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A REFLEX MODEL OF LEADERSHIP DEVELOPMENT
A CONCEPT PAPER
RUSSELL W. WEST!

CASE INTRODUCTION: IT CAME FROM WITHIN

By the looks on their sullen faces as they filed in the room
Jor class, my suspicions were forming as to how last night’s
team meeting weni. Tricia spoke first: “I hate this game Dr.
West. You're making us fight one another. This class, I mean,
this game isn't Christian. Most of us have been the best of
Jriends since we've been here at seminary, but now we’ve had
to choose tasks over relationships-all becaitse of this game.”
Chris interrupted ber bandily, perbaps bringing residues of
last night’s fracas into the room with him: “What’s the
problem?  Everybody knew the deal before we staried;
everybody had a job to do. Thomas had his and I had mine.
Why's everybody complaining?” Thomas, laking a more
philosophical view, chided: “lts a post-modern world we’re
inheriting. Youve made us build this “lop down”
organization. Hierarchy is fading; relationship is the future,
man! (At this point, it was becoming painful as I bit my lip to
keep from betraying my pleasure with the rising anxieties I so
needed in the room if the class was going to be of any use at
all). I asked: “What bappened at last night’s team meeting?”
Marc veplied: “Chris (who was CEO at this entrepreneurial
stage of the game) fired Thomas for not completing his job on
time. Everybody jumped all over Chris for his Machiavelli
moves. They were yelling and stuff. Bad scene, Dr. West.”

Clearing my throat I began by announcing: “Sounds like
you had a tough meeting, and that your very young
organization has all the characteristics of a command-and-
control production-oriented machine. Sorry to learn that
some of you have been treated roughly by your peers. The most
interesting part of all is this: you think I have made you yell,
Jight, control, fire, eic.., is this right?” Heads were bobbing in
Sfervent agreement that I validated their position, at least until
I said: “Did anyone happen to notice I was not at your
meeling last night? Whaltever surfaced in your meeting —

b Russell West is Associate Professor of Leadership Education at Asbury Theological
Seminary
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your mock organization’s top-down model, your zero-
tolerance personnel policies, your power plays and insults —
came from within you. These implicit models of
organizational leadership are coded deep within you; they
preceded this class, any textbook reading, any game I have
hosted.” And just for dramatic, as well as Christian
Jormational effect, I added: “And apparently, you don't like
what you have found within.” With the stating of the
herelofore unnoticed fact of my complete absence from all
their design processes (since all of this was assigned oultside of
“the staff meeting,” a.k.a., class), nine students, nine precious
Christian ministry leadership learners who bad dared join me
in this experimental simulation focused on executive
leaclership reflex development, each stared back at me with
that ‘deer in the headlights’ look. It was as if it dawned on
everyone simultaneously: we bave met the enemy, and it is us
(not Dr. West, nor the class, nor the Doulos Game). Although
it had taken three weeks to get to this point in the game, it was
time now for “the class” to begin.

The foregoing exchange between professor and class
participants represents a fairly average slice of one of my
leadership classes. The scenario is a case-in-point instance of
a reflex-centered leadership pedagogy. This approach to
leadership formation aims for transformation at the core of a
person’s being, at the place where values and reflexes convert
to observable leadership actions. ‘The teaching strategy 1s
always met with extreme emotional receptions that range
from anticipation to anger; it is seldom met with apathy
however. Whether liking it or leaving it, participants’ reviews
over the years suggest they learned (at times in spite of
struggles with the often unconventional classroom process).
One learner’s used-with-permission reaction to “The Doulos
Group” simulation - one of the semester-long applications of
the learning model which functions like NBC'’s reality-TV hit
“The Apprentice” - offers a glimpse into the type of
transformative reactions possible:

Even though the “ah-ha moment” where the ultimate

connection  between  organizational/leadership
concepts presented by the texts and Doulos’ personal
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experience didn'’t take place until the final few weeks
of the semester, the process/journey itself was both
innovative and informative. Brilliant! My emotional
response differed throughout the experience. At times
1 was quite motivated and inspired while at other
times 1 was quite confused and frustrated. It is
important to note, however, that at all times I was
emotionally invested. In that regard, I was able to take
full advantage of the experiential element of the class
and thus also take full advantaged of the educational
aspect — I owned the material. It wasn’t just
something I learned. I was something I lived.?

In this essay, 1 propose a leadership development
approach that, in many of its features, contrasts with
conventional subject-focused classroom-based ones. Whereas
many seminary classes depend on information exchange

approaches between professors and students — these are
mediated through lectures, note-taking, required readings,
book reports, term papers, tests and grades — the model

discussed in this concept paper takes a different road.
Because leaders lead from the inside out, and the inside from
which they are leading is not fundamentally from their
cerebellum, then intentional leadership development
processes must be congruent with this reality. This position,
naturally, requires that I make explicit the methodological
undergirding of my teaching strategy.

ON METHOD

In this essay, I raise several questions pertaining to
method.  These questions do not function as research
questions as one might expect in a formal research design, but
serve a different purpose. This is a concept clarification
paper. As such it precedes, and is not the result of, a
rigorously executed research program. Concept clarification
plays an important role in theory-building processes which, in
time, can generate and support subsequent qualitative,
quantitative, historical or critical research designs. It helps
describe the nature of a phenomenon, its natural context and

2 C. Price, “Course Integration Paper,” Leading Groups and Organizations Course,
Spring 2003. Used by Permission.
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initial heuristic requirements.3 It provides what managerial
leadership scholar, Karl Weick calls “disciplined imagination”
that enables research processes to escape the trivialization to
which many validation-oriented research programs are
relegated due to their lack of relevance to actual practice.
Table 1 “Research Questions and Theoretical Claims,” outlines
the core questions and propositions which inform the
direction of this concept clarification process. Conceivably,
these propositions could inform subsequent research
procedures. These statements inform the general outline of
this essay as well.

The most general methodological question is this: Given
all that leadership is construed to be, in its multivariate shapes
and dimensions, how does one teach it? Leadership Reflex
Theory and the associated Leadership Reflex Pedagogy, my
working titles for the core concepts of this paper, are
increasingly my answers. The core focal areas of the
leadership education model proposed in this paper are
founded on the following questions and claims:

TABLE 1. RESEARCH QUESTIONS AND THEORETICAL CLAIMS

Research Questions Theoretical Claims

1. Given the immeasurably different views of
leadership and its emergence, and the
innumerable chaotic leadership
circumstances possible, how do leadership
€aucators ready learners I0I Service,
especially given the contextual learning
constraints of seminaries?

1. Phenomenon: Incongtuence is often evident
in what instructors assumne about leadership
(implicit) and how they conduct leadership
development (explicit). Claim:
l)CVCIUPUICHUU P[ULULUib LUilCLC w
leadership theories; these protocols should
function like instructional imperatives.

2. Given the evolution of a historical range of
options in adult educational theory/practice,
which of these options is more disposed to
sustaining leadership emergence of ministry
leaders?

2. Phenomenon: Contextual approaches are
more congruent with transformational
leadership-type formation aims. Claim:
Models which aim for reflex conditioning
are the best suited for contextual learning.

3. How does an episodic/reflex model of the
leadership process manifest?

3. Phenomenon: Leadership activates in
response to contextual demands. Claim:
Leadership action manifests from one’s
intrapersonal intelligence into the leader-
needy episode through one’s reflexes.

4. What instructional obligations are congruent
with this view of the leadership process?

4. Phenomenon: Cognitive leadership learning
has limited utility. Clezzz: Shaping
leadership intelligence must include the
conditioning of reflexes by addressing
response patterns at the conative and
contextual levels.

3 David A. Whetten, “What Constitutes a Theoretical Contribution,” Academy of
Management Review 14:4 (1989): 492. 490-493), p. 492

4 Karl E. Weick, “Theory Construction as Disciplined Imagination,” Academy of
Management Review 14:4 (1989): 516.

Journal of Religious Leadership, Vol. 3, No. 1 & No. 2, Spring 2004 & Fall 2004



A REFLEX MODEL OF  LEADERSHIP DEVELOPMENT A CONCEPT PAPER 177

In this exploratory paper, I intend to interact with the
questions and claims in Table 1 by exploring both leadership
development and adult development literatures while also
describing a leadership development construct 1 have
experimented with for more than twenty years in leadership
development classrooms with military officers, nonprofit
executives and congregational leaders. 1 explain the
leadership reflex construct and pedagogy, locate these
alongside other related leadership and educational theories to
which they may relate, and provide an ethnographic case
example of it in the design and implementation of a graduate-
level leadership course. I submit this as a “conversation
piece” that hopefully will invite each of us to be even more
earnest to make explicit that which often functions implicitly
in our own practices of leadership teaching and learning. The
paper is organized under the following headings: Pedagogical
Incongruence, Pedagogical Congruence, Overview of a
Leadership Reflex Model and Conclusion.

PEDAGOGICAL INCONGRUENCE: LEADERSHIP EDUCATION’S
DISTURBING FAULTLINE

Jack Mezirow, adult learning innovator: “A disturbing
fautline separates theories of adult learning from the practice
of those who try to help adults to learn.”> 1 want to re-
purpose his statement, from its andragogical philosophy
context; it pertains directly to a peculiar problem of teaching
leadership. It is my observation that a disturbing faultline
also separates theories of leadership from the practice of those
who form leaders. This is a fitting starting place for the
proposal of the Leadership Reflex Model and the pedagogical
model associated with it. It matters most in the context of “a
disturbing faultline.”

After more than 150 years and multiplied thousands of
studies in the interest of understanding leadership during that
time, the field of leadership studies proceeds without much
clarity about its core topic, leadership.0 James McGregor
Burns described leadership as “one of the most observed and

5 Jack Mezirow, Transformative Dimensions of Adult Learning (San Francisco:
Jossey-Bass, 1991).

6 Jospeh C. Rost, Leadership in the Twenty-First Century (Westport, CT: Praeger
Publishers, 1993).
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least understood phenomena on earth.”” Bass, in his 5000+
page Handbook of Leadership, with its 189 pages of
bibliographic  references, concludes:  “the  endless
accumulation of empirical data has not produced an
integrated understanding of leadership.”® Few would disagree
that its basic research program propagates “confusing and
often overlapping terms.”® It is described as “riddled with
paradoxes, inconsistencies, and contradictions....There are
probably few areas...which have produced more divergent,
inconsistent, overlapping definitions, theories, and
educational models than leadership.”19 Given the anomic state
of the field, it should not be surprising that it also projects
even less methodological clarity about how to form leaders.!1
Some have enjoined a debate as to whether leadership can be
taught at all. The agnostic compromise of Thomas Cronin, for
example, is often invoked by those who will not come to a
position about the relationship of leadership’s content and its
improving translation into the lives of people through
intentional developmental processes: “Leadership cannot be
taught, but it must be learned.”’? Likely, Cronin is more
doubtful of the adequacy of academic processes than he is of
the learnability of leadership. He has, most probably, only
seen the topic handled incongruently. And the topic is too
critical, like new wines are potent, to be jeopardized or
squandered by misplacement in the feeble wineskin of some
educational models. Such critics of leadership development
seldom offer congruent models.

Although each meta-analysis since Burke and Day’s
seminal examination of the state of managerial development
practice continuously since 1986 have called for more work to

7 James M. Burns, Leadership (New York: Harper Row, 1978), 2.

8  Bernard Bass, Bass and Stodgill's Handbook of Leadership: Research, Theory and
Application (New York: The Free Press, 1974), vii.

9 D. Ulrich, J. Zenger, , and N. J. Smallwood, Resulis-Based Leacdership (Boston:
Harvard Business School Press, 1999), 4.

10 Karen Klenke, “Leadership Education at the Great Ddivide: Crossing into the 21st
Century,” Journal of Leadership Studlies 1:1 (1993): 112,

11 Donald J. Campbell, Gregory Dardis and Kathleen M.. Campbell, “Enhancing
Incremental Influence: A Focused Approach to Leadership Development.”
Journal of Leadership and Organizational Studies 10:1 (Summer 2000): 29-44,

12 Thomas E. Cronin, “Leadership and Democracy,” in The Leader’s Companion,
ed. Wren, J. Thomas (New York: The Free Press, 1995), 308.
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be done to close the gaps between theory and practice,!? the
gap continues to yawn between theory and developmental
practice.  Collins, in her meta-analysis of managerial
leadership development practices, summarized the impact of
leadership research and theory upon the actual leadership
developmental enterprise to be “miniscule.”’ A few theory-
building efforts have helped in this direction,!> but there
remains much more to be done to help researchers and
practitioners to understand, conduct and evaluate meaningful
managerial leadership.16

I concur that more attention be paid to the simultaneous
generation of both leadership theory and developmental
protocols that best cohere to those leadership theories,
especially in ways which can be measured for results in the
lives of leader learners and the organizational communities to
which they may be sent. Theoretical claims should function
complementarily like instructional obligations that must be
satisfied in the developmental process. If an instructor or
writer offers a credo on how leadership functions and
students should ask “So what does that have to do with [my]
leadership practice?,” not only should a meaningful answer be
forthcoming, but the very content might be best served if
taught in a way that is exemplary of the natural pedagogical
imperatives arising from the nature of the theoretical content.

13 M. J., Burke and R. R. Day, “A Cumulative Study of the Effectiveness of Managerial
Training,” Journal of Applied Psychology 71 (1986): 232-245; C. Brungardt, “The
Making of Leaders: A Review of the Research in Leadership Development and
Education,” The Journal of Leadership Studies 3:3 (1996): 81-95; S. A. Lynham,
“Leadership Development: A Review of the Theory and Literature,” in
Proceedings of the 2000 Academy of Human Resource Development Annual
Meeling, ed. P. Kuchinke (Baton Rouge: Academy of Human Resource
Development, 2000).

14 Doris B. Collins and Elwood F. Holton 111, “The Effectiveness of Managerial
Leadership Development Programs: A Meta-Analysis of Studies from 1982 to
2001, Human Resource Development Quaiterly 15:2 (Summer 2004): 38.

15 Collins and Elwood, “Effectiveness of Managerial Leadership”; Campbell, Dardis,
and Cambell, “Enhancing Incremental Influence”; Gina Hernez-Broome and
Richard L. Hughes, “Leadership Development: Past, Present, and Future,” Humaan
Resource Planning 27:1 (2004): 24-32.

16 C. McCauley and E. Van Velsor, “Our View of Leadership Development,” in The
Center for Creative Leadership Handbook of Leadership Development, 2nd ed.
(San Francisco: Jossey-Bass, 2004).

Journal of Religious Leadership, Vol. 3, No. 1 & No. 2, Spring 2004 & Fall 2004



180 WEST

FULFILLING PEDAGOGICAL IMPERATIVE

Pedagogical imperative is my language to describe adult
instructional imperatives which naturally derive from the
integrated character of the subject matter. These guide
instructors toward what they must emphasize, what processes
and what contexts are necessary for the fulfillment of them.
Because of the nature of the instructional messages, some
elements must be introduced into a teaching situation in order
to ensure realization of the learning objectives implied by that
content. For example, because of the nature of cooking, not
any approach to teaching it will do. Cooking is a practice
oriented field, certainly dependent upon enormous law-like
theoretical constructions that approximate the way the world
works.  However, one could not satisfy pedagogical
imperative in a culinary school by lecturing abstractly, course
after course, in matters of thermodynamics, chemistry,
architecture and aesthetic artistry. The very makeup of the
subject, and its functional peculiarities in the real world,
demands that participants get past theoretically valid and
procedurally reliable recipes and substantively engage the raw
materials of their craft and cook! Further, one cannot
imagine a school where the master chef has not tasted the
soup of her protégés!

By invoking the image of such a ridiculous cooking
school, T am of course analogically tiptoeing around the very
real possibilities that leadership education inside of many
seminaries, in their natention 1o e pedagogical imperauve,
may be at times more reminiscent of the all talk/little action
fictitious culinary arts academy. In the introduction of their
popular book Strategic Stuff: Help for Leaders Drowning in
the Details of Running a Church, the authors indict seminaries
on this very point:

Ask any pastor who went to seminary how many
classes on church administration were required or even
offered. The typical response is laughter. Yet pastors
are required to hire, fire, manage and supervise,
oversee large budgets and the construction of buildings
and parking lots-all with little or no training and few
resources specific to ministry. Each month [since the
publishing of their book] we get dozens of phone calls
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or e-mails asking for advice on administrative and
leadership issues.1?

These authors assert that seminaries fail to do right by
their students, their curriculum or their ecclesial constituencies
when they do not provide such instructional meat in due
season.  When this occurs, there is something askew,
something incongruent, something disconnected in the
operative constructs undergirding the educational endeavor.
This is leadership education’s version of the “the disturbing
faultline” that Professor Mezirow decries in adult learning
practice.  Let us probe the faultline phenomenon with
examples from leadership theory.

PEDAGOGICAL IMPERATIVE IN LEADERSHIP EDUCATION

What does it mean for an instructor to cherish the
position: ‘Leaders are made, not born?’ The ‘born or made’
leadership debate has ensued since leadership has been
studied, without much concern, apparently, for any of the
practical implications of such a debate. If ‘leadership is
learnable,” (and the more than a 1000 leadership education
programs in colleges, universities!® and seminaries in the U.S.
suggests that someone believes that it is learnable), what
methodological protocols issue forth from such a belief? The
born or made debate is only one theoretical choice that
leaders and leadership educators have to come to terms with
as they move from implicit theories of leadership to explicit
constructions of leadership development. There are many
more.

Robert Terry, the late founder of the Center for Reflective
Leadership, in seeking to offer a pan-organizational
governance model, obliges leaders to make explicit choices
about their leadership literacy as the precondition to a mature
operational leadership ethic.’? In Table 2 “Terry’s Leadership
Construct Choices,” he poses several initial choices to

17" Tim Stevens and Tony Morgan, Simply Strategic Stuff: Help for Leaders Drowning
in the Deltails of Running a Chuirch (Loveland, CO: Group Publishing, 2004), 14.

18 Howard T. Prince I, “Teaching Leadership: A Journey into the Unknown.”
Located online on June 5, 2005 at
hup://www.utexas.edu/Ibj/research/leadership/publications/teaching_leadership.pdf

19 Robert Terry, Seven Zones for Leadership: Acting Authentically in Stability and
Chaos (Palo Alto, CA: Davies-Black Publishing, 2001).
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illustrate how the field of leadership studies, both for student
and teacher, offers polarities, contradictions and dilemmas.
Each polarity can be preceded by the following question. Is
leadership, in my implicit model, a matter of [complete
sentences with by selecting point along the continuums]:

TABLE 2. TERRY’S LEADERSHIP CONSTRUCT CHOICES

Born Made
Individual -------mmm e Collective
Positional Situational
Results - Initiations
Coercive -- - Consensual
Vision «--- Framing
Ethical -- Ethics-Neutral
Secular Concern --------- Spiritual Concern

So each person, teacher and student alike, arrive at
different conclusions about these spectral positions; this
makes the teaching moment a complex communicational
challenge. The question is asked again, but this time, with
this short list (and an implicit long list of a 1001 theoretical
propositions in the leadership literatures) before us: how is
one to teach to these theoretical commitments? How can the
educator create training contexts that allows participants to
move beyond relative implicit theories of leadership’s
functioning in the world? What developmental means prove
themselves inadequate in such the formational task? These
questions and more begin to arise when pausing to consider
the pedagogical/andragogical requirements that flow from our
suppositional systems about leadership and leadership
development.

The point is this: for each subject matter commitment of
an educator, which may take the form of implicit and explicit
theories and other content materials, there exists an implicit
debt as to what must be present within the learning moment.
When such an alignment is deficient or incongruent in some
way, the results are unsurprising: the learner satisfaction and
transfer of learning are mitigated. There is a better way.
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PEDAGOGICAL CONGRUENCE: PROPOSING A REFLEX
MODEL OF LEADERSHIP EDUCATION
In this section, we turn our attention to the central notion

of this paper, the reflex leadership model and its associated
pedagogical strategy.  After both brief discussions of the
conceptualization process and an autobiographical digression
to explain the origins of my heuristic hunches, I outline the
key elements of the leadership reflex model and discuss the
associated pedagogical model from an instructional design
perspective and how I have used the model.

CONCEPTUALIZING REFLEXES IN THE LEADERSHIP PROCESS
The leadership reflex construct has its origins in my
attempts to teach leadership that results in formed leaders,
and not only talk about and around the topic of leadership.
My premise:  leadership education should result in
measurable leadership development in the lives of
participants. It is easy to stand before a group of participants
and teach about leadership, without ever having to
demonstrate a relationship between an increment of training
and an increment of growth in the participant’s leadership
intelligence. This is especially true inside of formal academic
settings which rely heavily on the assessment of information,
rather than assessment of transformation in the life of
participants and the contexts where they are expected to
perform leadership service.20
In the model below (See Figure 1 “Four Elements of the
Leadership Reflex Model”), 1 have pictured the relationship
between these intrapersonal and situational dimensions using
concentric circles emanating from a person immersed in a
specific situation. Two middle rings are internal processes;
two outer rings are beyond but inclusive of the person, thus
they are situational or contextual. Beginning with the
performance demands of the situation (an urgent defect in the
form of a firebomb of a problem threatens destruction in the
episode pictured for us; it is, of course, an analogy for
uncertainty, chaos and the need for a time-constrained
intervention), and moving to the participant’s “read” of the
situation, one person is pictured as uncertain about the next
step. In the case of the other participant, something is

20 Mezitow, Transformative Dimensions, 8-9.
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triggered by the situation. It is unfortunate that my clipart
offers a “question mark” and a “lightbulb = idea.” These
images might suggest that the actor is merely thinking about
the next step. More likely, an interdigitation is underway
between the actor, past experience, predictive instincts, an
internal judgment scale weighing pros and cons of all options,
a countdown clock ticking off irreversibles such as time, an
internal supply clerk listing actionable resources at hand, an
ethics system screening the value such themes as life,
property, courage, self-transcendence, sacrifice, etc. This
synthetic fusion of self-efficacy, happening in nanoseconds,
erupts into a chain of causation, which works from the core
outward into the widest reaches of contexts that pertain. It
informs those habituated reflexes to translate intrinsic value
schemes into enacted ethics. The quality of those actions, and
thus those reflexes, and thus the utility of that habituated
ethical scheme, is not measured always in terms of
right/wrong, but adequate/inadequate or
satisfying/unsatisfying, good/better/best and similar value
scales, both positive and negative. Rather, there may be a
range of acceptable and unacceptable responses. The
question for leadership educators: how do you inform the
core processes of a person (not the cognition only) so that, in
the myriad of trivial and vital leader-needy episodes they will
encounter on a daily, moment by moment basis, emerging
leaders increasingly and consistently embody, access and
enact a wider range of appropridie response paiierns: iy
response is pictured in Figure 2, “West’s Leadership Reflex
Pedagogical Model” (below).
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FIGURE 1. FOUR ELEMENTS OF THE
LEADERSHIP REFLEX MODEL
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In seeking to teach leadership with integrity, I have had to
ask myself, where have 1 seen a palpable congruence
between transformative subject matter and didactic process
that resulted in measurably transformed leaders? If T had seen
such a model, was it methodologically compatible with the
ministry leadership education objectives that my vocation
called for? In order to fully answer the methods question of
this concept paper, and help readers make sense out of the
model, I must engage in a degree of autobiographical
digression.

AUTOBIOGRAPHICAL DIGRESSION: CAMOUFLAGED ORIGINS
OF A THEORY-IN-USE

“In my opinion, the best leadership development process

in the world is at the U.S. Marines.” This is the conclusion of

Jon R. Katzenbach and Jason A. Santamaria, authors of a

massive study published in Harvard Business Review.?! Their

article compared thirty organizations with the likes of Toyota,

Marriott, Home Depot, KFC, Southwest Airlines and Avon.

Their superlatives might have triggered an increased appetite

21 Jason Santamaria and Jon Katzenback, “Firing Up the Firing Line,” Harvard
Business Review 77:3 (May-June 1999): 107.
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in the business community for leadership lessons from the
Marines. Marines authors arose to the publishing occasion to
satisty that appetite with the appearance of such books like
Semper Fi: Business Leadership the Marine Corps Way by Dan
Carrison and Rod Walsh, business entrepreneurs and New
York Time syndicate columnists (published by none other
than the American Management Association), The
Extraovdinary Leader: Turning Good Managers into Great
Leaders by John Zenger and Joseph Folkman (senior
leadership of the Povant Group, the world’s largest
performance skills company) who dedicate an entire chapter
to the Marine’s leadership development practices and Corps
Values: All You Ever Needed to Know I Learned in the Marines
by former-governor Zell Miller.

But the question must be asked: what does this have to
do with the subject at hand, a reflex model of leadership
development?  Further, why should I rely on, much less,
propagate in this essay, a perspective that suggest that
religious leadership educators may do well to pay attention to
the training values of warriors? Can the irenic church, who,
in the words of the old spiritual, “ain’t gonna study war no
more” learn anything of leadership from those whose
leadership effects the “continuation of political action by
means force.”?2 I, and other students of high performance
leadership-driven organizations, think so.

In the Marines, I find a model of pedagogical congruence,
a satisfaction of pedagogical imperatives and a track record ot
predictable and measurable leadership development
transformation results in the lives of those who have partaken
in their training ethic. My orientation as a leadership
education professional occurred in U.S. Marine Corps’ Officer
Candidates School (OCS) in Quantico, Virginia; not as an
officer in training, but as one of the Non-Commissioned
Officer instructors (NCOs). In the early ‘80s, I was what the
Marine Corps called an “8511,” but what troops and civilians
might call a “Drill Instructor” (or just “DI” for short). I was an
agent of that crucible experience called “Officer’'s Boot
Camp,” a minus-13 week conditioning experience that trains,

22 This is the Marine Corps formal definition of war, Officer Candidate School
Handbook, 6001, SO-1
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screens and evaluates a candidate’s readiness to lead peers
and subordinates in the immersed conditions of strictly
controlled battlefield stress. Ever present, the drill instructor
staff engages a multi-sensory physical (25%), academic (25%)
and leadership (50%) conditioning theatre that is prescribed to
achieve one thing: test the mettle of every candidate to
determine if they have the qualities to be officers of Marines.23
As a drill instructor, tasked with the screening, evaluation
and training of civilian recruits for candidacy for the grade of
USMC 2nd Lieutenant, it was my duty to create controlled
battlefield stress conditions that allowed whatever was within
to work its way out. This was not to shame, tear down and
eliminate candidates, as “Officer and a Gentleman”
Hollywood portrayal might suggest.2? Rather, these simulated
conditions seek to bring home the domain of performance. As
the OCS Handbook teaches, “squads and drill are an excuse
to conduct evaluation.” In fact, everything in the training
environment, like a method to its madness, has its reasons.
Since its founding in 1775, the Marines have formed
leaders for sea service, battlefield and garrison. In that time,
a certain “leadership intelligence” has congealed which
informs the wbho, why and how of their leadership
development ethic. Ask any Marine what the Marine Corps’
14 Leadership Traits are, and they might rattle off, with
military precision, a string of traits that most young pastors
would love to have their congregational members
characterized by:  decisiveness, integrity, dependability,
Jjudgment, justice, tact, initiative, enthusiasm, bearing,
unselfishness, courage, knowledge, loyalty and endurance.
Incidentally, the same leadership formation values are
intentionally instilled into enlisted Marines (so called
“followers”), entering at the rank of private as well as officer
candidates who compete for commissions to the rank second
lieutenant. The Marines expect leadership to emerge in every
quarter of its human domain, at every level and in every
situation.  Consider this: if a commanding officer falls in

25 “Welcome Aboard,” Officer Candidate School Document, 2.

24 For every one Marine selected for the opportunity to endure boot camp, 249 were
rejected. The Marines are interested in keeping most of those who will have
made it this far, if the candidates are so willing (and able). John H. Zenger and
Joseph Folkman, The Extraordinary Leader: Turning Good Managers Into Great
Leaders (New York: The McGraw-Hill Companies, Inc., 2001), 207.
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battle, whoever is the next higher-ranking person (officer or
enlisted) is automatically the commanding officer of that unit,
no questions or discussion. Every Marine is committed to this
principle and trained for the eventuality of such a dark
providence. Their model of leadership is framed for the crisis,
when the formal positional leader with bars, stripes and stars
has suddenly become incapacitated, and the greenest of
corporals (enlisted) can suddenly become a captain (officer).
Their view of leadership holds that leadership is derived from
within.  Leadership intelligence shines in contingent
circumstances. Positional leadership is a temporary luxury
and leadership performance is expected of every member of
the organization at all times.

A typical training incident might involve an officer
candidate who has failed to completely lace a bootstring in its
proper “right over left” order. Such a one is categorically “out
of uniform” while on duty, (a grave offense). Were I to
venture upon this offer candidate in his state of military
unpreparedness, [ would secure his attention (using a
cultivated form of vocal presence...this, Hollywood does get
right) and engage him in a “counseling session.” The OCS
Handbook defines a counseling session as one of six means
of direct leadership development available to the training
staff.25 In this little counseling session, I would query him,
respectfully, about why he is out of regulation uniform. I
would hand to him a 3 x 4 inch pink “chit” on which the 14
traits appear at the top; on this 1 would have marked each
deficiency observed. 1 would impress upon him how his
“bearing fault” (failure to project command presence and
proper military comportment) his “judgment fault” (that he
would so construe the world a place that does not care about
his abuse of the tradition of that proud uniform), “knowledge
fault” (regulations, to be memorized by all, indicate what a
proper uniform is) and his “dependability fault” (entire Marine
Corps is depending on its members to pull their weight, not
take short cuts, be awake on duty, have their equipment in
proper order, etc.). For what probably seems like an hour to
the candidate, but is likely only three minutes (it has to be

25 The others include: Reaction Course, Small Unit Leadership Evaluation (SULE),
Impromptu Speech Evaluations, Drill Evaluation, Command Evaluation and
Tactical Land Navigation. “The First Step: Standing Operating Procedures,” SO-
1, Officer Candidate School Document (Quantico, VA: MCDEC, 1980).
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even as life and death ones. It is not that a Lieutenant will be
lost in battle due to their failure to think three dimensionally
about their leadership situations (for that would indeed be an
ultimate loss in its own right), but that Lieutenants represents
38-person platoons of young Marines. This makes the matter
an exponential one. That that Lieutenant might be one day
be promoted and become a captain or major and thus become
a company commander, representing a company (hundreds),
or as colonel a battalion (thousands) substantiates all cause
for the fault-surfacing trails by fire that the training staff can
muster.

Perhaps, in the context of these vital concerns, the
analogy begins to emerge for religious leadership educators.
For this reason, I have made the conversion and conditioning
of reflexes, informed by the person’s core materials, the focal
point of my leadership development ethic. I turn to these
elements now.

LEADERSHIP REFLEX MODEL:
CONCEPTUALIZING ITS CONSTITUENT ELEMENTS

Interactions between four constitutive elements comprise
my reflex construct of the leadership process. These elements
include habitus, reflex, episode and context of performance.
These elements, while free-standing descriptors (Figure 1),
also pertain to the pedagogical model on which it is based
(Figure 2). These elements can be thought of forensically as
representing internal and situational relationships; that whicn
happens within and through a leader as well as that which
frames the contextual performance demands.

Habitus, one’s conative seat of being,?8 is the core
element in a reflex model of leadership. When encountered
with a leader-needy situation, most people reach deep within
and sometimes beyond themselves for adequate solutionary

28 Conation or the Conative refers to the connection of knowledge and affect to
behavior and is associated with the issues of “why.” It is the intentional, goal-
oriented, or striving component of motivation, the provocative (as opposed to
reactive or habitual) aspect of behavior. It is closely associated with the concept
of volition, defined as the use of the will, or the freedom to make choices about
what to do. It is absolutely critical if an individual is [to] successfully engage in
self-direction and self-regulation. See W. Huitt, The Mind. Educational Psychology
Interactive (Valdosta, GA: Valdosta State University, 1996); See also W. Huitt,
“Conation as an Important Factor of the Mind,”  Educational Psychology
Interactive (Valdosta, GA: Valdosta State University, 1999). Located online on
March 23, 2004 at http://chiron.valdosta.edu/whuitt/col/regsys/conation.html.
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resources and forces. [Habitus is that place to which they
reach. Describing habitus is necessarily difficult as no one has
ever seen one; it is a descriptive construct that bridges
philosophies of personal and social agency (unobservable)
with social research questions (observable):  “it is both
subjectively constructed and objectively put into practice,
helping social scientists to bridge the gap between subjective
and objective sociological theories.”?  Many of the
investigations of those who seek to decode the “logic of the
soul,” social scientists such as behavioral and cognitive
psychologist, communicologists, educational theorist,
theological scholars,3 sociologists and anthropologists, have
led each, according the maps within their disciplines, a basal
orienting construct of human personhood that is very similar
to, if not actually the term, habitus3!.

The concept can be pieced together in the writings of
French sociologist, Pierre-Félix Bourdieu. He writes of:
habitus as a ‘socialised subjectivity;” a scheme of ‘lasting and
transposable dispositions;32 a ‘strategy-generating principle
enabling agents to cope with unforeseen and ever-changing
situations;33 and ‘history turned into nature’ where past is
latent in the present; formed through the embodied
accumulation and effects of dispositions; expressed through
durable ways “of standing, speaking, walking, and thereby of

¥ Greg Gallagher, “Reflections on the Epistemology and Key Conceplts of Pierre
Bourdieu” (EdD Assignment No. 3, August 2004), 12.

30 Gerben Heitink’s “theological theory of action” may provide starting places for
both theological and hermeneutical exploration of this notion. See Craig Van
Gelder's treatment of Heitink in relation to Schleiermacher and Habermas in
“Method in Light of Scripture and in Relation to Hermeneutics,” (in this journal
edition). Van Gelder draws inferences from Gerben Heitink’s Practical Theology:
History, Theory, Action Domains, trans. Reinder Bruinsma (Grand Rapids: Wm.
B. Eerdmans, 1999).

31 See the Kolbe Conative Index research or the CRESS “Conative Construct in
Learning” research for insights into conation as a core personhood concept basic
to educational development; Psychologist George Kelly's “construct system” and
“repertory grid;” Lloyd Bitzer’s “rhetoric of situation and the notion of exigence
in situation;” Fishbein’s 1973 “theory of reasoned action” in attitude formation:
Mezirow’s notion of “transformative learning” that takes place in the core identity
process; Loder’s “convictional knowing” that is commensurate with the “logic of
the soul;” David Kelsey, Edward Farley and Robert Banks, each different
theological education commentators, point to the value of a habitus construct as
a solution to dualistic theologies of self in the world in their writings; Bourdieu’s
anthropological and sociological work on habitus, fields and social capital
provide the foundation for other social scientists and philosophers.

32 P Bourdieu and L. Wacquant, An Invitation 1o Reflexive Sociology (Chicago:
University of Chicago Press, 1992), 126.
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feeling and thinking.”34 Others add, inferring meaning from
his writing, ‘not a uniformly imposed and fixed way of being,
but a ‘generative structure’ formed in a dynamic relation with
specific social fields,> and it shapes one’s sense of the ‘rules
of the game.”36

As I try making sense of the concept, I picture habitus
functioning like a universal junction box within the drive
chain of a vehicle. Responding to the accelerator pedal,
engines turn cam shafts, cam shafts turn axles and axles find
traction through wheels and tires which effect forward
motion. In this analogy, habitus accounts for the qualities
within the structures of that vehicle which determine direction
of the car (such as steering), responsiveness of car to gas
pedal (transmissional speeds and gears), qualities of spark
and fire within the piston chambers (accelerants). These
elements of enabling, steering, and movement are the
conative elements of personhood that determine where and
why the vehicle is moving. It juxtaposes the cognitive,
affective, and behavioral into a singular gestalt of situationally
responsive intelligence. Habitus, and its volitional
relationship to reflexes, is not only behavioral, but
incorporative of the cerebral also. In a leadership situation,
one’s habitus enables a leader to apply an apt response with
leadership intelligence that will be either adequate or
inadequate to the demands of the situation. It is at the next
level beyond the predispositions, I call this level the reflexes,
that we can begin to link habitus to observable stylized
actions so foundational to leadership practice.

Reflexes, the normative junction of knowing and action,
are those just-in-time movements from within that work their
way outward into action. Naturally, the concept of reflexes
are associated with involuntary motor and reactionary abilities
such as blinking or swatting when an object approaches the
face rapidly, or knee jerking when a doctor taps the knee with
her rubber mallet. Another view would be that of Ivan

33 Ppeter Bourdieu, Outline of a Theory of Practice (Cambridge: Cambridge University
Press, 1977), 72 and 78.

3 Peter Bourdieu, The Logic of Practice (Cambridge: Polity Press, 1990), 70.

35 L. McNay, “Gender, Habitus and the Field,” Theory Culture and Society 16:1
(1999): 95-117.

36 . McLeod, “Revisiting Gender, Habitus and Social Field, or Why Bourdieu Now?”
(Paper presented at Gender and Education Fourth International Conference:
University of Sheffield, April 14-16, 2003), 3.
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Pavlov’s reflex conditioned dogs salivating at the ring of a
dinner bell. These are basal physical expressions of reflexes,
but they are not the whole of our reflex capacity. In fact, the
“knee jerk” and “salivate on command” behaviorist view of
reflex causes us to picture such an immediate cause and effect
reaction as to suggest that reflexes are only such when they
happen “in the blink of an eye.” This would be a
misappropriation of the reflex imagery. There are many
instances where well-honed reflexes, a kind of wisdom,
causes one to withhold action, delay the final decision,
suspend judgment, study the matter further, pick the right
moment, assemble the counselors or sleep on it overnight. It
is not rapidity that is at focus, but prudence. I carried a faded
post-it note in my wallet for years; it held one line lifted from
a non-descript collegiate dictionary:  “Prudence - That
apprehension (hesitation based on seeing) that precedes
action.” This prudential emphasis is my focus.

In our motor analogy above, reflexes take over as the
converting elements of that drive-train described, converting
values, attitudes, intention, desire, and motivation - these
qualities lay within the conative dimension of personhood -
into visceral awareness, budding actions (reflexes) and
sustained realization that can be experienced in the real
world. It accounts for actionable facial expressions, physical
postures and bodily movements, without determining the
meaning and application of them. The relevant features
concerning reflexes and leadership are these. (1) Reflexes are
secondary causes. They are triggered by something else,
namely a prudential read of the contextual and episodic
demands and a concomitant realization at the reflex level (not
always the cognitive) that one can summon actionable
resources (people, capital and forces), adequate to the
demand. (2) Reflexes are handmaidens to the contents of a
person’s conative self, their habitus. When we say someone
is a natural born leader, we may be saying they are well-
furnished for many kinds of leadership situations they, or
most people, have come to encounter. We would only know
this about them in the wake of performances realized through
their observable reflex patterns.  (3) Reflexes can be
conditioned, even as the babitus can be formed. Leadership
education processes which appeal to the cognitive dimension
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