLQJVFDOHZLWKVFRULQJ³KLJKO\VDWLVILHG´WKHLQFOXVLRQSURJUDPVFRUHGD
mean of 5 for satisfaction. While I was concerned that the inclusion change might
produce anxiety to the community consumer, many parents of the children without
autism attending the program felt the inclusion component had either a positive or no
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HIIHFWRQWKHLUFKLOG¶VHGXFDWLRQDOH[Serience. At the fall Back to School meeting, one
SDUHQWFRPPHQWHG³,QFOXVLRQKDSSHQVZKHQWKH\JRWR SXEOLFVFKRRO NLQGHUJDUWHQVR
ZKDW¶VWKHGLIIHUHQFH",¶GUDWKHULWVWDUWKHUHZKHUHZHKDYHDYRLFH´,ZDVUHOLHYHGDQG
encouraged about the merging of the existing preschool model with the addition of
inclusive programming.
Some parents did express concerns regarding class ratios and the increased staff
SUHVHQFHZULWLQJLQWKHFRPPHQWVVHFWLRQ³,¶PQRWVXUHZKRDOOWKHDGXOWVDUHDQG,
doQ¶WNQRZLIP\ FKLOG NQRZVDOOWKHLU VWDII QDPHV´0RVWSUHVFKRROVDVVLJQWZRVWDII
members (teacher and assistant) per class as outlined in state licensing guidelines, but
Country Acres employs two teachers as well as a support instructor for each of the two
children with autism included per class. Laura and I both felt strongly that we wanted to
follow best practice recommendations for children with autism (Lovaas, 1987) so that the
special needs of the inclusion program would not overshadow the needs of the general
population at the preschool. Also, as director, I am frequently present and our inclusion
coordinator is on site at random intervals to provide training, bringing our staff total to
six on some occasions. Due to confidentiality concerns, inclusion children are not
identified to persons outside the relevant educational team, so some parents were not sure
how many children with special needs attended each class, perhaps causing some
confusion.
Parents of classified children attending our program rated the inclusion experience
SRVLWLYHO\JLYLQJRXUSURJUDPDPHDQVFRUH RU³KLJKO\IDYRUDEOH´6HYHUDOVXUYH\V
H[SUHVVHGJUDWLWXGHIRU³DOOWKHVXSSRUWDQGHQFRXUDJHPHQW´WKH\UHFHLYHGIURPVWDII
members. In terms of my leadership as on-site director, parents of children included gave
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high ratings (e.g., scores of 5 or higher) for confidence in my knowledge as well as
DFFHVVLELOLW\7KHVHSDUHQWV¶UDWLQJVZHUHKLJKHUWKDQWKHSDUHQWVRIQRQ-classified
children in which I received scores ranging from 3-5. The difference in scores may be
due, in part, to the higher frequency of contact I have with the families of children with
autism, as meetings in school and home are components of the inclusion branch on a 6week schedule. The children with autism attending our preschool receive a far more
intensive intervention schedule than a peer not classified, and I have contact with each
family approximately every 3 weeks.

Critical Incident
Although survey scores described good rapport and communication with the
preschool parents of our inclusion program, notes in my journal during this cycle suggest
issues with communication challenges. One critical incident occurred during a home
training visit with a family in our inclusion program. The mother was frustrated that staff
members providing intervention in her home frequently vented their dissatisfaction with
SURJUDPRSHUDWLRQV7KHMRXUQDOHQWU\TXRWHVWKHPRWKHU³,KDWHWKHZD\\RXUXQWKLV
SURJUDP,¶PWLUHGRIKDYLQJWKH WKHUDSLVWFRPSODLQ«7KH\QHHGWRJHWDEDFNERQHDQG
WHOO\RXJX\V7KHWKLQJ,KDWHLVWKDWLW¶VWKHEHVWSODFHIRU VRQ¶VQDPH +H¶VGRLQJVR
ZHOO7KDW¶VZKDWPDWWHUV´
This revelation was unexpected, as the team had not communicated concerns to me,
choosing to tell the parent instead. While I was grateful to learn of the issues, this was
not the preferred channel, and I was angry and frustrated. The parent was burdened, the
child was not getting his full session if instructors were spending time complaining, and
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the feedback was not specific enough to make meaningful improvements. Plus, this kind
of communication nearly undermined the greater good: the child was doing well. In my
UHIOHFWLRQFROXPQ,ZURWH³:K\GRQ¶WWKH\ VWDII WHOO us (me, inclusion supervisor)? I
DVNIRUIHHGEDFNDOOWKHWLPH,KDWHWKLV«+RZPXFKPRUHFDQ,GRKHUH"´
This critical incident seemed to indicate a need to improve communication as well
as build capacity within the school team in order to begin a collaborative process. These
FRQFHUQVDSSHDUUHODWHGWR³SHUVRQDOJRDOVFDSDFLW\EHOLHIV HJVHOI-HIILFDF\ ´
(Leithwood, 1994, p.504) and the overall organizational learning during the transition
process. Improvements needed to happen so that issues could be revealed and addressed
productively. The next stage of reconnaissance addressed the second internal group:
staff members of the preschool and home programs because I did not want to suffer a
FDVHRI³&(2GLVHDVH´LQZKLFKP\SRVLWLRQRIDXWhority insulated me from true and
useful feedback (Goleman, 2003).

Data from Team Managers
I chose to gather staff information by using the Strawman Model (Cope, 1987), in
which the stakeholders meet as a group, then follow up with individual interviews to
FUHDWHDVHULHVRIPRGHOVDQGJURXSFULWLTXHVZLWK³HDFKDSRWHQWLDOVWUDWHJLFVROXWLRQWR
WKHSUREOHPDWKDQG´ &RSHS 7KLVPRGHODIIRUGVDOOVWDIIRSSRUWXQLWLHVWR
contribute on an individual and group setting, seeing pieces of possible solutions take
form in a collaborative effort. This method allowed Laura and I to experience the
LPSUHVVLRQVRIWKHVWDIIUHJDUGLQJWKHSURJUDP¶VYLVLRQ'DWDJOHDQHGIURPWKHJURXS
meetings was coded according to emerging themes (Bogdan & Biklen, 1994) and
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triangulated with the quantitative measures from survey scores to enhance validity of
findings (Creswell, 1994).
Initial data from my preliminary scan of our work environment during coursework
from the Fall 2002 semester showed themes surrounding communication, goals, and
capacity to implement programming. An obvious disconnect was revealed between the
vision and the goals Laura and I developed and the vision of many of our colleagues
within our companies. We had recently undertaken a large non-profit project through the
inclusive preschool. The data from meeting notes showed a disconnect between our
vision for a collaborative organization and the goals and vision of many of the individual
VWDNHKROGHUV2QHFRQVXOWDQWVDLG³,GRQ¶WJRWRWKHSUHVFKRROPXFK,WGRHVQ¶WDIIHFW
ZKDW,GRZLWKP\RZQFDVHV,OLNHWRZRUNDORQH´$QRWKHUVWDWHG³,ZRUNIRU
$GYDQFH,¶PQRWLQWRIXQGUDLVLQJ´,WVHHPHGWKDWVRPHPHPEHUVGLGQRWVHHWKH
relevance of teamwork or the benefits of collaboration for their own growth.
6WDIIPHPEHUV¶UHPDUNVVHHPHGWRUHIOHFWRXUIRUPHUSDUWQHUVKLS¶VPRUH
autonomous perspective for programming, and they did not reflect our goals for an
inclusive collaboration within our own model. Some members felt too much attention
and resources were given to the inclusion program and not enough was dedicated to the
operations of the regular education program or to the consulting branches. One teacher
FRPPHQWHG³,ZRUNEHWWHUZLWKDXWRQRP\´WKHQHDURSSRVLWHRIFollaboration and
LQFOXVLYHQHVV,HQYLVLRQHG$QRWKHUVDLG³-XVWWHOOPHZKDWWRGRDQG,¶OOGRLW´QRW
quite the transformative stance I had hoped to hear.
By working backwards from the individual data gleaned from those unstructured
interviews (Bogdan & Biklen, 1994) from our staff, it appeared that efforts to focus on
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our revised vision and the process of helping others to understand and embrace the vision
would be an important change project for my first action research cycle (Creswell, 2003).
Interview data also pointed to a global lack of capacity of both parents and professionals
within the group to successfully implement the varied goals of the program model. Both
JURXSVZDQWHG³PRUHWUDLQLQJPRUHKHOSPRUHVXSSRUW´WRLPSURYHWKHUHsults for the
children.
As the participants within the organization have been through frequent, major
changes in the last 3 years as described earlier, the first action of the change project was
the dissemination of a shared vision for the future direction of the program. Using
VXJJHVWLRQVRXWOLQHGE\(YDQ¶V The Human Side of School Change (Evans, 1999) as a
framework, I felt that a careful, systematic process would have a significant impact on
helping the stakeholders support as the vision well as add to a collaborative process for
the direction of the change. As co-directors, Laura and I found the original data on our
own goals produced many change projects, so our plan needed to allow for flexibility and
evaluation during each cycle as themes emerge (McTaggert, 1991; Evans, 1999), and we
clearly developed a collective vision.
Meetings conducted at the time of the scanning process revealed that Laura and I had
made group and individual efforts to communicate and share the vision with the key
individuals who were to be a major part of the change process. Some goals had been
outlined, but needed to be filled out in detail to assist the stakeholders in their
understanding and commitment. I began to share our organizational structure using
HelgeQVHQ¶VZHERILQFOXVLRQ +HOJHQVHQ ZLWKWKHPDQDJHUVDQGLQVWUXFWRUV
during staff meetings to better articulate our goal of a collaborative organization where
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communication and input travel through the levels of the program. I wanted to clarify
that we did not desire a top down organizational structure and that input and feedback
from all members was respected, encouraged, and necessary if we were to carry out our
mission to provide exceptional inclusive education for our preschoolers.
Robert Evans (1999) gives further guidance on developing the plan procedures,
DVNLQJIRUVSHFLILFVRIWKH³ZKDWZK\KRZDQGKRZLPSRUWDQW´$V,EHJDQWRUHDOL]H
the magnitude of all we plan to accomplish, both focus and complexity were key
concerns. Some of the feedback reflected a cloudy understanding from several of the key
stakeholders, as well as some feelings of being overwhelmed with the current conditions.
Many of our team leaders have been with our company through the last 3 years of
frequent change. They want to remain committed to the mission, but clearly they had
some things to add to a more shared vision for future change. As leaders, Laura and I felt
we needed to prioritize goals, improve clarity of our communication, and sharpen the
focus for all.

Data from Preschool Team
Cycle I information gathered from notes during group and individual meetings
with the preschool team indicate themes relating to a need to clarify their roles. To
remind the reader, our model is not a traditional preschool classroom in which the teacher
acts in isolation with singular authority in all applications. Rather, the regular and special
education components (e.g., inclusion and home instruction programs) are set up as a
collaborative effort within a small, one room schoolhouse. The two teachers in our setting
want to act in a more supervisory role and assist the director and inclusion coordinator,
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but they were unsure of the areas of responsibilities. One teacher directly stated:
,GRQ¶WNQRZZKDWP\UROHLV«,I,KDGP\RZQFODVVURRP,ZRXOGNQRZZKDWWRGR
1RZ,GRQ¶WHYHQNQRZLIDSDUHQWKDVEHHQQRWLILHGDERXWDFODVVWULSRUHYHQDERXW
WKHLUFKLOG¶VGD\$QGWKHSDUHQWVGRQ¶WDOZD\VNQRZWRFRPHWRPHDERXW WKHVH 
WKLQJV´0RUDOHDSSHDUHGWREHORZIRUWKHPDQDJHPHQWWHDP
The inclusion coordinator has a good understanding of the program vision and steps
in to adjust the performance of others and communicate changes across treatment
settings. The actions of the coordinator, at times, seem out of line from teacher
perspectives and result in misunderstandings and tension. The classroom teachers have
H[SUHVVHGGLVSOHDVXUHRQRFFDVLRQZLWKWKHFRRUGLQDWRU¶VKDQGV-RQVW\OHVWDWLQJ³:H
are the teachers. She [coordinator] can direct the inclusion kids, but we are the authority
IRUWKHFODVVURRP6KHFDQ¶WNHHSWHOOLQJWKHRWKHU>LHQRQ-classified students] kids
ZKDWWRGR´'XULQJDRQH-on-RQHPHHWLQJWKHFRRUGLQDWRUVDLG³,NQRZZKDWZHZDQW
the pURJUDPWRORRNOLNHEXW,GRQ¶WNQRZKRZWRUHVSRQGWRWKHP>WKHWHDFKHUV@ZLWKRXW
VWHSSLQJRQDQ\ERG\¶VWRHV6RPHWLPHVWKH\ZDQWP\KHOSVRPHWLPHVWKH\DFWOLNH,¶P
LQWUXGLQJ,GRQ¶WZDQWWRIHHOOLNH,FDQ¶WWDONWRSDUHQWVRULQWHUDFWZLWKWKHNLGs. This
VWXII>SURJUDPHUURUV@KDVWREHIL[HGEXWKRZFDQ,GRP\MRELI,IHHOOLNH,¶PZDONLQJ
RQHJJVKHOOV"´
Without clarity relating to roles and collective vision, the collaborative process can
be confusing. Critical tasks (Kouzes & Posner, 1997) are left undone (e.g., ordering
VXSSOLHV ZKLOHRWKHUDUHDVVXIIHUIURP³VHUYLFHRYHU-DWWHQWLRQ´ HJPXOWLSOH
communications to the same parent from conflicting staff sources, over-assisting
students, etc.). This produces tension among supervisorV2XURUJDQL]DWLRQ¶VZHE-like
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structure (Helgensen, 1990) is less like a traditional pyramid, with power concentrated at
the peak, and more like concentric circles with shared power radiating throughout,
resulting in unclear lines of authority at times. As we struggle to attain a sense of
³EDODQFHEHWZHHQLQGLYLGXDOLVPDQGLQWHJUDWLRQ´ 0LQW]EHUJHWDOS 
indicators of staff frustration and confusion were uncovered. Or, as Mintzberg and
FROOHDJXHVPRUHGLUHFWO\VWDWHG³FROODERUDWLRQFDQEH DSDLQLQWKHDVV´ S 

Emerging Themes from Preliminary Data
An important finding from the preliminary scan is that the key members are
operating on a lean schedule of reinforcement and performance feedback as well as
feelings of isolation due to the stressful pace and job demands. One instructor
FRPPHQWHG³7KHSDFHLVVRLQWHQVHWKDW,GRQ¶WIHHO,KDYHWLPHWRDVNTXHVWLRQV,GRQ¶W
NQRZLI,¶PGRLQJWKLV SURJUDPLPSOHPHQWDWLRQ ULJKW´$QRWKHUVDLGRIWKHKRPH
VHVVLRQV³,W¶VKDUG1RRQHLVWKHUHWRERXQFHRIIRI«7KHSDUHQWVDUHZDWFKLQJDQGWKH
NLGLVPHOWLQJGRZQ<RXMXVWIHHOEDG´,QHHGHGWRH[DPLQHWKHOHDGHUVKLSVWUHQJWKVRI
our members so they may have roles in the changing vision that offer opportunities to
showcase and receive positive recognition. It is critical to emphasize the importance of
the team approach as part of the collective vision, encouraging genuine commitment to
the mission and each other.
Low morale was another key finding. Members were unsure of their roles and
seemed to lack training and competency to help move the program in the direction that
Laura and I envisioned. We recognized that we needed to address gaps in competency
and provide consistent feedback. It seemed logical that once participants felt secure in
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their understanding of their role in the change process, moving to the action phase would
EHDQDWXUDODQGVPRRWKHUWUDQVLWLRQ7KLVSDUWRIWKHSODQFRQVLGHUV(YDQ¶VFRQFHUQIRU
³GHVLUDELOLW\DQGFUHGLELOLW\´RIWKHVWDNHKROders in seeing not only the need for change,
but truly wanting the change as it now is meaningful and viewed as an improvement on
the current situation. Requesting topics for staff training and getting ideas of individual
PHPEHUV¶JRDOVFDQEHLQFRUSRUDWHd into the program development to help get people
vested in the change process.
It is clear that earlier efforts to get people on board with the new direction of the
programs did not go deep enough into clarity and focus to build commitment to our
current direction of the organization. Time and consideration of both general and
specifics of the demands of the positions, as well as the stress of frequent change, had
affected morale, according to group feedback sessions with staff supervisors. Procedures
were roughly outlined, but roles were not clearly defined. The scan revealed feelings of
uncertainty from key players, clear gaps from what Laura and I were planning, and how
the staff members understood the desired change. Our organizations had been on a
reactive cycle for too long as a result of the organizational changes that had occurred in a
brief time frame. It was time to be thoughtful and clear in the planning process to reestablish commitment and security. It is a challenge to strike a balance in both the pace
and effectiveness of the change.
By further collapsing the data, I focused on three emerging themes: (a) developing a
shared vision, (b) fostering a true collaborative process, and (c) building capacity so each
member had the skills needed to perform key tasks and achieve professional growth.
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Understanding Leadership Theory in Use
Reflection
During the beginning of Cycle I, I felt a great deal of confusion and frustration as I
perceived resistance within our organization. While I strongly believed in the dedication
and skills of our management team, it seemed I was doing more and more to change and
improve our model with less help and support. There was so much I wanted to
accomplish that sometimes it was simply easier to do it myself. Communication issues
repeatedly emerged as a theme in my personal journal. I frequently wrote notes in the
PDUJLQVRIP\OHDGHUVKLSMRXUQDOXVLQJH[FODPDWLRQSRLQWVDQGEROGXQGHUOLQHV³:K\
GRQ¶W\RXJHWLW"´³7KLVLVWDNLQJVRPXFKWLPH´ ³+RZPXFKPRUHFDQ,GRIRU\RX"
7LPHWRVWHSXSWRWKHSODWH´³,¶PQRWEHLQJFOHDU´
As I previously stated, our organization had been through a series of fairly major
FKDQJHVLQWKHODVWFRXSOHRI\HDUV,KDGDOZD\VEHHQDIDQRI³FKDQJHIRUWKHEHWWHU´
but even I was getting weary of so much transformation. At one point I wrote that I was
³IHHOLQJ«ERPEDUGHGE\FKDQJH´DQGUHDOO\ZDQWHGWR³ULGHWKHZDYHZLWKPRUH
ILQHVVH´,ZDVWLUHGRIRSHUDWLQJLQDUHDFWLYHPRGHXQVXUHLI,KDGHQough momentum
to motivate our team. I was beginning to understand that organizational change had
power, and I wanted to have some influence. Hanging on for dear life was quickly losing
its appeal.
An awareness of my leadership actions was beginning to reveal itself. In my journal
,ZURWH³,WDSSHDUV,KDYHUHDFKHGWKLVFURVVURDGDIWHUDSHULRGRIVWUXJJOHDQGFDQPDNH
an important choice: continue to lead with influence and control based upon my
technical skills in my field [which to date has been successful] or begin to lead in a
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PDQQHUPRUHLQOLQHZLWKP\RZQSKLORVRSKLFDOLGHDOV´7KHQHZQHVVRIRXU
organization opened us for so many possibilities, but most were uncharted waters for my
OHDGHUVKLSVNLOOV,IHOWSUHVVXUHWRDFWDV³HYHU\WKLQJZDVSUHVVLQJ´DQG³SODQQLQJDQG
UHIOHFWLQJVHHPWREHDWWKHQHDUERWWRPRIWKHOLVWULJKWDERYHSHUVRQDOQHHGV´,ZDV
not acting as a balanced, relational-leader (Goleman, 2002), but more like the ringmaster
of a three-ring circus. The juggle of responsibilities was demanding so much of my
immediate attention that I felt as if no one area was getting adequate thought and
planning.
After reviewing the data from the environmental scan, I was given some valuable
DGYLFH³)RFXV´,WRRNDPoment to look up the word and recorded the definitions in
my journal: 1. point at which reflected or refracted rays meet; 2. adjustment (as of
eyeglasses) for clear vision; 3. central point: bring to focus. I referred to this throughout
&\FOH,³:DV,UHIOHFWHGRUUHIUDFWHG"´7KHGDWDVXJJHVWHGWKDWWKHYLVLRQZDVQRWFOHDU
I thought about our central point: the preschool. A-KD,ZURWH³)RFXVRQRQHSUREOHP
focus on overall vision, focus on method to communicate vision clearly, focus on
systematLFGLUHFWLRQVWRDFKLHYHPDQ\JRDOV35,25,7,=(DQG3/$1´,H[SHULHQFHGD
UHQHZHGVHQVHRIKRSHIXOQHVVZLWKDELWRIFDXWLRQ,UHFDOOHGWKHROGMRNH 4 ³+RZGR
\RXPDNH*RGODXJK" $ 0DNHSODQV´,IHOWWKLVZRXOGQRWEHDQHDV\QHDWRUWLG\
process, but it could reap some important results.

Using the Program Model as a Vehicle for Change
Evaluation and Protocols
One of the initial actions for Cycle I was to review our current systems for
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evaluation and treatment protocols. These instruments are ways to assess program
effectiveness and staff capability. If the vision was unclear, perhaps it relates to how we
train and communicate goals and objectives. According to Strategic Planning and Needs
Assessment³$SUREOHPIRUVRPHRUJDQL]ations, especially non profits, is that members
become so immersed in the day-to-day functioning of programs that the programs
become an end to themselves, disconnected from the purpose or impact they were
GHVLJQHGWRDFKLHYH´ S ,ZDVHDJHUWRVHHKow current programs were functioning
before adding changes. I wondered if findings would contribute to some of the resistance
I had been experiencing.
Another action regarding capacity was frequency and consistency of training. I was
concerned that the current levels were inadequate for the changing needs of the program.
Many of our supervisors were moving from direct teaching roles to positions involving
supervision and managerial tasks, and they seemed to need support. I was struggling
with some of these transitions, and I moved from clinician to director and could
empathize with their perspective. Developing a more cohesive training model and
protocols would benefit our program on several levels.
A final action for Cycle I was to clarify roles. Reviewing protocols for varied
positions within the organization would help assess some of the communication
obstacles. Perhaps some tasks were not completed because the work was perceived to be
outside of the job description. Role confusion could be a key reason I ended up doing so
much myself. What I perceived as resistance could be, in part, due a misunderstanding of
roles and responsibilities.
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Summary of Initial Scan
As principal owners of the companies Advance, Inc. and Partners in Learning at
Country Acres Preschool, Laura and I were faced with the challenge of disseminating a
new, shared vision for the direction of the services they provide. A scan of the
environment revealed that many of the internal stakeholders (i.e., staff members) did not
FOHDUO\XQGHUVWDQGWKHFKDQJHDVZHOODVWKHUROHWKH\ZRXOGSOD\LQWKHSURFHVV ³:KHUH
GR,ILWLQWKHRUJDQL]DWLRQ"´ 7KHSDUWLFLSDQWVKDGEHHQWKURXJKIUHTXHQWPDMRUFKDQJHV
in the last 3 years. Laura and I had many goals and ideas to address the needs for
services. It became evident to us that without a clear, collective vision, the many
programs they wanted to develop would likely fizzle with resistance from the
VWDNHKROGHUV HJ³,GRQ¶WNQRZKRZWRKHOS\RX´³+H\\RX¶UHWKHERVV´ $OWKRXJK
members were committed to the overall mission, the path on how to build and
disseminate the goals remained unclear and, at times, in conflict.
Another emerging theme pointed to staff training/capacity issues as the new vision
came into sharper focus across the key internal stakeholder groups. The members
expressed feelings of isolation and frequently requested more feedback and support to
build capacity. In order to foster a collaborative process, protocols and systems needed to
be developed to create an environment supportive of a true team organization.

Reflection
The scan uncovered real concerns within our organization. I could see that the
foundation was incomplete. It would be foolish to continue building and changing before
we addressed the key issues of shared collective vision and capacity. Training measures
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needed to be improved. Roles needed re-defining. More work needed to be done.
I also could see that I was not behaving in a manner that was in line with my
espoused leadership theories. I wanted to build an organization that was providing a
quality service, fulfilling a purpose, while balancing the needs of the members.
However, I was not balancing my role or really attending to my needs. I wanted to be
supportive and help others to achieve their goals, yet I was enabling others by doing it
myself instead of shaping accountability or taking time to teach the needed skills. I was
not modeling relational leadership or emotional intelligence for the higher goals.
Reviewing current policies helped focus my energy in a purposeful direction. While
it did not seem possible to address all areas at once, I did gain insights to develop an
action plan. Some concrete steps could be taken to improve the collaborative process.
Information could be shared and group input could increase if some small changes would
allow for it. I could turn that corner from reactive to thoughtful leadership.
I felt I was acting in a pacesetting style (Goleman, 2001, p. 124) as many of our
members were unclear about guidelines, and the expectation for actions was consistently
KLJK6RPHIHHGEDFNIURPWKHWHDFKHUVUHIHUUHGWRIHHOLQJ³XQGHUSUHVVXUH´DQG³EHLQJ
FRQVWDQWO\REVHUYHG´$JDLQWKLVLVLQOLQHZLWKmicromanagement tactics and could
stifle initiative and ownership of roles. To some extent, pacesetting is helpful in the early
stages of program development, but I wanted to do better. Overall, I sensed a desire for
balance within myself and within the organization.
$WWKHHQGRI&\FOH,,UHWXUQHGWRWKHGHILQLWLRQVIRU³IRFXV´,ORRNHGIRUDFHQWUDO
point within the program to begin to make adjustments. I fell back on a strategy that had
brought me much success with my direct work with students using applied behavior

76
analysis (Cooper et al., 1987): breaking down tasks into small, achievable sequences.
Instead of focusing on the school program as a whole, which involves several settings, I
decided to target adjustments on our learning centers (i.e., zones) as a starting point in the
collaborative process. Cycle II would concentrate on changes within the zones and
provide me with a setting to assess changes in my theory in use.

Setting Goals for Cycle II
My leadership goals involved improving my awareness of actions during the
process. Daily I had opportunities to act in line with my leadership beliefs or continue to
EHKDYHLQFULVLVPDQDJHPHQWPRGH,FRXOGEXLOGUHODWLRQVKLSVWKDWZRXOG³LQVSLUH
FRRSHUDWLRQ´KHOSLQJRWKHUV³UHDFKWKHLURZQGUHDPVDQGJRDOV´ *ROHPDQ, 2001) and
begin to enact my leadership theory. With planning and reflection, I was beginning to
feel I had more choices.
My general goal was that, by the end of Cycle II, the benefits would be shared
among the program model (reflected by improved staff performance) and within my own
assessment of my leadership skills. I set a specific goal to narrow the gap between by
espoused theory and my theory in use in a key setting: the learning centers/zones at
Partners in Learning. I was unsure how much movement I would achieve by the end of
the next cycle, but I was ready for this change. The idea of giving up some of my busy
actions was strangely liberating and empowering. Operating in a state of disconnect can
drain energy and inconsistency is unsettling for those who follow. In a profound way,
doing too much myself was undermining my goals as a leader. Leadership integrity was
as much a priority as the treatment integrity (Cooper et al., 1987) I was targeting for the
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zones in cycle II.
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CHAPTER 6
Cycle II Change Project
Introduction
As Cycle I ended in November 2002, two important discoveries had been revealed.
The first was that our organization was not yet operating under a clearly defined shared
vision. As we began to build a new identity as a recently formed organization, many of
our members were unclear about our goals and mission in relation to our former
company. The second significant revelation was the degree of uncertainty in roles and
abilities from the staff perspective. Capacity building needed to be addressed effectively.
Cycle II focused on the ground work of vision dissemination and building staff capacity
through the collaborative change project. The initial action was to select a viable
environment for the change project to occur.
At the end of the first cycle, I was coming off a period of pacesetting leadership.
Initially, the situation appeared appropriate for this method, as motivation, drive and
goals were key to starting the momentum of our program. However, I was also operating
PXFKOLNH*ROHPDQ¶V  H[DPSOHRIWKHWHFKLHZKRJHWVSURPRWHGWRPDQDJHPHQW,
was strong on skills in program implementation and far less adept at articulating clear
expectations and delegating properly. At the end of Cycle I, my journal entries clearly
VWDWHG,ZDVZHDU\RIUHVFXLQJWHDPPHPEHUVE\³GRLQJLWP\VHOI´DQG\HWVKLIWLQJWR
collaboration during Cycle II was frightening. The stakes of the children¶VSURJUHVVZHUH
very high, and I was unsure of the capacity of the team.

Selecting an Environment for Change: Learning Centers
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As our program and service delivery occur across three environments (i.e., inclusive
preschool class, home, and learning centers/zones), it is a continuous challenge to
develop collaborative practices. Members are not physically together to foster
relationships or to build a sense of trust that frequent interactions can cultivate. Often,
the setting can dictate teaching approaches, goals and priorities. It can appear, at times,
that members are operating from opposite perspectives, even when they worked as part of
a team for the same child. For example, an instructor in a home setting may emphasize
self-care skills and direct instruction methods with a student, while an inclusion support
instructor may be on social skills and group interactions using more natural teaching
approaches with the very same child. As a result, the group vision becomes cloudy and
service delivery inconsistent. Lack of a cohesive system for communication and service
GHOLYHU\FDQ³GLPLQLVKWUHDWPHQWHIIHFWLYHQHVV´ 0F&ODQQDKDQ .UDQW] D
concern which I related directly to my inexperience at building capacity among our
members.
Due to the reality of the compartmentalized service delivery, the learning centers
were selected as the initial environment to address issues of vision dissemination and
building capacity. The learning centers (i.e., zones) operate most closely to a traditional
self-contained classroom, offering a setting to practice individual academic and social
VNLOOVDWHDFKFKLOG¶VRZQSDFH(DFKFKLOGSDUWLFLSDWLQJLQRXULQFOXVLRQVXSSRUWSURJUDP
remains for additional one-on-one instruction during our zones in order to access the
recommended 30 hours weekly of applied behavior analysis (Lovaas, 1985). Zones
operate every Tuesday and Thursday afternoon with a good degree of consistency with
both schedule and staff. It is an opportunity for colleagues with varied levels of
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experience to work together, learn from each other, and build a team rapport. Zones are
also a time when I am regularly present to observe program implementation and provide
training.

History of Learning Center/Zones
During the initial 2 years of our ownership of Country Acres and prior to the
environmental scan, the zones were a constant source of stress for staff. The pace and
pressure of working exclusively with children on the autism spectrum can be draining
and each staff worked one-on-one with a student with a target number of skills and
programming to be completed during each 3 hour zone session. Many of the children
exhibited disruptive outbursts as deficit areas were addressed. Although supervisors were
available during zones, often the feedback and training offered to support staff was
LQFRQVLVWHQWRUFRQIOLFWLQJ6WDIIPHPEHUVZRXOGIUHTXHQWO\DVN³:KRGR,OLVWHQWR"´,W
VHHPHGWKDWWKHROGDGDJHRI³WRRPDQ\FRRNVZHUHVSRLOLQJWKH WUDLQLQJ EURWK´VWLUULQJ
up confusion.
,KDGUHFHLYHGIUHTXHQWFRPSODLQWVIURPVWDIIUHJDUGLQJWKH]RQHVHWWLQJ¶V
organization and demands which I tried, with varied results, to remedy. An initial
problem identified was the stress of working with the same child for the duration of the
zones, so we rotated children among staff. This produced anxiety with the challenges
children with autism often face with transitions. We then attempted to rotate the staff
while the children remained in consistent learning centers. Supervision became
problematic, as children would often dart away as instructors were moving about or
FRPPXQLFDWLQJWKHFKLOG¶VOHDUQLQJQHHGVWRDQHZVWDIIPHPEHU:HDOVRIDFHG
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numerous organizational issues relating to materials and curriculum associated with each
FKLOG¶s specific learning needs. We invested a good portion of our limited budget on
bins, baskets, and rolling carts yet problems persisted, staff remained stressed, and
FKLOGUHQZHUHPLVVLQJSUHFLRXVSURJUDPPLQJDVZHFRQWLQXHGWR³UHRUJDQL]H´D
disorganized branch of our program model.

Reflection on Shared Vision
As I weighed the positives and negatives of our learning centers, it appeared that this
environment was clearly in need of organized changes. Staff availability allowed for
opportunities for collaborative processes needed for cultivating a shared vision as well as
consistent support and training for building capacity. Although zones were cited by
QXPHURXVVWDIIPHPEHUVDV³OHDVWSUHIHUUHG´LQERWKIRUPDODQGLQIRUPDOFRQYHUVDWLRQV,
felt the centers offered a viable environment to address our need to form a shared vision
and help address training needs. I identified the zones as the change project for
collaboration and building capacity.
By putting the focus on the learning centers, goals for collaborative programming,
curriculum development, and shared training could be emphasized. The plan for zone
development involved input from all key managers with the responsibility for
organization resting with the curriculum coordinator. I would be involved in the planning
and design, but not in all areas of implementation. The data gathered from the learning
center phases would be complied into a group presentation at the next New Jersey autism
conference in May 2003, with all managers speaking at the workshop. This would be a
critical step in disseminating our model to our peers.
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Data from Cycle I
Cycle I showed that we needed to develop a vision that was shared among our
members. Part of the process needed to involve frequent contact with members. The
zones would provide a portion of that contact, but further, individual time was also
required. In addition to the use of the learning centers, I felt more frequent contact with
key members of the supervisory staff would be instrumental in the dissemination process.
It seemed that the teachers also felt that need, as they requested monthly meetings with
me to discuss issues surrounding the coordination of the school and home programs. I
added the attendance of our inclusion coordinator to these meetings as part of the vision
dissemination process.
Cycle I had also revealed a need to build capacity. The learning centers/zones
appeared to be a strong starting point in which to develop treatment protocols and
cohesion. During zones, supervisors, several instructors, and all students receiving
specialized programming are together in one location. The core areas of instruction
during learning centers utilize a variety of teaching approaches. The zones offered
training opportunities across approaches, curriculum levels, and student needs.
Supervisors were present together and could coordinate training more effectively. The
³SDUWV´FRXOGVHHKRZWKH³ZKROH´ZDVWRIXQFWLRQ,H[SHULHQFHGDUHQHZHGVHQVHRI
hope that my relational goals of shared vision and collaboration could evolve with
improved structures and systems.

Establishing a Collaborative Environment
Throughout the history of ineffective changes, the zones had typically been
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identified as individual student areas, not as areas of skill development. Students
remained in their area, similar to an individual cubicle, and received instruction according
to their individual goals. During our earliest management meetings, the management
team and I began troubleshooting this conceptual model. We decided to redefine the
zones as core skill areas of instruction. We agreed that the children in our inclusion
program needed similar core skills, but often at different levels of intensity. For example,
all the children needed to work on social skills, but some were at very early
developmental stages of eye contact to speaker or responding to simple greetings, while
others needed to extend topical conversation or increase cooperative play.
We envisioned students rotating through each of the centers per session. The zones
would have a clearly organized curriculum for each student level and implementation
protocols for staff that were easy to follow. We had many ideas regarding what a core
skill area would encompass, as well as what type of training and support staff would need
to implement protocols. We also realized from past iterations of our zones that
transitions would likely be problematic and would require thoughtful planning to help
improve the quality of this time and behavior management area.
We felt, as a team, that creating a learning environment in which consistent training
for staff across curriculum and student needs was available could be valuable to our
program mission. The children would have opportunities to generalize skills with various
staff members, and staff would gain knowledge of how skills are learned across varied
needs. We began to visualize an organized flow of instruction replacing the current
demanding, sometimes tense and chaotic, Tuesday/Thursday afternoons.
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Actions in Learning Center/ Zone Development Process
After our initial supervisor meetings in November 2002, our team outlined an
explicit action plan to reorganize the learning center/zones and provide systematic
training protocols. Spearheaded by our curriculum coordinator, who also co-teaches
classes, the core instruction areas were defined. Each supervisor contributed to the
process, focusing on specific areas of expertise. For example, the inclusion coordinator
had extensive information on areas that would benefit home/community skills, while our
head teacher had specific knowledge regarding classroom performance, and so on. The
curriculum coordinator compiled this information and outlined the core skills per learning
center. At the time of development in December 2002, we had six students and eight
core skill areas. The team agreed that certain centers should be available each time we
had zones, while others could be offered on a rotation basis, thus prioritizing skill/deficit
needs.
The next action was to develop training protocols for each center. This step was
critical for consistent implementation of the curriculum. The protocols would also
provide the supervisors with important information regarding staff access to training
since the training schedule would be tracked via the data collection. In the past, it had
been problematic for one-on-one staff when they would receive various feedback and
inconsistent suggestions from different team members. We felt it was important to be
able to better track which staff had received which training protocols. During this
process, we assigned trainers to each core skill areas, making that center the
responsibility of the designated trainer.
Next, curriculum and materials needed to be gathered. The curriculum coordinator
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devised a schedule in which each center would be introduced to our zone afternoons and
information was shared with all staff during our January staff meeting. Prior to each
]RQHFHQWHU¶VLQWURGXFWLRQWRWKHURWDWLRQWKHFRRUGLQDWRUZRUNHGZLWKVWDIIWRHQVXUH
proper materials were available for each student. At last we had found a use for all those
bins and carts I had purchased over the years. This process continued for approximately
3 months until all centers were part of the core skill rotation.
The final action of zone development was designing methods to assess how
effectively staff members could implement protocols. Our program had always had data
protocols to assess student progress within each program, an important element of
applied behavior analysis (Milentberger, 2004). We now wanted information on the
HIIHFWLYHQHVVRIRXUWUDLQLQJPHWKRGV,ZRUNHGFORVHO\ZLWKHDFKFHQWHU¶VGHVLJQDWHG
supervisor on how to measure staff performance. We would also discuss the plan to the
instruction staff prior to implementation during monthly staff meetings

Data on Learning Centers and Leadership Changes
Qualitative Assessment
$V³&(2GLVHDVH´(Goleman et al., 2002, p.92) had been an already identified issue,
I planned to improve my leadership by creating opportunities to get more feedback from
my team. I decided to make notes during meetings (both group and one-on-one
interactions) as my field observations and continue writing my impressions in my
leadership journal. I anticipated that themes emerging in both sources would provide
good information about the alignment of my leadership theory and my leadership actions.
Again, I relied on Primal Leadership (2002) for clarity as I find this resource clear
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in identifying leadership behaviors as well as suggesting actions that can enhance
awareness. Distinguishing between my ideal leader self and my actual leader self would
likely raise my awareness and help authenticate meaningful actions to better align the
two. I needed input from others to flesh out an accurate portrait.

Quantitative Assessment
As part of my systematic examination of the problem, I measured the effects my
leadership actions and program changes impacted on program improvements using
assessments from behavior analysis (Cooper, Heron, & Heward, 1987; Horner & Baer,
1978). I had taken specific leadership actions to address gaps in capacity of staff via
improving training the model, defining protocols, and clarifying the zone structures using
a collaborative process with the management team. I had organized a lecture series to
help parents and staff access relevant information on critical issues associated with
autism. I wanted to measure if these initial actions yielded improved staff skills/capacity
and were relevant to our consumers. I chose to evaluate our training protocols for
treatment integrity in terms of social validity and procedure reliability to assess staff
levels of proficiency.
7UHDWPHQWLQWHJULW\LVGHILQHGDV³WKHH[WHQWWRZKLFKWKHLQGHSHQGHQWYDULDEOHLV
LPSOHPHQWHGRUFDUULHGRXW´ &RRSHUHWDO 6RFLDOYDOLGLW\UHIHUVWRWKH
acceptability of a program or its procedures to its consumers (Holman, 1997; Alberto &
7URXWPDQ 3URFHGXUHUHOLDELOLW\³PHDVXUHVWKHH[WHQWWRZKLFKWKHDFWXDO
application of the independent variable over the course of the experiment matches its
LQFOXVLYHLQGLYLGXDOLQVWUXFWLRQPRGHO´ $OEHUWR 7routman, 2003).
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Procedural reliability data explore measures for training procedures of parents and
staff. Specific learning centers and curriculum are observed and targeted to assess overall
procedural reliability. A multiple probe design (Horner & Baer, 1978) across staff
members in specific learning centers is used to assess the effects of training protocols and
accurate implementation. This design determines whether a functional relationship exists
between training methods and improved staff skills/capacity. Staff and parent training
protocols for capacity building utilizing the following definitions and measures:
a) On task: Instructor follows protocols outlined in program procedures
Duration measure is scored per 10 minute observations.
b) Inter-observer agreement is calculated comparing accuracy of data collected by trainer
and trainee (e.g., staff member, parent) per 10 minute observation session
Social validity of training protocols is assessed using a post-evaluation survey. The
survey used both closed and open-ended responses. Closed responses were measured via
a 5 point rating scale to receive information for professional workshop training while
open-ended responses asked for written comments on the above areas as well as
including other areas of concern for the participants (see appendix A for sample
evaluation survey). Emerging themes were identified and coded.

Theory in Use Feedback and Evaluation
*ROHPDQUHIHUVWRWKHUHVRQDQWOHDGHUZLWKLQRQHVHOIDQGZLWKLQRQH¶VRrganization
DV³H[FHOOLQJLQWKHDUWRIUHODWLRQVKLS´ZLWK³OHDGHUVKLSH[FHOOHQFH«EHLQJUHGHILQHGLQ
LQWHUSHUVRQDOWHUPV«´ *ROHPDQHWDOS 'XULQJ&\FOH,,,EHFDPHPRUH
focused on the importance of building relationships. If the vision was to spread
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throughout our organization, I realized I needed to invite others into the decision-making
process. I felt I needed to display leadership that would unify and inspire others to
participate. I wanted to achieve a balance of decisive actions and collaboration to
encourage involvement coupled with guidance. The goal of developing the learning
zones was a challenging undertaking that could overwhelm its members if the process
was perceived as unstable, too complex, or unsupported by leadership actions.

Vision and Collaboration
The management team and I began initiated group meetings to set the tone for the
collaborative process during zone training. As members were involved in the planning
and decision-making components, they appeared more vested in the success of the
implementation stages. In my leadership journal, I noted several positive comments from
P\VXSHUYLVRUV HJWHDFKHUVLQFOXVLRQFRRUGLQDWRU VXFKDV³,IHHOUHDOO\LQFOXGHGLQ
the zones. I like knowing what I need to GR´,QFOXVLRQZDVDOZD\VDJRDOIRURXU
VWXGHQWV\HW,KDGQ¶WUHDOL]HGVRPHRIRXUVXSHUYLVRUVKDGIHOWVRPHZKDWLVRODWHG
Collaboration fostered shared ownership and respect for competencies.
The clarified vision for our zones eased some of the tension throughout the
organization in gradual increments, as the plan and implementation schedule was very
systematic. Despite this improvement from previous changes, some expected resistance
occurred. We had gone through change before. Eyeballs rolled a bit at our January staff
meeting. Some members seemed to hold their breath, bracing for the stressors associated
ZLWKQHZQHVV$IHZLQVWUXFWRUVGLUHFWO\VWDWHGFRQFHUQV³:H¶YHEHHQWKURXJKWKLV
EHIRUH´DQG³,¶GUDWKHUQRWZRUNLQWKH]RQHVWKDQN\RX´
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Some actions from the supervisory team appeared less enthusiastic regarding the
FROODERUDWLYHSURFHVVDVZHOO,QRWHGLQP\MRXUQDOWKDWWKHWHDFKLQJVWDII³VHHPWR
cling to a hierarchy based upon degrees and certification with less respect for experience
RIWKHLQFOXVLRQFRRUGLQDWRU¶VUROH´DQG,GLGQ¶WXQGHUVWDQGWKHUHDVRQIRUWKHWHQVLRQ
7KHUHZDVVRPHUHVHQWPHQWH[SUHVVHGVXFKDV³:HGRLWWKLVZD\´DQG³:KRLVLQ
FKDUJHZKHQ\RX¶UHQRWKHUHRQ7XHVGD\7KXUVGD\:HUXQWKHFODss and then are just
SDUWRIWKHWHDPRQWKRVHGD\V´6RPHGLUHFWFRPSODLQWVZHUHVWDWHGDVZHOOVXFKDV
³7KLVLVPRUHZRUNDQGUHVSRQVLELOLW\:KDWDUH\RXGRLQJ"´
Staff members were not alone in their resistance. I wrote in my journal about my
own fears, wondering if sharing not just the power, but the actual work of implementation
ZRXOGEHVXFFHVVIXO³7KLVLVVFDU\,¶PQRWVXUHKRZPXFKWRGRRQP\RZQZKDWWR
delegate. These are all talented people, but I seem to do most of the set up, follow
WKURXJK,FDQ¶WWKLQNDERXWDQRWKHUGLVDSSRLQWPHQW´1RWTXLWHWKHFDOP³OHDGHUZKR«
FUHDWH V UHVRQDQFHDQGPRYH V SHRSOHZLWKDFRPSHOOLQJYLVLRQ´ *ROHPDQHWDO
p. 255).
,WXUQHGWR*ROHPDQ¶VPrimal Leadership (2002) once again to refocus. In order to
forge a truly collaborative process, I needed not only articulate a clear vision, but follow
XSZLWKDFWLRQVWKDWZRXOG³FXOWLYDWHSHRSOH¶VDELOLWLHV« DQGPRGHO UHVSHFW
KHOSIXOQHVVDQGFRRSHUDWLRQ´ S ,WWRRNVRPHWLPe and conscious effort to realize
that less action on my part would allow for greater contributions by my talented team. I
was not always clear and systematic as I tried to fade to a supportive, but less active,
leader, and the team seemed to share my discomfort.
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Reflection and Direction
Cycle II involved some actions that impacted on both program and leadership
changes. It was a very proactive time for the team building process using a group plan
with nice clear action steps for the zone changes. It was less clear for leadership actions,
producing anxiety on my part. While I started the cycle with a renewed sense of
hopefulness, lack of control coupled with staff dissention was taking its toll on my
leadership identity. I worried that if I didQ¶WGRWKLQJVP\VHOIWKLQJVZRXOGQ¶WEHGRQHRU
would be done poorly.
I really needed to develop trust in my team. I felt that they trusted my expertise and
overall program leadership, but I desired a deeper level. Realizing that relationships like
trust involve two-way change helped me through some panic moments. I noted in my
MRXUQDO³,NQRZWKHVHJX\VDUHJRRG7KH\DUHDVNLQJIRUVRPHDXWRQRP\:HFDQGR
WKLV´,UHFDOOHGDVLPLODUSURFHVV,KDGH[SHULHQFHGDV,EHJDQZRUNLQJGLUHFWO\Zith the
students. As I became more skilled, I was able to support the independent growth and
learning of the child. I wanted to apply that knowledge to my role as program director.
I was also impatient for the change process to move ahead. Although I read about
lasting changes taking 5-8 years to institutionalize throughout the organization, I did not
want to remain in this uncomfortable state for that duration. I think I began to rely on
SDFHVHWWLQJEHKDYLRUVIRUP\VHOI³/HDUQLWIDVWHU´³'R LWEHWWHU´ZHUHWKHPHVLQP\
MRXUQDOEXW,GLGQ¶WTXLWHXQGHUVWDQGZKDW³LW´ LHOHDGHUVKLS LQYROYHG,ZDV
beginning to feel I had traded one form of stress for another and the older, familiar stress
was suddenly preferable to this unknown behavior pattern. Although I could see some
indicators that the collaborative process was starting to take hold in areas of the change
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project, I continued to internalize program errors as personal mistakes in my ability to
effectively lead.

More Questions for Cycle III
By the close of Cycle II in March 2003, our learning centers had been revised and
protocols for staff training were implemented. This was an important team project that
was largely successful in terms of our initial action plan. We were on schedule.
However, operating as a fluent team lead by a confident, transformational leader was
only beginning to emerge from the doubts and fears. Turning my awareness into actions
that reflected by leadership theory remained challenging. I did not find it easy to
empower staff development when time constraints made doing tasks myself an easier
alternative.
I had questions and concerns as we moved to the next cycle. In late January, our
proposal to present our training/zone development had been accepted for presentation in
May at the Issues in Autism conference. We were beginning to assess the effectiveness
and enter into another group action of cohesively presenting together. Anxieties among
the team were likely to escalate under the pressure of our deadline. How would we cope?
What would findings reveal? Could the team evolve into a stronger unit, or would we
crumble?
I also wondered about the leader I was at this juncture. Could I rally and motivate
without taking over and saving the project? Did I achieve enough balance in my
relationship behaviors to be successful beyond the outward appearance of effective
programming? Child progress remained the driving force behind all program decisions
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and was shared among the team, but I was more focused on how we achieved, not only
that we achieved. I certainly noticed my awareness level regarding my leadership
behaviors and the relationship to staff behavior coming into focus.
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CHAPTER 7
Cycle III Collaborative Processes
Introduction
Cycle II left me with questions concerning my leadership abilities to motivate with
balance and less control (i.e., build capacity without doing all the tasks myself). The
excitement of our proposal acceptance for the spring autism conference also produced
pressure on the emerging collaborative process. Presenting aspects of the change project
to our peers could be professionally vulnerable if the results were poor. Even as I began
developing a new awareness of process over outcome, the temptation to direct rather than
collaborate persisted.

Focus on Team Development and Shared Leadership
Building a collaborative process via our learning centers/zones was an important
step in shifting our organizational structure from the traditional top down model of power
WRRQHRILQFOXVLYHVKDUHGOHDGHUVKLS$FFRUGLQJWR5HJDQDQG%URRNV³7KHUHODWLRQVKLS
between principals and teachers is primarily hierarchical, perhaps even adversarial,
where, through the formal organizational structure and 100 years of practice, the norm
has been established that the principal has the power and expertise that the teachers
ODFNHG´ S 0\UROHDVGLUHFWRUDQGFR-owner implied a similar expectation for
the supervisors/teachers at Partners in Learning. Without overtly challenging the shifts in
power and responsibilities, there was a comfort level in assuming certain tasks would
FRQWLQXHWREHRQP\³WRGROLVW´
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For changes in attitudes to occur, I felt the need to make some behavior changes in
P\OHDGHUVKLSDFWLRQV5HJDQDQG%URRNV  UHFRPPHQGWKDW³ZKHWKHUWKURXJK
formal or informal experiences, we find that relational leaders seek out opportunities to
OHDGE\PRGHOLQJDQGRUGLUHFWO\WHDFKLQJWKHIHPLQLVWDWWULEXWHV´ p.57). Cycle III details
the process as we prepared our presentation on treatment integrity and social validity of
our zone development. It was my goal to begin modeling collaborative actions and build
FDSDFLW\LQP\PDQDJHPHQWWHDP³$VHGXFDWLRQDOOHDders who want to do things
differently than they have been done, we must model and teach our colleagues new skills
and nurture the growth of new attitudes. Change cannot occur without this direct support
IURPXVRIQHZEHKDYLRUV´ S 

Collaborative Project: Protocols and Assessments
Treatment Integrity
By late January 2003, four of our target six learning centers had standardized
protocols for staff to implement when instructing a student in each zone. The protocols
were designed by specific supervisors who were, in turn, responsible for the training of
staff in the corresponding learning center. This responsibility was important in
encouraging shared ownership of the project. While I worked with the supervisors in
developing protocols, the training and tracking of staff progress was up to each
supervisor. As a treatment team, we met regularly to offer support and suggestions on
the project.
In February, we began our assessment phase of the project in terms of procedural
reliability for two learning zones: independent play and handwriting. Both of these
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centers had been up and running for a minimum of 2 months and staff members had
received frequent contact with the supervisor for training of the protocols. Zones/centers
were added on a staggered schedule, so these two learning centers were chosen due to
their readiness for assessment. The goal was to have standardization for all six
zones/centers by the close of the school year. However, we would present on only the
two target zones/centers for the spring conference.
We collected data on the staff behaviors for following the recommended protocols
per center. I was interested in finding out if the training efforts for the target zones had
increased staff capacity in these skills. Typically, we spend a great deal of effort in
tracking student performance including percentage of correct responses per opportunity
and summarizing results on daily graphs per target skill. Each student in our inclusion
program may have between 20-35 individual programs being tracked at a given time
during the school year. We now had two staff programs that were being measured.
During this time, I was collecting qualitative data on my leadership through notes,
journal entries, and informal discussions with my supervisory team. It was important for
me to assess what, if any, of my leadership actions and new knowledge translated into
desired program outcomes for staff, and ultimately, student performance. According to
.RPDNL  WREHFRQVLGHUHGHIIHFWLYH³OHDGHUVPXVWKDYHIROORZHUVZKRSHUIRUP
DFFHSWDEO\DQGZKRKDYHSRVLWLYHDWWLWXGHVDERXWWKHLUVXSHUYLVLRQ´ S ,ZDQWHG
information on whether or not things were improving in meaningful, measurable ways. I
was unclear if I would gather that type of information during the course of the change
project, but I remained hopeful.

96
Social Validity
In addition to measuring staff changes in terms of adherence to treatment/training
protocols, I also wanted information on staff perceptions in terms of the value of training
opportunities. In an effort to increase knowledge and capacity, I invited area
professionals in the field of autism to share their expertise with our program. From
January through April, I hosted an evening guest lecture series once each month for staff
and parents to attend. Since our program is a non-profit organization, we did not have a
budget for this activity, so speakers presented on a volunteer basis, and a parent
committee provided refreshments. We invited each speaker to dinner before the
presentation and opened the invitation to supervisors in order to increase their exposure
to experts in the field. This afforded staff a comfortable environment to ask questions
they might otherwise refrain from asking in the presence of parents of the children we
serve.
To measure the perceived value of the series, I passed out evaluation forms to
attendants at the close of each lecture. The social validity measures included a 5-point
rating scale on items such as increasing knowledge, value of topic, and usefulness of
information presented. I presented the survey outcomes as part of the autism conference
(see appendix). I was very touched by the willingness of the speakers to volunteer an
evening for our program, and I was encouraged by the good turn out by staff and parents.
Presentation Preparation
Once our proposal to present was accepted in January, I gave the supervisors copies
of the presentation outline and asked each presenter to begin formulating her portion of
the workshop. While I would be responsible for the majority of the technical portions of
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the workshop and data presentation, each supervisor would be responsible for explaining
her own role within our model (e.g., head teacher, curriculum coordinator/zone design,
inclusion coordinator/parent trainer). Two of the three supervisors expressed some
anxiety about public speaking. I offered to meet with them as the event approached to
help with any areas they might be unsure of by that point. I also offered to review written
notes at any time. We continued our regular monthly meetings, as well.
Videos of elements of the program were to be included throughout the workshop.
During our monthly teacher meetings, we discussed some possible examples to film. As
an organization, we had purchased some technical equipment to use for presentations.
:KLOHLWZDVWKHLQGLYLGXDOVXSHUYLVRU¶VUHVSRQVLELOLW\WRYLGHRDQGORJFOLSV/DXUDKDG
offered to help edit video to the presentation slide show. Dates for editing were to be
scheduled closer to the actual presentation.

Professional Development
As an organization, professional presentation opportunities are offered to those
members we feel have achieved a specific level of expertise within our program. The
field of behavior analysis requires the dissemination of knowledge as a major goal for the
applied use of theory (Komaki, 1998). Laura and I try to reward these efforts with certain
status opportunities, such as paid conference registration with overnight
accommodations, a group dinner and evening out, and professional citations on vitas.
Part of our mission for Partners in Learning is to provide professional opportunities
competitive with other organizations so that we can add to the collective knowledge in
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our field. In recognition of the hard work and despite the expense, we were pleased to
offer the conference presentation as a reward for jobs well done.

External Resistance
Clarity
In April, most of the assessment data on staff performance were complete, and I felt
things were going well. One of the presenters who had previously expressed anxiety
approached me with some outline notes. We met and I offered some minor suggestions,
as I encouraged her to feel confident in her expertise within her role. She appeared
anxious and unsure of her ability to present. My notes on this interaction reflect her
XQFHUWDLQW\³,NQRZVKHFDQGRDJUHDWMREEXWVKHVHHPVWRZDQWPRUH,¶PQRWVXUHLI
,KHOSHGKHU´,ZDVDWDORVVRQKRZWRIXUWKHUGHYHORSKHUFDSDFLW\DQGFRQILGHQFHDQG,
was anxious on meeting the presentation deadlines.
Until that point, no one had given me any written information on their presentation
notes or video lists. Laura had scheduled some visits to help with video, but she had to
cancel due to her other responsibilities. I was getting worried about the video samples
and approached the other two presenters. Both expressed confusion about what to cover,
commentiQJ³7KHRXWOLQH\RXJDYHZDVYDJXH:H¶UHQRWVXUHZKDW\RXZDQW´,NQHZ
the editing process would take considerable time, and Laura was the only one with the
knowledge on how to use the equipment. I set up a meeting about the presentation for the
following week, as I was presenting out of state for another workshop shortly before the
spring conference.
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Capacity
At the meeting, all three presenters were unprepared. The teachers felt
overwhelmed with the upcoming May school calendar events (e.g., Mothers Day tea,
graduation practice, student evaluations, parent conferences, etc.). They complained that
the close quarters of the building did not allow for uninterrupted preparation and wanted
³WLPHWRZRUNRIIVLWHIRUWZRGD\V´LQDGGLWLon to their usual daily prep periods, thus
removing them from the schedule. The inclusion coordinator, already swamped with
VFKHGXOHFRYHUDJHSUREOHPVZDVQRWFRPIRUWDEOHVSHDNLQJLQSXEOLFEXWZRXOG³'RLWLI
\RXZDQWPHWR´,ZDVVWXQQHGDVZHKDG been working on the project for months with
this end as a goal.
I offered to go over the presentation topics in detail, suggesting again some video
examples. I understood to a degree how fast the event seemed to approach, but I
reminded them that this presentation was about what they did very well each day. I did
not think we could accommodate off site preparations at this point, but I told them once
they had video, they needed to coordinate with Laura ASAP for editing support. Things
appeared to be unraveling, and I wanted to help get things back on track.

Complaints and resistance
The video meeting with Laura was scheduled while I was away for the other
workshop event. Laura was under the impression, and so was I, that each presenter had a
video log to be transferred to the existing slide show as inserts. She arrived to find that
extensive video needed editing, and text was also not prepared. The staff relayed to her
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that I told them she would be doing that for them. This was hours of work in addition to
the video process.
'XULQJWKHPHHWLQJWKHVXSHUYLVRUVFRPSODLQHGWR/DXUDE\VD\LQJ³.DWK\KDGQRW
KHOSHGXVSUHSDUHDWDOO´7KH\GLGQ¶WNQRZZKDWWRGRDQGIHOWDOOWKLVZDVGXPSHGRQ
them at the last minute. Although I had given Laura a brief overview of what I
understood to be the issues before I had left, the blow up she faced made her angry. She
GLGQ¶WNQRZWKHGHWDLOVRIWKHPRQWKVRIPHHWLQJV,KDGKDGZLWKWKHPDQDJHUV6KHIHOW,
had left her with a mess and that I assumed she would input all their presentations. What
I thought was a case of pre- presentation jitters was a full blown meltdown from the
supervisors.

Internal Resistance
Old Patterns
While I was away, Laura called me after the meeting she had with the presenters.
Again, I was stunned that the supervisors felt I had not helped them prepare. I wrote in
my journal:
,¶YHVSHQWPRUHWLPHZLWKWKHVHJX\V PDQDJHUV RQWKLVSURMHFWWKDQDQ\RWKHUHYHQ
giving them a pep talk at ouUODVWPHHWLQJ7KH\¶YHKDGPRUHVXSSRUWWKDQ/DXUDDQG
I had ever received when we were training to present at (former organization)! Where
LVWKHSURIHVVLRQDOLVP",FDQ¶WEHOLHYHWKH\VDLG,GLGQ¶WKHOS«:KDWWKH\PHDQLV³,
GLGQ¶WGRLWDOO´
I was also saddened that Laura would feel I had dumped the task of inputting the entire
presentation on her shoulders when all I ever considered her role to be was to help with
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the new video equipment. I knew her time was dedicated to her own presentation at the
same spring conference. Communication was at a critical low.
Once we had an opportunity to give each other more information about the chain of
events surrounding the conference presentation, Laura and I were confused by the staff
response. We had always felt it to be an honor to be invited to present at our former
institute, and we wondered what we were doing wrong within our own organization. The
staff definitely saw this as a task and burden and not an important professional
opportunity. Somehow in all the preparations, I missed this key perspective. We knew
we would never have approached one of our former directors about the other in such a
manner. As behaviorists, we agreed we had somehow shaped these unwanted behaviors
and had not built the professional skills we desired in our management team.
In typical fashion, we blamed ourselves. We were used to doing it all, and the staff
seemed comfortable with that condition, as well. It was very tempting to revert to the
pacesetter (Goleman, 2002), pushing the supervisors along and saving the day. Time was
pressing, and both Laura and I were tired. The old way of fixing things seemed easier
than creating a collaborative repertoire among the team at the 11th hour.

Balance of Support and Accountability
Upon my return, I knew I needed to make a proactive move. During the previous
stages of the change process as we developed the zones and measurement procedures, the
supervisors appeared to be working collaboratively. According to Regan and Brooks
 ³:HGHILQHFROODERUDWLRQDVWKHDELOLW\WRZRUNDVDJURXSHOLFLWLQJDQGRIIHULQJ
VXSSRUWWRHDFKRWKHUPHPEHUFUHDWLQJDV\QHUJLVWLFHQYLURQPHQWIRUHYHU\RQH´ S 
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Progress towards collaboration had occurred within the change project, but this recent
explosion about the presentation was troubling. I wanted to clear the air and improve the
situation. I also wanted a good presentation showing all we had accomplished, but it
would be difficult to present a collaborative program in light of what had transpired with
/DXUD¶VPHHWLQJ
Despite a natural tendency to take charge, I shifted my approach slightly in order to
model direct feedback and attempt genuine communication of my needs and perspective.
I called a meeting at the end of my first day back to discuss concerns about the
presentation. No one had expressed any reservations to me at any point during the work
day, and it would have been easy to push ahead since there were no surface complaints.
Instead I took a risk and revealed what Laura had told me. I expressed my hurt and
confusion, as well as my disappointment that they did not see the opportunity to present
as a reflection of my confidence in their abilities.
The initial response on my new leadership actions from the supervisors was
reserved, but I pressed on. I wanted information because my perspective was very
GLIIHUHQWIURPWKHWHDP¶VYLHZVRQKRZZHSUHSDUHG2QHPHPEHURIIHUHG³,W¶VMXVWVR
HDV\IRU\RX<RXGRQ¶WQHHGPXFK time to prepare and are so comfortable doing it
SUHVHQWLQJ DQGLWFRPHVRIIJUHDW,MXVWGRQ¶WJHWLWWKDWIDVW´$QRWKHUH[SUHVVHG³,
DPFRPIRUWDEOHSUHVHQWLQJEXW,FDQ¶WSUHSDUHLQWKLVEXV\HQYLURQPHQW,QHHGTXLHW
You can work around all WKHFKDRVEXW,FDQ¶WWDNHWKHSKRQHVDQGWKHLQWHUUXSWLRQVZKHQ
,KDYHSUHSWLPHKHUH´$QGWKHRWKHUPDQDJHUVWDWHG³,¶PMXVWUHDOO\UHDOO\VFDUHG,
know you told me what you wanted me to do, but I get very nervous and forget what we
talked about. ,VWLOOGRQ¶WWKLQN,FDQGRLW´
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From that point, I felt we had a better dialogue. I reacted more in a coaching style,
HQFRXUDJLQJHDFKPHPEHU¶VFRQWULEXWLRQ³1RRQHFDQVD\LWEHWWHUWKDQ\RXFDQDERXW
DOO\RXGRKHUH´ZDVP\PHVVDJH,HPphasized that presenting is an honor in our field,
DQG,GLGQ¶WZDQWWKLVFRQIOLFWWRRYHUVKDGRZWKHYDOXHRIWKHRSSRUWXQLW\
Without getting overly specific, I offered some corrective feedback as well. I said
that I felt it was important for the supervisors to take some responsibility for lack of
preparation when Laura came to help. I emphasized that I was sincere in my offers to
assist, but it was unprofessional to expect someone else to input their entire presentation.
I asked for clarity for future presentations in terms of timing, preparations, and
role/responsibilities. My goal was to balance support with accountability to build a true
collaborative relationship in which we could work productively as group.

Motivation
Although oXUPHHWLQJVHHPHGWRJRZHOOP\FRQILGHQFHLQUHDGLQJWKHJURXS¶V
reaction was shaken. Obviously, I had thought things were going better than they were
before the meeting with Laura, and I was quite wrong in that case. It was tough to
motivate myself to present with a team that I felt, on some level, betrayed my leadership
and our daily working relationship. It reminded me of a child playing one parent against
the other, for certainly the managers knew Laura would not have explicit knowledge of
the entire presentation process. They felt safe dumping on her, a leader they seldom had
contact with, yet they were not comfortable approaching me with these issues despite all
our time together.
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Laura helped rally my spirits. I debriefed with her after my management meeting.
She encouraged my attempts at using a new approach and reminded me of the nature of
behavior change. It is a slow, uneven process, and mistakes are part of the picture. She
was disappointed, as well, that the staff have such high expectations for both of us to do
WDVNVWKDWZHZRXOGOLNHWRVHHWKHPLQLWLDWH6KHPDGHDQDQDORJ\RIWKHIDEOH³+HQQ\
3HQQ\´LQZKLFKPDQ\ZLOOHDWWKHEUHDGEXWIHZZDQWWRSODQWWKHVHHGVJDWKHUWKH
wheat, and bake the bread. We agreed to continue to look for ways to improve
motivation on the staff level with contingent rewards, making a conscious effort to
identify the behaviors that approach initiative actions, as well as the actions that appeared
to enable a dependent pattern. We, as leaders, were motivated to see those changes
emerge.

Leadership Identity Crisis
Actions
Shifting from pace setting to collaboration involved as much action as inaction
(Goleman et al., 2002). It was increasingly difficult for me to allow the supervisors to
own the project and presentation as the date for the spring conference approached.
Although I was busy completing various tasks as director, I really wanted to write
detailed lists and even text for the workshop speakers. It appeared from their reaction that
the supervisors would have preferred a return to the former leadership conditions, as well.
The structures in place for the actual zone changes were fairly effective, and we
were on track with those elements. The meetings and outline did not produce the same
positive outcomes for the presentation preparation. The managers were obviously
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stressed and did not feel comfortable coming to me to get meaningful help in completing
their assignments. I was not sure if the reasons were capacity related, or simply they did
not value presentation opportunities but could no longer avoid the tasks once Laura
arrived to help organize.

Values
As a leader and teacher, I have always felt it important to motivate and support
others to achieve. When our program was new, modeling how things needed to be done
was important in getting staff motivated towards the possibilities for the children. But as
*ROHPDQ  FDXWLRQV³ZKLOHWKHSDFHVHWWLQJDSSURDFKKDVLWVSODFHLQWKHOHDGHU¶V
tool chest, it VKRXOGEHXVHGVSDULQJO\UHVWULFWHGWRVHWWLQJVZKHUHLWWUXO\ZRUNV´ S 
I was beginning to realize that continuing to model was likely taking the program in the
wrong direction. Perhaps when I thought I was modeling initiative, I was really creating
a dependency model that did not support higher goals of achieving transformation and
capacity improvements for staff.

Collective Agreement
During the last few days before the presentation, Laura and I worked on some
guidelines to get us through the upcoming event. While we did not want to completely
rescue the situation, we knew the staff behavior changes we desired would need more
time than we presently owned. We brought the managers together at the preschool, and
later at the conference center, and together we finished the remaining tasks. We did a
larger group dinner and then removed members to our hotel room to work and practice on
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the presentation a final time so all would achieve proficiency with their parts. Once the
work was done, we went out together and joined the other members for some fun,
FRQWLQJHQWXSRQWDVNFRPSOHWLRQ/LNHWKHDQDORJ\RI³+HQQ\3HQQ\´QRRQHDWHWKH
bread without helping in the process.

Feedback from the Data
Quantitative Data Results
The feedback we received on the guest lecture series was very favorable, and the
treatment adherence to protocols per learning centers scored high, as well (see appendix
A for study results). The majority of the surveys viewed the topics as valuable and
increased parWLFLSDQWV¶NQRZOHGJHVKRZLQJVRFLDOYDOLGLW\7KHUDSLVWVZHUHFRQWLQXLQJWR
score highly on following training protocols according to the objective data collected
during zones, regardless of prior skill level. It appeared we were on the right path in
building capacity for the program under the conditions presented for the project. The
data for the spring presentation looked strong.

Qualitative Data
As previously revealed, qualitative information gathered on my leadership seemed
to diagnose me wiWKDQDVW\FDVHRI³&(2'LVHDVH´ *ROHPDQ ,QPrimal
Leadership*ROHPDQGHVFULEHVWKHV\PSWRPVDV³DQLQIRUPDWLRQYDFXXPDURXQGDOHDGHU
FUHDWHGZKHQSHRSOHZLWKKROGLPSRUWDQW DQGXVXDOO\XQSOHDVDQW LQIRUPDWLRQ«7KH
result is a leader who has onO\SDUWLDOLQIRUPDWLRQDERXWZKDWLVJRLQJRQDURXQGKLP´
(2002, p. 93). I certainly viewed the meeting Laura had with the supervisors as a critical
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incident in revealing an important problem in my relationship with the managers. I had
missed cues regarding the level of anxiety the presentation had produced, and I made
DVVXPSWLRQVRIRWKHUV¶DELOLWLHVEDVHGXSRQP\RZQH[SHULHQFHV,IDQHPRWLRQDO
LQWHOOLJHQFHWHVWKDGEHHQDGPLQLVWHUHGWRPHGXULQJWKLVWLPH,¶PVXUHWKDWP\VFRUH
would have fallen well below the mean.
I did feel I could learn from this information. As a behaviorist, my perspective is
typically one of hopeful change for most human behaviors with hard work over a period
of time. Although presently discouraged that I was not as insightful and emotionally
aware of what had evolved between me and the supervisors, I did believe the situation
could improve with the right balance of awareness and productive actions.

Success and Questions
The presentation went off without incident. Actually, it was a professional success
by most standards. Attendees gave us high marks in our consumer feedback, and many
people stayed to get more information on our program. The supervisors received many
compliments on their professionalism and dedication. A few even received offers of
employment, which, to my relief, were not accepted. The supervisors all thanked me for
the opportunity and were greatly relieved to have the task completed.
I, however, had many questions about my leadership. With the new insights about
the environment I seemed to create by helping too much, I was unsure how and when to
EDFNRII,WDSSHDUHGP\³KDQGV-RII´VW\OHIRUWKHSUHVHQWDWLRQ\LHOGHGFRQIOLFWLQVWHDGRI
collaboration. People were anxious rather than empowered. I failed to apply my
knowledge of systematic shaping and fading support (Cooper et al., 1987), thus creating
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confusion among the team and a predictable extinction burst of resistance as the expected
level of support was withdrawn (Milenberger, 2004).

Reflection
Looking back on the presentation experience, I can see both growth and need to
improve. I was very encouraged by the systematic speed in zone development and staff
performance measurement. I was thrilled that, when I reached out to other professionals
to help with my lecture series, I was met with positive participation. Some of the risks of
opening up and sharing the load had created a richness I could not have produced alone.
It was exciting.
However, not all activities during this cycle were so fruitful. It was a real reality
FKHFNZKHQ,UHFHLYHGWKHIHHGEDFNDIWHU/DXUD¶VPHHWLQJ$OWKRXJK,YDOXHGHPRWLRQDO
intelligence characteristics, I was out of touch with the anxiety levels and the desire to
perform of my management team. While I felt I was carefully guiding the process
without taking over, staff appeared to feel neglected. What I perceived as one of the most
powerful professional motivators was viewed as a painful burden. I thought we had
come together as a team for the project, but once the pressure hit, the traditional
boss/subordinate dichotomy returned. I wondered if that reaction negated any earlier
progress.
Although I was encouraged that we had pulled off a successful presentation, I felt I
had failed to empower the supervisors to truly act in collaboration. Once the presentation
ended, the supervisors appeared happy, but I was deflated. I had neglected to empower
myself in the process by making the expectation that I would do things too easy and
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accessible to the managers. The integrity of the process was my real prize, but I did not
win on that level.
/HDGHUVKLSZLWKRXWVRPHULVNFDQEHOLPLWLQJ$FFRUGLQJWR)XOODQ  ³WKH
SRLQWLVQRWWRIDLOVWXSLGO\«EXWWRIDLOLQWHOOLJHQWO\´ S ,NQHZWKDWFDSDFLW\
building needed to be a continued focus for our organization to achieve sustainability.
Logically, achieving improvements that were meaningful would require more time and
would likely produce more failures. I was still in this for the long term, and I felt I have
learned more about my actions and leadership challenges. I hoped when I failed in the
future, I would learn from those opportunities as well.

110
CHAPTER 8
Leadership Identity Revised
Introduction
During my action research cycles, increasing my own awareness of my leadership
theory as well as my actions as a leader were key areas of study. Daniel Goleman (2002)
identifies self-awareness as the starting point in developing emotionally intelligent
OHDGHUVKLS³6LPSO\SXWVHOI-DZDUHQHVVPHDQVKDYLQJDGHHSXQGHUVWDQGLQJRIRQH¶V
HPRWLRQVDVZHOODVRQH¶VVWUHQJWKVDQGOLPLWDWLRQVDQGRQH¶VYDOXHVDQGPRWLYHV
People with strong self-DZDUHQHVVDUHUHDOLVWLF«7KH\DUH honest with themselves about
WKHPVHOYHV´ *ROHPDQHWDOS 7KHRUHWLFDOO\LPSURYLQJDZDUHQHVVRIVHOILV
the foundation for empathy development and caring for the perspectives of others
(Goleman, 2000). Caring is also an attribute of relatiRQDOOHDGHUVKLSGHILQHGDV³WKH
development of an affinity for the world and the people in it, translating moral
FRPPLWPHQWWRDFWLRQRQWKHEHKDOIRIRWKHUV´ 5HJDQ %URRNVS 
The literature does raise questions regarding the usefulness of self-awareness.
According to B.F. Skinner, founder of behaviorist theory:
Awareness PD\KHOS LIWKHSUREOHPLV LQ SDUWDODFNRIDZDUHQHVV DQGµLQVLJKW¶
LQWRRQH¶VFRQGLWLRQPD\KHOSLIRQHWKHQWDNHVUHPHGLDODFWLRQEXWDZDUHQHVVRU
insight alone is not always enough, and it may be too much. One need not be
DZDUH RI RQH¶V EHKDYLRU RU WKH FRQGLWLRQV FRQWUROOLQJ LW LQ RUGHU WR EHKDYH
effectively- or ineffectively. (Wyatt, 2001, p. 68.)
At the close of the three action cycles, my level of awareness had changed, and I had
performed many actions. It was time to determine to what purpose my changes had taken
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my leadership abilities. This concluding chapter analyzes the effects and changes of my
leadership practices as I faced both internal and external challenges through the action
research process.
Leadership Challenge
The challenge to move towards proactive change can involve struggles on both a
SHUVRQDODQGRUJDQL]DWLRQDOOHYHO$V)XOODQVWDWHV³FKDQJHFDQQRWEHPDQDJHG,WFDQ
be underVWRRGDQGSHUKDSVOHGEXWLWFDQQRWEHFRQWUROOHG´ S :KLOHP\
espoused theory does not emphasize control, the reality of my theory-in-use involved
struggles relating to control of my internal dialogue as well as my overt actions, while the
organization challenged the evolving changes.

Challenge Within
I wanted to build a quality organization that could achieve the goals of our mission
statement: providing effective behavioral intervention in a natural, applied environment
of our community preschool. I had vision and expertise in program implementation, but
limited fluency in effectively leading others to achieve this mission. I was uncomfortable
as I transitioned from my duties as a clinician to director/manager. I was not used to
feeling so incompetent for such extended and varied durations.
,ZDVIRFXVHGRQEHOLHIVFRQVLVWHQWZLWK*ROHPDQ¶V  FRQFHSWRIWKH³RXJKW
self- WKHSHUVRQZHWKLQNZHVKRXOGEHFRPH´ S ,IUHTXHQWO\IHOWIUXVWUDWLRQZKHQ
I did not live up to my own standards of what I ought to know, should be doing, or had
not learned fast enough. I was used to operating from a position of knowledge for many
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years. It was challenging to allow myself the time and experiences in order to grow into
my newer leadership role.

Challenge Without
,ZDVOHDGLQJDWDOHQWHGJURXSZHDU\RIWKHUHDFWLYHFKDQJHVRIRXUQHZFRPSDQ\¶V
reorganization. My colleagues seemed comfortable with my enabling ways of taking
care of multi-level responsibilities, both appropriate and inappropriate for my position as
director. Like most three ring circus shows, it can be entertaining and frustrating to
watch simultaneous performances. Something relevant would undoubtedly be missed
amongst all the stimuli, and it is difficult to join in the action.
Tension from our organization members was a force that likely impacted the
direction of the change process in both overt and covert ways. As I began to implement
some of the action plan steps, the reactions from the organization shaped my behaviors.
At times I was energized by the progress, particularly the restructuring of the zone
learning centers. Other occasions slowed momentum, especially the lack of direct
feedback from my co-workers during the preparation for the presentation. I did not
recognize subtle signs of resistance until the critical blow up that occurred while I was
away.

Espoused Theory Revisited
My leadership theory can best be visualized through three lenses: behaviorist,
emotional intelligence, and relational leadership with servant and transformational
values. The fusion of these approaches stem from an identical moral purpose to improve
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the lives of those who follow with meaningful interactions (Skinner, 1971; Goleman,
2002; Regan & Brooks, 1995). I am opposed to a dominant leadership model because
coercion is counter productive to cooperation, limiting growth and accountability
WKURXJKRXWWKHRUJDQL]DWLRQ$V*ROHPDQVWDWHV³,IWKHRQO\WRROLQDOHDGHU¶VNLWLVD
FKDLQVDZKH¶OOOHDYHWKHRUJDQL]DWLRQLQVKDPEOHV´ *ROHPDQS 
The goal of my espoused theory is to provide for a cooperative learning process
achieving growth for all involved in the leadership dynamic circle. Learning to assess the
needs, motives, and effects of change on myself and others is the basis of my value
system. The primary purpose of my role as a leader is to strive for balance between
personal, individual, and organizational perspectives while acting as a change agent for
improvement.

Behavioral Foundation
Behavioral principles are based upon the objective to improve human behavior to
benefit the subject (Cooper, et al., 1987). Improvements are measured via clearly defined
goals, looking for incremental changes in observable behaviors approaching the desired
or target outcomes (Barlow & Hersen, 1984). Behavior analysis uses systematic methods
to change how organisms interact with the surrounding environment towards positive
outcomes. Research for applied behavior analysis follows the scientific method
comparing baseline and treatment conditions to assess a causal relationship for behavior
changes between the variables (Miltenberger, 2004; Alberto & Troutman, 2001).
Behavior analysis leadership can involve controlled, planned and overt actions to
institute behavior changes. These actions can sometimes be confused with a desire to
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FRQWUROIROORZHUVDFRPPRQVWHUHRW\SHVLPLODUWR*ROHPDQ¶VFRPPDQGLQJOHDGHU
³GHPDQGLQJLPPHGLDWHFRPSOLDQFHZLWKRUGHUVEXWGRQ¶WERWKHUH[SODLQLQJWKHUHDVRQV´
(Goleman, 2002, p.76) . However, the underlying ethics of behavior analysis is to
improve, not control (Cooper et al., 1987). Effective behavioral leadership creates
opportunities via skill development and interactive problem solving (Komaki, 1998). It
involves thoughtful, meaningful changes that respect the integrity of the individual, a
value that is a cornerstone of my personal leadership theory.

Emotional Intelligence
Emotional intelligence (E.I.) emphasizes the interaction between leaders and
followers, stressing the recognition of motivation, actions and sensitivity through
perspective-taking (Goleman, 1995). Key leadership competencies are self-awareness,
self-management, social awareness, and relationship management (Goleman, 2002, p.
 $FFRUGLQJWR*ROHPDQ  ³(PSDWK\EXLOGVRQVHOI-awareness; the more open
ZHDUHWRRXURZQHPRWLRQVWKHPRUHVNLOOHGZHZLOOEHLQUHDGLQJIHHOLQJV´ S 
E.I. leadership objectives involve a raised awareness of the dichotomy between
WKHRU\RUWKH³LGHDOVHOI´DQGDFWLRQVRUWKH³UHDOVHOI´ *ROHPDQS ,Q
OHDGHUVKLSWHUPVWKHLGHDOLVWKHOHDGHUVKLSWKHRU\ZKLOHWKHUHDOLVWKHOHDGHU¶VDFWLRQVRU
theory-in-use. When the two are in sync, the leader has achieved resonance (Goleman,
2002). During the process of my research cycles, I strived to better develop my
leadership theory as well as raise my awareness of which actions brought me closer to my
ideal. Behavior analysis provided the framework to define and measure my progress.
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Relational Leadership
Relational leadership is based upon five key attributes: collaboration, caring,
courage, intuition, and vision (Regan & Brooks, 1995). The theory embraces the
experiences and perspeFWLYHVRIZRPHQDVOHDGHUVZLWKWKHJRDORIMRLQLQJ³UHIOHFWLYH
practitioners of both genders who have consciously integrated masculine and feminist
DWWULEXWHVRIOHDGHUVKLSLQSUDFWLFH´ 5HJDQ %URRNVS /HDGHUVKLSEHKDYLRUVWKDW
define these attributes include defining mission and purpose, taking a certain amount of
ULVNVFRQVLGHUDWLRQRIRWKHUV¶SHUVRQDODQGSURIHVVLRQDOQHHGVDQGFUHDWLQJDQ
environment that invites shared ownership.
Relational leadership encourages a balanced perspectiYH³ORRNLQJDWZRUNWKURXJKD
lens of gender equity or work-SHUVRQDOOLIHLQWHJUDWLRQ´ 5DSRSRUWHWDOS 
³5HODWLRQDOOHDGHUVE\PDNLQJFKRLFHVDOLJQHGZLWKRXUILUPO\KHOGEHOLHIVDERXWWKH
GLJQLW\DQGZRUWKRIHDFKLQGLYLGXDO«PDNHPDQ\VPall, but significant impacts on the
VFKRROVLQZKLFKZHZRUN´ 5HJDQ %URRNVS 'HGLFDWLRQWRFDUHHULVQRW
measured by hours spent at work, but rather overall effectiveness and contributions to the
goals and mission of the organization. Like behavior analysis, relational leadership is
GHGLFDWHGWR³SURPRWLQJKXPDQGHYHORSPHQWDQGUHVSRQGLQJWRWKHQHHGVWKDWDUH
UHDOL]HGZLWKLQLQWHUGHSHQGHQWUHODWLRQVKLSV´ 5HJDQ %URRNVS 2XURULJLQDO
analysis of our organization revealed strengths in the human resource frame (Bolman &
Deal, 1997), finding that are in line with my personal leadership beliefs and values.

Leadership Ideals
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My ideal leader self is an inspiration to my colleagues. As an ideal leader, my
actions stem from a moral purpose to improve existing conditions. I have a knowledge
base that serves as a resource to those in need of guidance or information. I continue to
learn from the strengths of others in a dynamic exchange that was beneficial and
balanced. My vision is focused, and my communication skills are clear.
As an ideal leader, my work is meaningful and challenging. My actions are useful
and with purpose towards a greater good. I create an environment that would encourage
growth for all members, surrounding myself with those who were like-minded in drive
and beliefs, but with varied strengths and abilities. Collaboration and support foster a
work pace that solves problems. As an ideal leader, I create a professional community
that operates and relates as a functional family.
My ideal leader-self is confident. I receive a frequent stream of feedback from my
colleagues. I freely ask questions, solicit advice and offer guidance as needed, and my
co-workers reciprocate. My communication style is honest, direct and compassionate. I
encourage others to define their ideal selves and approach resonance. We, my leader-self
and followers, journey together towards this end.

Theory in Use Revelations
Goleman emphasizes the importance of visualizing the ideal leader self (Goleman,
2002) and recognizing that translating the ideal into actions is an uneven process. My
three action research cycles uncovered critical revelations regarding my leadership
actions throughout the change project. The first cycle focused on improving my
communications as we created a shared vision and disseminated the mission throughout
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the organization. The next cycle identified the change project and uncovered capacity
needs throughout the program. The third and final cycle involved collaboration and
resistance.
Cycle I: Vision
7KH&\FOH,VFDQUHYHDOHGWKHODFNRIFRKHVLYHXQGHUVWDQGLQJRIRXUSURJUDP¶V
mission and vision. It became apparent that the direction of Partners in Learning growing
as an inclusive model for young children with and without autism was not clearly
understood or embraced by all members. The vision had not been clearly articulated to
everyone, and many senior management members did not take part in its development.
Laura and I needed to involve more of our team in the foundation of our new
organization. I realized I needed to take time from the actions of leadership and cultivate
a more collaborative environment.
Prioritizing collaboration through shared vision and moral purpose involved more
personal interactions with the staff. I needed to find time to communicate and involve
others and begin to fade out of the continuous crisis mentality in which I was operating. I
needed to focus even while feeling pulled by conflicting responsibilities. I began to
change my schedule to incorporate more meetings with staff and also spent time
developing a clearly defined mission with our team. I started to recognize the importance
RIOLVWHQLQJWRVWDIIPHPEHUV¶SHUVRQDOJRDOVDQGEeliefs, as well.

Cycle II: Capacity and Change
Cycle II focused on identifying the change project while assisting our members with
goals for individual and program growth. Spending one-on-one time as well as group
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meetings during Cycle I gave me opportunities to learn more regarding the perspectives
of others within the organization. I began to see a little more of the strengths and
weaknesses of the team, revealing a need to improve training and support if our mission
was to be shared. Selecting the learning zones as the change environment allowed me to
focus on building capacity in a setting that was consistent and offered frequent contact
with many team members. The scan and my journal notes identified the zones as our
weakest program area and improvements within this part of our model could have
positive ripples permeate across the organization.
During Cycle II, the critical discovery for me was uncovering the pacesetter
leadership approach I was utilizing. I started identifying leadership behaviors in line with
this style, but it has taken some time to understand the implications. Cycle II involved
gathering information through my interactions with colleagues, producing a sketch of my
leadership identity. I began to get some clarity on my leader self, but I needed to layer
experience coupled with a better alignment with my personal leadership theory in order
to reveal a three dimensional leadership portrait.

Cycle III: Collaboration
The work of Cycle III involved many collaborative projects. The team needed to
operate cohesively to restructure the learning centers, train staff and to prepare for the
spring presentation. During the process, it became evident that certain tasks seemed to
build the team better than others. It appeared that re-organizing the zones fostered
ownership and helped many managers hit their stride. However, tasks involving the
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presentation uncovered resistance and high levels of anxiety. People were brought out of
comfort zones reluctantly.
During Cycle III, a critical incident surrounding responsibility for preparing for the
presentation occurred. I realized functional communication was severely lacking
EHWZHHQPHDQGP\PDQDJHPHQWWHDP:KHQ,KHDUG³,QHHGKHOS´ZKDWZDVEHLQJ
coPPXQLFDWHGZDV³,GRQ¶WZDQWWRGRWKLV<RXFDQGRLW´,VWDUWHGWRVHHWKDWP\
pacesetting behaviors were not producing staff accountability. It seemed my busy actions
had been creating an expectation that the workload did not need to be shared.
I also realized that I was isolated from authentic and important feedback from my
team. While I was away presenting at another conference, the staff vented concerns to
Laura when she came to help with the video portion of the group presentation. Although I
ZDVQRWVXUHKRZ,NQHZ,ZDQWHGWRPRYHIURP*ROHPDQ¶V  SDFHVHWWHUOHDGHUWRD
FRQWH[WVHWWHU³WKHGHVLJQHURIDOHDUQLQJH[SHULHQFH- not an authority figure with
VROXWLRQV´ )XOODQS 

Leadership Analysis Lessons
WheQUHYLVLWLQJ%)6NLQQHU¶VFRQFHUQVUHJDUGLQJWKHLQIOXHQFHRILQVLJKWXSRQ
relevant actions, I wanted to assess if my self-discovery journey had yielded significant
behavioral changes in my leadership. A desired outcome would show that the gap
between my espoused theory and theory in use had narrowed from the baseline of the
LQLWLDOVFDQRIWKHRUJDQL]DWLRQ$FFRUGLQJWR)XOODQ  ³WKHURXWHWRPDNLQJPRUH
JRRGWKLQJVKDSSHQDQGSUHYHQWLQJPRUHEDGWKLQJVIURPKDSSHQLQJLVDSURFHVV´ S
113). My personal process had yielded both mistakes and progress as I began to realize
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that I needed to develop my own leadership capacity to support my transformational
theory and values. The qualitative data suggested that my servant leadership actions
(e.g., doing tasks for staff rather than supporting their development) were roadblocks in
both the collaborative process of a shared vision, as well as improving staff capacity.
Intelligent Errors
During my action research cycles, I certainly made my share of errors in leadership.
Due to my novice level as director, I was not always clear as I communicated the vision
of our organization. I continued to perpetuate an expectation that I would do tasks
myself, mainly because I lacked time and skills to effectively train others to complete
these duties. My busyness likely discouraged communication from those around me, thus
discouraging collaborative opportunities and empowerment for my team.
Incorporating some of the newer strategies Laura and I had learned through our
leadership studies generated some important information, but our clumsy applications
likely isolated some of management. I was on a learning curve and could not clearly
explain these approaches (e.g., scanning process, group sharing activities, etc.), and I
experienced some hits on credibility. Also, it was late in the process of cycles before I
could apply my strengths as a behavior analyst towards my leadership project: my own
actions.

Fortunate Progress
Becoming a more reflective practitioner turned my observant eye inward. The mind
set of reflection over reaction began to change aspects of my daily schedule. I
experienced a subtle shift in perspective when I became aware of my tendencies to over-
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act, and I began to pause and assess. The act of slowing down produced an important
side effect: I began to learn from my observations. As Goleman (2002) advises, I needed
WR³VORZGRZQLQRUGHUWRVSHHGXS´ S 
Defining a more concrete vision and program objectives improved some of my
communications. Also, developing a better concept of my leadership goals and
corresponding behaviors helped clarify the direction in which I wanted to move in order
to approach a better blend of my espoused theory and theory-in-use. Awareness of my
actions and responses, as well as what motivated and sustained my patterns became part
of my own behavior plan. Applying the principles and skills I had developed through my
work proved valuable as I took steps to improve my own development as a leader.

Approaching Synthesis: Critical First Steps
Awareness
The realization that I was leading in a frenzy of activity that actually had a name
(i.e., pacesetting) defined by Goleman (2002) was surprising, comforting, as well as
disturbing. Producing so much action made me feel harried and isolated. After learning
about the pacesetter style of leadership, I realized that others had been through the same
issues, experienced similar benefits, and made mistakes that I had been making. I could
get some short term results that can benefit the long term vision, but if continuing without
evolving my efforts would prove counter productive. Instead of building unity, I was
often alone. Instead of empowering staff, I was enabling dependency. More was not
EHQHILFLDOLQWKLVVWDJHRIWKHRUJDQL]DWLRQ¶VJURZWK,QHHGHGWRPDNHVRPHWKRXJKWIXO
changes in my leadership behavior to move closer to my own leadership goals.
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I began to understand the importance of reflective practice so I could move from
reactive towards proactive leadership. I had learned the value of stepping back and
observing the behaviors of the children and staff through my years in the field of autism.
Often an hour of observation could produce long term improvements for the program.
Reflection on my own behaviors as a leader could also give me needed information about
the effects of my leadership.
In order to change my behavior, I needed data. Reflection through my journal
helped me track my behaviors and recognize patterns. The challenge was to prioritize
time to engage in reflection while focusing on shared vision actions necessary to keep the
program going. Through the action research process, I found that lack of awareness and
insight were, LQGHHGSDUWRIWKHSUREOHP³EXWDZDUHQHVVRULQVLJKWDORQHLVQRWDOZD\V
HQRXJKDQGLWPD\EHWRRPXFK2QHQHHGQRWEHDZDUHRIRQH¶VEHKDYLRURUWKH
conditions controlling it in order to behave effectively- RULQHIIHFWLYHO\´ :\DWWS
68.). Awareness helped define my leadership development, but the need for productive
action plans would help me become a change agent in approaching resonance in
leadership (Goleman, 2002).

Balance
Increasing the level of awareness of my own actions revealed disconnects between
my theory and practice on a variety of levels. Although I was busy, things were not
getting done. I was pulled in different directions, but feeling stalled. So much of my
mental and physical energy was devoted to work that I had little left over for other areas
in my life such as family, friends or myself. I had wanted to build an organization that
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embodied professionalism while maintaining family values and individual growth, yet I
was neglecting these areas for myself.
Slowing down in order to reflect and learn from my behavior reminded me that I did
desire a more balanced relationship with work and other areas of my life. During the first
F\FOH,ZURWHVHYHUDOUHIHUHQFHVWRIHHOLQJRYHUH[WHQGHGVXFKDV³,QHYHUKDYH enough
WLPHIRUDQ\WKLQJ)RUJHWDERXWDOLIH´DQG³:KDWFDQ,GRWRPDNHWKLVEHWWHU"$UHZH
KDYLQJIXQ\HW"´/DXUDDQG,KDGVHYHUDOFRQYHUVDWLRQVDERXWRXUOHYHORIVWUHVVMRNLQJ
³:HXVHGWREHIXQ´
Also, reflection coupled with an action plan helped me act with more thoughtfulness,
particularly by the close of Cycle III. My notes reveal progress in realizing the
importance of thoughtful responses over immediate reaction for some situations, such as
³,QHHGWRIROORZWKHIHHGEDFNPRGHO /HWWLQJWKLQJVEXLOGXSLVQRWKHOSLQJ´,FDQVHH
now that in order to act with emotional intelligence, I had to slow down, listen more, and
better read unspoken cues before the tension erupts. I also needed to attend to other areas
in my life so I couOGKDYHPRUHWRRIIHUDWZRUN*ROHPDQ¶VSRLQWWKDWVHOI-awareness can
LPSURYHRXUDZDUHQHVVRIRWKHU¶VSHUVSHFWLYHVZDVULQJLQJWUXHWRPH *ROHPDQ 

Future Challenges
Maintaining self-awareness beyond the change project presents an ongoing
challenge. Daily demands can require quick responses that do not allow time for much
reflection. While taking action may be appropriate for the situation, I want to avoid
falling back on habitual reacting. Like most new behaviors, I need to practice my
reflective repertoire frequently to become fluent.

124
I anticipate that shifting my own motivation system will also remain challenging. It
can be very tempting to accept the immediate reinforcement from problem solving.
Delaying gratification for a more meaningful payoff as staff skills evolve and grow
requires patience. Much like my work with the children, it is challenging to accurately
identify changes in program that are approaching higher-order transformations. I
continue to learn as I gain experience in leadership.
A final hurdle is sustaining a healthy perspective throughout the ebb and flow of the
FKDQJHSURFHVV)XOODQGHVFULEHVLPSOHPHQWDWLRQGLSVDV³OLWHUDOO\DGLSLQSHUIRUPDQFH
and confidence as one encounters an innovation that requires new skills and new
XQGHUVWDQGLQJV´ )XOODQS ,H[SHFWWRFRQWLQXHH[SHULHQFLQJVLPXOWDQHRXV
implementation dips as I am challenged by new situations and the more lofty goals of my
leadership theory. Although I will dip in both confidence and performance, it is likely
during these periods that I can grow from the opportunities presented by my mistakes,
perhaps transforming them into intelligent errors as I had done on past occurrences. I
have already closed a portion of the gap between my theory and practice by learning from
the challenges.

Reflection
$V,UHIOHFWRQDOOWKDW,¶YHOHDUQHGDQGH[SHULHQFHGWKURXJKP\DFWLRQUHVHDUFK
cycles, I seem to return to both Goleman and Skinner to help me make sense of the
changes in my leadership. Both Skinner and Goleman had ideals in theory coupled with
practical methods to achieve their goals and purpose. Both theories operate from
perspectives that are innovative and challenging, with a purpose to improve, not to
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dominate. Both express a respect for the individual and all that can be accomplished
through personal and organizational change. I look to their theories for guidance on how
to lead with actions that are authentic and aligned with my values.
I also find myself referencing relational leadership literature to help me approach
balance between the ideal and the real self. The demands of leading an organization
while raising a family and completing a degree can be difficult to manage. Conflicting
priorities are a regular occurrence. The pressure to attempt to juggle responsibilities with
some success can overwhelm the best intentions to remain focused, caring, and effective.
Resources on relational leadership address the issues of work/family balance in a direct
approach to issues and concerns and my personal reality.

Ideals vs. Real Actions
As I reflect on my leadership actions during my research cycles, I can see myself
leading with good intentions, but not always with the needed skills and capacity.
$OWKRXJK,GRQ¶WIHHO,VWUD\HGIURPP\PLVVLRQDQGYLVLRQIRURXUSURJUDPGHYHORSPHQW
I do see that my reactive responses were not very effective in building a collaborative
organization. Realizing that I had been operating in a pacesetting style during much of
Cycles II and III was an important self-discovery, but it has taken time to understand the
implications of my sophomoric plunge into the leadership pool. It is a formidable
FKDOOHQJHWRKHOSRWKHUVHYROYHZKHQ\RX\RXUVHOIDUHIXQFWLRQLQJLQ³VLQNRUVZLP´
mode.
I have thought a great deal on the risk/reward relationship of pacesetting leadership.
During this time in my leadership development, I was feeling bombarded with conflicting
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priorities and fumbled with how to move our organization with a reasonable measure of
competency. The sense of urgency to complete tasks and get others on board to help
reduce my frenzied workload was quickly moving me towards burnout, but I continued to
pace set. According to behaviorist theory, we repeat what is reinforced (Cooper et al.,
1987). As the subject of my own behavior analysis, I wanted to learn what reinforced a
rather uncomfortable condition.
Clearly, pacesetting can produce short term benefits. Things get done. Little
successes can build momentum and can inspire others when they witness concrete results.
For brief periods of time I could experience superficial leadership victories, thus
alleviating some of the pressure and feelings of incompetence. Over extended time,
however, this style had the serious down side of becoming a vicious cycle of dysfunction.
I certainly did not want to become addicted to the short term fix of pacesetting rewards.
I can better understand now how pacesetting can function as a bridge to leadership
evolution. This leadership style seemed to buy time as I learned from my experiences.
Pacesetting helped keep the organization afloat during rapid changes. I realize that I was
climbing the long ladder of leadership development. I still consider myself to be
hovering on the early rungs, but as I approach a higher vantage point, my perspective and
options expand.

Approaching Resonance
Goleman (2002) outlines the process for approaching leadership resonance though
five discoveries: (a) ideal self; (b) real self; (c) learning agenda; (d) experimenting; and
(e) developing trusting relationships along each stage of discovery (p.110). The merging
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of the ideal/theoretical self with the real self is a complex, uneven journey. The five
discoveries can serve as landmarks and encourage progress.
During my research cycles, I struggled to discover my own personal ideal leadership
profile. I experienced challenges as I attempted to gather information on my real leader
self as I functioned in real time. Cycle III uncovered important implications of my
pacesetting style, revealing critical isolation from feedback. Many times I was at a loss
on how to build the relationships that would support my new behaviors as a context-setter
leader (Fullan, 2001). It was difficult to develop a learning agenda for skills outside of
my experiences without guidance and feedback.
I worried a great deal about introducing more change into our program, and my
colleagues often mirrored my concerns with resistant responses. I experienced a constant
struggle to avoid returning to old leadership patterns of responding, and I cannot honestly
say I have overcome the urge to do things myself for efficiency. Familiar behaviors can
be preferred to new behaviors even when past methods were not successful. During the
early stages of experimenting with my learning agenda, I felt as if I was pretending as I
attempted to behave my way closer to my ideal self. It took time to develop a
comfortable acceptance of the uncomfortable process of growing into and authentic
leader.
Fortunately, my motivation to close the gap between my theory and actions
outweighs my desire to retreat for the most part. Addressing such important disconnects
identified in my journal DV³LVRODWLRQFDQQRWIRVWHUFROODERUDWLRQ´DVZHOODV³FRGHSHQGHQWEHKDYLRUVGRQRWHYROYHRQWRWUDQVIRUPDWLYHDFWLRQV´DSSHDOVWRP\VHQVHRI
logic on a basic level. The process of identifying which of my behaviors supports my
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leadership ideal is an ongoing development which I anticipate will continue into the
future for some time. Balancing thoughtful, methodical planning with effective action is
a current focal point in my learning progression.

Future Directions
Laura and I remain committed to our mission. We have plans to expand
programming in other regions of New Jersey, as well as increasing the size of our present
IDFLOLW\2XUSDUWQHUVKLSKDVEHHQDFULWLFDOVRXUFHRIVXSSRUWWKH³WUXVWLQJUHODWLRQVKLS
DORQJHDFKVWDJHRIGLVFRYHU\´(Goleman, 2002, p. 110). We often say that we doubt if
ZHFRXOGKDYHJRQHWKURXJKRXUFKDQJHF\FOHVZLWKRXWWKHRWKHU¶VJXLGDQFHDQGVXSSRUW
,IHHOZHDUHDFKLHYLQJ)XOODQ¶VFRQFHSWRISURGXFWLYHGLVWXUEDQFHRUFKDQJH³OLNHO\WR
happen when it is guided by moral purpose and when the process creates and channels
QHZWHQVLRQVZKLOHZRUNLQJRQDFRPSOH[SUREOHP´ )XOODQS DVZH
continue to address the gaps of autism programming.

Leadership Outcomes
Confidence
Presently, I am beginning to feel more confident in my role as a leader. I am less
afraid to delegate and ask for help, although both internal and external resistance still
RFFXUV$WWLPHV,IRXQG,ZDVDFWLQJLQDQRYHUO\DIILOLDWHVW\OHDOORZLQJ³SRRU
performance to go uncoUUHFWHGDQGHPSOR\HHVPD\SHUFHLYHWKDWPHGLRFULW\LVWROHUDWHG´
(Goleman, 2002, p. 66). I was too apologetic, too quick to take on tasks, often mistaking
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dependency for caring. I am now more likely to use my time and energy to be available
to offer assistance and constructive correction as opposed to doing the job myself.

Regaining a Sense of Balance
As I continue to gain clarity on my own path, I am witnessing some corresponding
benefits. I am starting to regain a sense of balance between work and the other areas of
my life with improved ability to focus and prioritize tasks. Overall, I have aligned
priorities within myself and reduced internal battles. Collaboration and shared ownership
across our programming has helped develop my leadership skills, and I feel empowered
by the group process. My current area of research concentrates on building capacity for
behavior analysts in both theory and applied practice. I am moving closer to my
authentic leader self: a leader who operates from a moral purpose, adapts appropriately,
and creates a context for others to achieve.
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