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CHAPTER I: INTRODUCTION 

Relevance and Complexity of Educational Leadership 

In current times, COVID-19 has become a world-scale complex challenge for almost 

every living person globally, especially for organizations and institutions. Leaders and 

collaborators worldwide are struggling to figure out how to make their organizations flourish 

despite the obstacles a pandemic presents. K-12 schools are no exception. Educators around the 

world have had to face the challenges of teaching and supporting students during a pandemic 

without a comprehensive knowledge of the problems they would face and the solutions that this 

requires.  

In this context, educational leaders such as school principals, administrators, and teachers 

whose roles require them to manage, set direction, and have influence over a group of people 

inside a school, have become even more critical (Bottery, 2004; Leithwood, 2005). 

 Before the pandemic, Fullan (2002) claimed that educational leaders, particularly school 

principals, were “key to large-scale, sustainable education reform.” (p. 16). Consequently, 

scientific evidence has demonstrated that principals' indirect effects are the second-most relevant 

influence on student learning after classroom teaching, demonstrating a statistically significant 

impact on student gains measured by standardized tests (Leithwood et al., 2020a; Leithwood et 

al., 2020b; Hallinger, 2011; Hallinger & Heck, 1998; Leithwood et al., 2008; Robinson et al., 

2008). 

However, Educational Leadership is a complex and challenging role, and it has become 

even more so in the last decades. In the first half of the twentieth century, schools were 

considered simple institutions and administrating them was not an arduous task (Normore & 

Lahera, 2019). In the 1980s, the nature of schooling changed and schools became critical players 
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in promoting democracy, equity, inclusion, and opportunities to bring economic growth and 

social welfare to citizens (Murphy, 2007; Murphy, 2006). In this context, educational leaders 

began to be an integral component of modern school demands. Since then, school leaders are 

meant to be well-rounded and highly trained leaders capable of meeting the complex needs of 

modern-day schooling (Murphy, 2006). Consequently, Leithwood, along with other scholars, 

conducted a series of research summaries and reviews of empirical studies to identify the core 

practices or “basics” of successful leadership (Leithwood et al., 2006; Leithwood & Jantzi, 2005; 

Leithwood & Riehl, 2005). They concluded that educational leaders are expected to engage not 

only in managing financial and administrative demands but also in four broad categories of 

practices: setting directions, developing people, redesigning the institution, and managing the 

instructional teaching and learning programs. 

During the COVID-19 pandemic, the relevance and complexity of Educational 

Leadership have been exacerbated even more. Currently, educational leaders are not only in 

charge of administrating schools, setting directions, developing people, redesigning the 

organization, and managing the instructional program, which are already challenging 

responsibilities. On top of that, they are expected to “adopt a proactive approach to contributing 

to the mitigation of the impact of the Pandemic and to prevent learning loss during the period of 

necessary social distancing” (Reimers & Schleicher, 2020, p. 7). This implies adapting to a 

remote-learning format while trying to maintain schools that are open and safe for teachers, 

students, and parents. 

Leadership Preparation Programs 

Given the relevance and complexity of Educational Leadership, Leadership Preparation 

Programs should be considered of utmost importance since they are meant to develop 
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educational leaders and equip them with the tools, skills, and knowledge needed to face the 

complex challenges their role demands (Darling-Hammond et al., 2009; Ni et al., 2019; 

Orphanos & Orr, 2014). Researchers have invested a considerable amount of time measuring the 

Leadership Preparation program’s impact on educational leaders' practice to support this idea (Ni 

et al., 2017). However, most scientific evidence has faced challenges when trying to demonstrate 

the impact these programs have on leadership practices, school improvement, and student 

learning (Jackson & Kelley, 2002; Jacob et al., 2014; Ni et al., 2017). 

Consequently, Leadership Preparation Programs have been largely criticized. The most 

common critiques are about the lack of proper recruitment and selection processes for student 

enrollment; the weakness of the content and pedagogy; the methods they use to assess learning 

and growth; and the lack of attention to the programs’ effect on educational leaders’ performance 

and career development (Murphy, 2006; Normore & Lahera, 2019; Young, 2015). Other 

researchers have described these programs as pedagogically naïve, more oriented toward 

granting state-required licenses rather than developing knowledge and skills in their learners, 

with an inability to adequately prepare individuals to be successful in their roles in schools, 

particularly concerning raising student achievement (Briggs et al., 2013; Grissom et al., 2019; 

Helsing et al., 2009).   

However, not every program embodies these critiques. Darling Hammond et al. (2009) 

published one of the most comprehensive studies on Leadership Preparation Programs. Using 

case study techniques, researchers reviewed 120 pre-service and in-service Leadership 

Preparation Programs to identify which of them were exemplary and what characteristics 

contribute to their success. Among the 120 programs, the authors identified five exemplary ones 

and found that they shared several attributes relatively uncommon among traditional Leadership 
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Preparation Programs. These common attributes included a coordinated collaboration with local 

districts to recruit and train candidates; the use of an active, student-centered instruction 

employing pedagogies that stimulate reflection and facilitate the integration of theory and 

practice; well-designed and supervised internships; the use of cohort models; the utilization of 

multiple performance measures; and program content that emphasizes instructional and 

Transformational Leadership.  

In another study, Orr and Orphanos (2011) explored the influence of exemplary 

leadership preparation programs through what principals learn about leadership, their use of 

effective leadership practice, and how their practice influences school improvement and the 

institution’s learning climate. They surveyed 65 principals who graduated from one of four 

specific exemplary Leadership Preparation Programs that shared a similar set of features 

described by Darling-Hammond et al.’s (2009) study: content that emphasizes instructional and 

Transformational Leadership, strong internships, and active student-centered instruction. Using 

Structural Equation Modeling, the authors compared the data of the 65 principals with 111 

principals who graduated from more traditional Leadership Preparation Programs. They 

discovered that those who graduated from exemplary programs had higher knowledge about 

educational leadership and reported greater satisfaction regarding their practice (Orr and 

Orphanos, 2011). 

However, these studies had a limitation: they did not allow researchers to identify the 

degree of impact that each of the features had on graduates’ learning or if one or a combination 

of features were the most relevant aspect of the program. To address this issue, Ni et al. (2019) 

conducted a different study in which they surveyed 930 recent graduates from 38 different 

Leadership Preparation Programs across the United States. In the survey, participants were asked 
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about their perception of the program's quality and the relevance of various features in their 

overall learning about educational leadership. Ni et al (2019) concluded that Program Rigor and 

Relevance: i.e., “whether academic curriculum are intellectually challenging and cover broad and 

deep content that is aligned with standards, as well as the extent the students are able to critically 

analyze the acquired theory and knowledge to improve their practices,” (p. 191) was the most 

relevant feature. This finding is coherent with the first two features described by Darling-

Hammond et al. (2009) and Orr and Orphanos (2011): a coherent curriculum aligned to the State 

and professional standards and an active, student-centered instruction that stimulates reflection.   

In conclusion, two critical aspects of Leadership Preparation Programs play a significant 

role in their effectiveness: what they teach (the content) and how they teach it (the teaching 

approach). Since the mid-1980s, several efforts have been made by researchers and policymakers 

to define the standards needed for developing educational leaders (Jackson & Kelley, 2002). 

Hence, researchers have a broad consensus regarding what to teach to aspiring educational 

leaders (Leithwood et al., 2020a; Leithwood & Jantzi, 2005; Leithwood & Riehl, 2005).

 However, regarding the teaching approach, there is a need to collect more evidence. 

Although Ni et al. (2019) and Darling-Hammond et al. (2009) concluded that an active, student-

centered instruction that stimulates reflection is essential for effective preparation programs, 

there is no systemic empirical evidence that clarifies what specific student-centered instructional 

approach is being implemented or how reflection is encouraged among aspiring educational 

leaders (Byrne-Jiménez et al., 2016). In other words, there is very little empirical evidence that 

supports which adult learning theories and practices are commonly used in Leadership 

Preparation Programs and the impact those theories might have on the graduates’ overall 

learning about educational leadership (Byrne-Jiménez et al., 2016). 
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Adult Development Theory 

In my more than 20 years of experience as an educator and almost ten years of experience 

as an Educational Leader, I have coached and supported the professional development of several 

talented teachers and school administrators. And I have been always amazed by how similar 

teaching strategies, leadership activities, or learning paths can be supportive for some adults, 

while extremely challenging for others. I have seen plenty of times how educators can have 

completely opposite perceptions of the same learning experience, even when they have similar 

talents, a shared vision, and work in similar contexts.  

Adult Development theory can play a critical role in explaining this phenomenon. Adult 

Development theories focus on the way individuals evolve throughout their lifespan. This 

evolution can be observed in different domains, such as biological development, moral 

development, cognitive development, spiritual development, and psychological development 

(Merriam et al., 2006).  

Among the different developmental theories, Kegan's development theory stands out as 

one of the most applicable for the practice of adult education and the most frequently used in 

management and leadership literature (McCauley et al., 2006). Inspired by Piaget's work, 

Kegan's constructive-developmental theory (Kegan, 1982, 1994) conceptualized the different 

stages an adult goes through and how these stages determine the way individuals perceive 

themselves and make meaning of the world. According to Kegan, an individual's consciousness 

grows or evolves by moving from one developmental stage, also referred to as ways of knowing, 

orders of consciousness, and forms of mind (Patton et al., 2016) to another more complex stage. 

The progress from one stage to the other marks an evolution in how individuals make meaning of 

their experience and how they relate to their environment. In other words, Kegan's theory mainly 

involves the "evolution of consciousness, the personal unfolding of ways of organizing 
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experience that are not simply replaced as we grow but subsumed into more complex systems of 

mind" (Kegan, 1994, p. 9). 

According to Kegan’s theory, adult developmental stages determine how individuals 

construct their understanding of the external world. Hence, these underlying structures can also 

determine how we experience teaching, learning, and leadership (Drago-Severson & Blum-

DeStefano, 2013; McCauley et al., 2006). For example, for an individual at a given 

developmental stage, receiving constructive feedback from a manager about his/her performance 

when leading a team meeting and receiving a set of concrete steps and instructions for how to 

handle the next meeting can be perceived as highly supportive. Whereas for another individual at 

a different developmental stage, receiving such feedback with those steps and instructions can be 

perceived as threatening or counterproductive (Drago-Severson & Blum-DeStefano, 2017). 

Similarly, participating in a Leadership Preparation Program with a student-centered 

approach can be perceived as supportive for some individuals and challenging for others. 

Therefore, interpreting these differences through the lens of Kegan’s developmental stages can 

help us understand the reason why some teaching strategies or program features are not always 

successful among adults.  

Problem Statement 

Educational leaders play a crucial role in improving the educational system. 

Consequently, high-quality School Leadership Preparation Programs are necessary. However, 

most Leadership Preparation Programs do not consistently meet the learning needs of 

educational leaders and fail to provide them with the tools and skills needed to face the complex 

challenges of leadership. 



8 

 

Researchers have concluded that there are some common features among those 

exceptional exemplary Leadership Preparation Programs. One of these features is to have a 

student-centered approach that stimulates reflection (Darling-Hammond et al., 2009; Ni et al., 

2017). However, there is not enough empirical evidence to determine the impact of these features 

on leaders’ learning or performance (Byrne-Jiménez et al., 2016).  

Adult development theory suggests that different developmental stages inform and 

configure how individuals reflect and make meaning of the world. However, the same learning 

approach can be perceived as supportive or challenging for different individuals at different 

developmental stages (Drago-Severson, 2004). Therefore, the leadership preparation programs’ 

features and teaching approaches that the academic literature recommend, can be effective for 

some learners, while an obstacle for others. 

If developmental levels affect how aspiring school leaders make meaning of their 

experiences, then adult development theory can be a useful tool to understand how and why the 

same leadership preparation programs features and teaching approaches can be perceived as 

supportive for some learners, while an obstacle for others. Hence, further research is warranted 

to determine how the principles embedded in Adult Development theory can enhance Leadership 

Preparation Programs. 

Purpose and Research Questions 

The purpose of this study is to explore with 20 educational leaders their experiences in 

four leadership preparation programs to identify how the programs' features and teaching 

approaches meet the learning needs of participants. By exploring this phenomenon, the 

researcher hopes to offer a possible explanation of which program characteristics and teaching 
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approaches are perceived as supportive or challenging for educational leaders who attended a 

formal Leadership Preparation Program. 

To achieve this purpose, the following research questions were addressed: 

1. How do participants describe the features of an ideal Leadership Preparation Program? 

2. How do participants assess the teaching approaches and practices implemented in the 

program? 

3. In what ways do participants perceive the Leadership Preparation Programs impact their 

professional practice? 

4. How do participants make meaning of the supports and challenges identified in the 

Leadership Preparation Programs? 

Approach 

This study is a qualitative multi-case study comprised of detailed interviews with twenty 

individuals who attended four different Leadership Preparation Programs in Santiago, Chile.  

The interviews were structured to gather information on how learning occurred during 

their participation in the Leadership Preparation Programs. The researcher intended to use the 

following data collection methods to achieve triangulation: 1) one-on-one interviews to identify 

educational leaders' learning experiences, 2) a review of relevant Leadership Preparation 

Programs’ documents (curriculum, standards, website, etc.) to identify espoused features and 

teaching approaches, and 3) critical incident questionnaires on educational leaders’ personal 

experiences to gather further information about the problem being explored.  

The Study Population 

The study sample’s population includes twenty educators that are currently working in K-

12 schools, hold a leadership position and graduated from a Leadership Preparation Program 



10 

 

between 2016 and 2020. The purpose is to explore their learning experience when attending the 

leadership preparation programs in a regular phase, without the limitations, constraints, and 

adaptations provoked by the COVID-19 pandemic. Full details with respect to the approach can 

be found in Chapter III: Methodology.   

Anticipated Outcomes  

This study sought to uncover how educational leaders with different developmental levels 

perceive their learning experience differently when attending Leadership Preparation Programs. 

Hence, this study may shed light on how some teaching approaches, content, and activities are 

perceived as supportive for aspiring educational leaders and challenging for others. Therefore, I 

hope this study can inform how adult educators can improve Leadership Preparation Programs 

by considering how Adult Development shapes the way we perceive a given learning experience.  

Assumptions 

The following assumptions were held by the researcher at the beginning of this study: 

1. Despite the cultural differences between Chile and the US, both countries have 

similar challenges regarding Educational Leadership and Educational Leadership 

Development. 

2. Although Kegan’s constructive-developmental framework was developed mainly 

by white males, it can be used to examine the experience of Latino and Latina 

teachers.  

3. People have different ways of interpreting the world and their experiences; what 

seems good and beneficial for one individual can be harmful or detrimental for 

another. 
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Rationale and Significance 

The rationale for this study is rooted in the researcher’s desire to contribute to the 

amelioration of the K-12 educational system by improving the development of educational 

leaders.  

It has been well documented that the best way to improve the K-12 educational system is 

by attracting, retaining, and developing talented people in the teaching profession (OECD, 2005). 

It has also been well documented that school principals are the second-most relevant influence in 

student learning after classroom teaching (Hallinger, 2011; Hallinger & Heck, 1998; K. 

Leithwood et al., 2008; Leithwood et al., 2020a; Leithwood et al., 2020b; Robinson et al., 2008). 

Consequently, Leadership Preparation Programs are responsible for attracting and developing 

talented people that will become the educational leaders we need to improve schools and student 

learning. However, most Leadership Preparation Programs have been unable to demonstrate the 

impact on graduates’ overall leadership learning. Hence, it is extremely relevant for leadership 

preparation programs to explore how to effectively contribute to the attraction, retention, and, 

most importantly, the development of talented people in their roles as educational leaders.  

This research is significant because it provides informative and case-by-case evidence 

about how educational leaders experienced their learning process to 1) Adult Learning Programs 

instructors and designers, 2) educational leaders seeking professional development opportunities 

for their teams, and 3) aspiring educational leaders who are considering enrolling in a Leadership 

Preparation Program.  

The Researcher 

The researcher holds a Bachelor of Philosophy from Pontificia Universidad Católica de 

Chile, a bachelor’s in education from Universidad Finis Terrae, and a master’s degree in private 
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school leadership from Teachers College, Columbia University. He is the co-founder and 

Principal at CREE School, a free-of-charge and open-enrollment K-12 school located in one of 

the most underserved and worst-performing districts in Santiago, as measured by the nationwide 

standardized test called SIMCE.  

The school was founded in 2016 with 280 students from pre-K to second grade, with 32 

teachers. The vision of the school is to grant a world-class education to all its students, regardless 

of their socioeconomic status, race, or gender. To fulfill this vision, the school relies on three 

core principles: 1) involving parents, 2) rigorous instruction, and 3) attracting, developing, and 

retaining highly talented teachers.  

As the school founder, the researcher has been involved in the design of the school 

vision, its curriculum, and guiding principles. As the school principal, the researcher has been 

responsible for implementing a rigorous curriculum and attracting, developing, and retaining 

highly talented people. In the last four years, the researcher has hired, coached, and lead the 

professional development of more than 50 K-12 teachers and educational leaders in a school that 

has grown to serve more than 800 students from Pre-K to eighth grade and has become one of 

the best schools in the district according to the SIMCE standardized test. 

 Hence, the researcher has experienced how Adult Learning can change institutions that 

rely on the talent, performance, and learning potential of their collaborators. The researcher 

dreams of an educational system overcrowded by talented teachers with plenty of opportunities 

to develop and enhance the impact they have on student learning. Therefore, the researcher 

brings a background of personal interest and experiences that have influenced the selection of 

this research topic.  
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Definitions 

Educational Leadership: School principals, administrators, and teachers whose roles require 

them to manage, set direction, and influence a group of people inside a school (Bottery, 2004; 

Leithwood, 2005). 

Leadership Preparation Program: Grissom et al. (2019) refer to principal preparation 

programs as “the primary means for providing beginning principals with the tools they need to 

lead their schools effectively” (p. 74). Darling-Hammond (2009) makes a distinction between in-

service and pre-service programs. Pre-service are Leadership Preparation Programs that recruit 

and teach individuals who are not holding a leadership position yet. In-service programs recruit 

and teach individuals who are already exercising a leadership position in their schools. For this 

research, Leadership Preparation Programs are defined as any program that aims at formally 

teaching and developing among their students the tools needed to improve their practice as 

current or future educational leaders.  

Program Features: Characteristics or qualities of a Leadership Preparation Program such as 

student selection criteria, curriculum, cohort structures, district-university partnerships, 

internships, student-faculty ratios, faculty characteristics, etc. (Ni et al., 2019) 

Teaching Approach: Teaching strategies, such as case methods, action research, problem-based 

learning, and journaling, among others.  
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CHAPTER II: LITERATURE REVIEW 

The purpose of this study is to explore with 20 educational leaders their experiences in 

four leadership preparation programs to identify how the programs' features and teaching 

approaches meet the learning needs of participants. To frame this study, the researcher reviewed 

the literature addressing the following questions: 

1. What do researchers know about Educational Leadership, its characteristics, and its 

impact on student learning? 

2. What does the research say about the Educational Leadership Preparation Programs, 

their characteristics, and their impact on educational leaders' learning and practice? 

3. What does the research say about Adult Development theory and its relationship with 

Educational Leadership Preparation? 

Guided by these questions, the researcher selectively and critically reviewed three topics: 

Educational Leadership, Leadership Preparation Programs, and Adult Development Theory. This 

chapter begins with a presentation of the theoretical discussions for each of the topics identified 

above. The first topic establishes a context for the reader to understand the definition of 

Educational Leadership, its relevance, and its characteristics. The second topic describes the 

Leadership Preparation Programs' impact and the common features among programs that have 

proven successful. The third topic supports the rationale of the research by exploring Kegan’s 

Constructive-developmental theory and its implication in Educational Leadership development. 

The chapter concludes with a Chapter Summary and a description of the Conceptual Framework 

developed for this study. 

The researcher made extensive use of online databases, such as Google Scholar, JSTOR, 

and Educat+, among others. The following keywords were used to retrieve the articles: school 
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leadership, educational leadership, adult development, constructive-development theory, 

leadership, leadership development, instructional leadership, Transformational Leadership, 

integrated leadership. 

Topic 1: Educational Leadership 

Introduction 

The concept of ‘Educational Leadership’ is hard to define, and its definition has been 

subject to debate (Leithwood, 2005). According to Connolly et al. (2019), the term is mainly 

used in two ways: to describe those senior positions in an organizational hierarchy in an 

educational institution and to describe the practice of leading in an educational institution. 

Hence, according to Bottery (2004), by 2003, the National College for School Leadership 

(NCSL) from the United Kingdom had documented more than 300 definitions of Educational 

Leadership.  

Despite the complexity of the term, Leithwood (2005) claims that at the core of most 

definitions of leadership, there are two essential functions: setting direction and exercising 

influence (Leithwood, 2005). Consequently, for the purpose of this research, Educational 

Leadership will be understood as school principals, administrators, and teachers whose roles 

require them to influence, manage, and set direction over a group of people inside a school 

(Bottery, 2004; Leithwood, 2005). Thus, Educational Leadership is essentially different from 

Organizational Leadership since it is exercised inside schools by either those who hold senior 

positions, such as administrators and principals, and those who don’t, such as classroom 

teachers.  

However, this understanding of Educational Leadership has not always been the same. In 

the early twentieth century, school principals were judged by their administrative skills, i.e., their 
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effectiveness in managing fiscal, political, and organizational conditions that would create a 

proper stage for students to learn (Firestone & Riehl, 2005). Then, in the second half of the 

century, expectations for schools changed. Students were expected not only to attend elementary 

and middle school, but also to graduate from high school, which was a privilege attained only by 

6% of students in the first half of the century (Firestone & Riehl, 2005). The expectation of what 

students should learn also changed. The curriculum became more complex, asking teachers to 

teach not only memorization but also more advanced ways of thinking (Firestone & Riehl, 2005). 

Thus, people in the United States began losing confidence in the quality of education public 

schools gave to students (Tyack & Cuban, 1995). In this context, principals were no longer 

assessed only by their administrative skills but also by the actual performance of those who 

participate in the schools, such as teachers and students (Firestone & Riehl, 2005). 

Hence, Educational Leadership became the center of attention for scholars and a critical 

aspect of improving educational systems globally. Scholars began conducting multiple empirical 

studies to better understand the characteristics of successful Educational Leadership and its 

impact on student learning (Heck & Hallinger, 2005). School Leadership styles or models began 

emerging from the academic literature, along with complex methodological designs trying to 

quantify the direct or indirect impact Educational Leaders had on student learning (Leithwood et 

al., 2008; Leithwood et al., 2020a; Leithwood et al., 2020b). Similarly, since 1980, the 

discussions about attracting, preparing, and retaining Educational Leaders have flourished in 

political and professional forums (Walker & Hallinger, 2013). 

As a result, this topic will review what research says about the impact of Educational 

Leadership and the characteristics or competencies relevant to the most common Educational 

Leadership models. 
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Educational Leadership Impact 

Fifty years ago, scholars agreed that research has rarely documented the impact of 

Educational Leadership on student learning and that there was a need to address the 

methodological challenges to adequately demonstrate the relationship between Educational 

Leadership and student learning (Firestone & Riehl, 2005; Hallinger & Heck, 1998). Since then, 

researchers have made substantial progress in enhancing the amount of empirical evidence and 

identifying ways in which leadership contributes to learning and school improvement (Hallinger, 

2011).  

Congruent to this opinion, Leithwood et al. (2008) performed an extensive literature 

review of empirical research about Educational Leadership to summarize the main findings 

available from the data. From reviewing four sources of evidence (qualitative case studies, large-

scale quantitative studies of overall leader effects and leader practices on school improvement, 

research on leaders’ significant contributions to student engagement, and research demonstrating 

the negative impact of frequent leaders succession), they concluded that “school leadership is 

second only to classroom teaching as an influence on pupil learning” (Leithwood et al., 2008). 

Twelve years later, Leithwood and company revisited this claim and complemented the literature 

review with more recent research. They recognized that there was a “much larger corpus of high-

quality quantitative evidence available which demonstrates the modest but consistently 

significant indirect contributions of school leadership to pupil learning…vital to the success of 

most school improvement efforts” (Leithwood et al., 2020a, p. 6). In a recent study, Leithwood 

et al. (2020b) claim that “considerable amounts of evidence now indicate that school leadership 

matters a good deal to students’ learning and that its contributions to such learning are largely 

indirect” (p. 571). 
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Educational Leadership Models 

Since the role of school principals shifted from being a mere administrator to being 

responsible for students’ learning outcomes, a series of new conceptual models emphasizing 

leadership behaviors began to emerge, and it became a frequent topic of study (Gumus et al., 

2018; Hallinger, 2003a, 2017, 2019; Hallinger & Kovačević, 2019; Hammad & Hallinger, 2017; 

Heck & Hallinger, 2005). Gumus et al. (2018) reviewed studies on Educational Leadership 

models from 1980 to 2014. They reported that common leadership models discussed by scholars 

were Curriculum Leadership, Teacher Leadership, Managerial Leadership, and Culturally 

Responsive Leadership. However, the three most prominent educational models in the academic 

literature are Instructional Leadership, Transformational Leadership, and Distributive Leadership 

(Gumus et al., 2018; Hallinger, 2003a; Urick & Bowers, 2013; Wang, 2018).  

Instructional Leadership. The concept of Instructional Leadership became a central 

topic of academic discussion in the late 1970s and early 1980s because of the “Effective School 

Movement” promoted by Edmond (1979). The movement claimed that academic achievement 

was more dependent on the quality of the School Leadership rather than on students’ social class 

or race (Hallinger, 2003a; Prestine & Nelson, 2005). Hence, by the mid-1980s, a series of similar 

conceptualizations of Instructional Leadership emerged simultaneously (Hallinger, 2003a). 

These conceptualizations claimed that Instructional Leadership is exercised when leaders focus 

predominantly on the coordination, control, supervision, and development of the curriculum, 

instruction, and academic environment of the school (Hallinger, 2003a, 2005; Hallinger & Heck, 

1998; Liu & Hallinger, 2018; Murphy et al., 1983; Prestine & Nelson, 2005).  

The most common framework for understanding Instructional Leadership was developed 

by Hallinger and Murphy (1985). The framework proposes three dimensions to describe the role 

of the instructional leader (Hallinger & Murphy, 1985): 
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1. Defining the school mission. 

2. Managing instructional program. 

3. Promoting school climate. 

Defining the school mission refers to explicating and communicating the school mission. 

Therefore, Instructional Leaders are expected to frame the goals that will help teachers and 

school staff focus their efforts and resources during a school year, as well as communicate them 

to teachers, students, and parents to make the goals meaningful.  

Managing the instructional programs refers to the work educational leaders do with 

Teachers in areas specifically related to curriculum and instruction. The most relevant job 

functions are supervising and evaluating instruction (coordinate classroom objectives with school 

objectives, provide instructional support, and monitor classroom instruction), coordinating the 

curriculum (align the content thought in classes with the curriculum and achievement tests and 

assure there is curricular continuity in the content taught throughout the years), and monitoring 

student progress (provide test results to teachers and analyze them to interpret the data and make 

instructional decisions). 

Promoting a positive school learning climate refers to the practices and policies 

educational leaders establish in a school to promote the norms and attitudes of staff and students 

that contribute to learning. The most relevant policies are protecting instructional time (establish 

policies that limit the interruption of classroom learning time), promoting professional 

development (promote the participation of teachers in Professional Development Programs and 

lead in-service training activities), maintaining high visibility (visit classrooms and the campus 

to increase interactions with students and teachers), providing incentives for teachers (monetary 

and/or non-monetary rewards such as public recognition, formal honors, and awards), and 



20 

 

developing and enforcing academic standards (define high academic standards and expect for all 

students to meet them). 

The first conceptualization of Instructional Leadership was highly centered on the school 

principal as the only one responsible for exercising leadership. This original conceptualization 

neglected the contribution of teachers and other staff members to defining the school mission, 

managing the instructional program, and promoting a school climate (Robinson et al., 2008). 

However, posterior models considered a more inclusive conception of Instructional Leadership 

and acknowledged the contribution of teachers and other staff members to these dimensions 

(Hallinger, 2005; Heck & Hallinger, 2005). In an effort to expand the conventional 

understanding of Instructional Leadership, Marks and Printy (2003) introduced the term “Shared 

Instructional Leadership” to acknowledge “the active collaboration of principal and teachers on 

curriculum, instruction, and assessment” (p. 371). 

Multiple studies have gathered empirical evidence of Instructional Leadership's impact 

on student learning (Robinson et al., 2008). Today, the Instructional Leadership model plays a 

critical role in the academic discussion (Gumus et al., 2018; Kwan, 2020). 

Transformational Leadership. Transformational Leadership is a concept first 

developed in the business literature and then transferred into the context of schools (Urick & 

Bowers, 2013). In 1978, James McGregor Burns developed the concept of Transformational 

Leadership to explain how some leaders, across many types of institutions, could develop the 

organization’s capacity to work collaboratively, overcome challenges, and reach ambitious goals 

(Robinson et al., 2008). Burn’s model claimed that four components were vital to develop 

followers as leaders and increase the organization’s effectiveness: individualized consideration 

(motivates workers with self-worth and recognition to act in the interest of the organization), 
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intellectual stimulation (focus on professional development), inspirational motivation (builds 

community and leaders), and idealized influence (build and engage collaborators in the 

organization’s mission) (Gumus et al., 2018; Urick & Bowers, 2013).  

In the late 1980s and early 1990s, scholars began applying the Transformational 

Leadership model in the school environment, and it became a subject of systemic empirical 

inquiry in the school context until today (Gumus et al., 2018; Hallinger & Kovačević, 2019; 

Kwan, 2020). However, in the mid-1990s, Leithwood expanded Burn’s model and 

conceptualized it in the educational context (Urick & Bowers, 2013).  

Based on a systematic review of empirical studies that explored the impact of 

Transformational Leadership behaviors on students’ outcomes, Leithwood concluded that this 

model “fundamentally aims to foster capacity development and higher levels of personal 

commitment to organizational goals on the part of leaders’ colleagues” (Leithwood & Jantzi, 

1999, p. 453). In other words, Transformational Leadership focuses on structural aspects of the 

school, such as giving adequate support to collaborators, inspiring them, and communicating 

aspiring goals. The theory claims that by establishing those structures, organizational members 

can become highly engaged and motivated, and enhance their performance greatly (Leithwood & 

Sun, 2012). Consequently, Transformational Leadership recognized that the responsibility of 

exercising leadership does not fall under one person only. Leadership is shared or distributed 

among every member of the organization that contributes to fostering these structures 

(Leithwood, 1994; Leithwood & Jantzi, 1999, 2005; Leithwood & Sun, 2012) 

In his systematic review, Leithwood identified six key leadership behaviors for leaders 

and followers that are deemed essential to establishing these structures (Leithwood, 1994; 

Leithwood & Jantzi, 1999): 
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1. Define and articulate a vision: leaders should aim at identifying new opportunities for 

the school and collaboratively develop, articulate, and inspire others with a vision of 

the future. 

2. Develop structures to foster participation in schools’ decisions: leaders should 

promote cooperation among staff and assist them in working together toward 

common goals.  

3. Convey high-performing expectations: leaders should demonstrate expectations for 

excellence, quality, and high performance on the part of staff. 

4. Modeling professional practices and values: leaders should set an example and act 

consistently with the organization and personal espoused values. 

5. Provide intellectual stimulation: leaders should challenge staff members to reexamine 

assumptions about their work and reflect on how it can be performed 

6. Offer individualized support: leader should demonstrate concern about individual 

members' needs and personal feelings and support them in meeting their needs.  

Transformational Leadership dominated the academic discussion in the 1990s. However, 

integrated leadership models that advocated for a combination of Transformational and Shared 

Instructional Leadership gained centrality in the last twenty years (Gumus et al., 2018; Kwan, 

2020)  

Integrated Leadership. Marks & Printy (2003) were the first to introduce the concept of 

Integrated Leadership. They analyzed the leadership practices from 24 purposefully selected 

schools in the US. Their purpose was to analyze the contribution to Student Learning that 

Transformational and Shared Instructional Leadership had. The authors concluded that 

Transformational Leadership was necessary but not sufficient. Instead, when educational leaders 
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integrate both models, the quality of the pedagogy and achievement of students improve 

substantially (Marks & Printy, 2003).  

In a similar trend, Urick & Bowers (2013) tried to identify which Leadership Styles were 

most often used by School Principals and educational leaders. They analyzed the 1999-2000 

Schools and Staffing Survey in which 7,650 school principals participated. From their responses, 

Urick & Bowers concluded that school principals adapt their leadership style according to the 

context of their schools, incorporating aspects of transformational and shared instructional 

leadership as needed (Urick & Bowers, 2013). Similarly, Day et al. (2016) conducted a 3-year 

mixed-method national study in the United Kingdom to gather evidence about the leadership 

styles and the impact they had on student learning. They concluded that improving schools' 

performance is related to the educational leaders' ability to diagnose and understand the school’s 

needs, so they can apply different Transformational and shared Instructional Leadership 

behaviors in an articulated way as needed (Day et al., 2016). 

Considering the integration of Instructional and Transformational Leadership, Leithwood 

developed the Ontario Leadership Framework (Leithwood, 2017), regarded as one of the most 

comprehensive and research-based frameworks of leadership practices (Hitt & Tucker, 2016). 

The framework consists of four domains and a total of 19 specific practices within those domains 

that “reflect most of the practices found in current models of both ‘instructional’ and 

‘transformational’ leadership” (Leithwood, 2017, p. 12). Table 1 shows the four domains, their 

specific practice, and to which Leadership model each practice belongs. 
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Table 1: 

School Leadership Domain and Practices 

Domains of Practice Specific Practices Leadership Model 

Set directions 

Build a shared vision 

Identify specific, shared, short-term goals 

Create high-performance expectations 

Communicate the vision and goals 

Transformational 

Instructional 

Instructional 

Transformational 

Build relationships and develop 

people ● Stimulate growth in the professional capacities of staff 

● Provide support and demonstrate consideration for individual staff members 

● Model the school’s values and practices 

● Build trusting relationships with and among staff, students, and parents 

● Establish productive working relationships with teacher federation 

representatives 

Transformational 

Transformational 

Transformational 

Transformational 

Transformational 

Develop the organization to support 

desired practices 
● Build collaborative culture and distribute leadership 

● Structure the organization to facilitate collaboration  

● Build productive relationships with families and communities 

● Connect the school to its wider environment 

● Maintain a safe and healthy school environment 

● Allocate resources in support of the school’s vision and goals 

Transformational 

Transformational 

Transformational 

Transformational 

Instructional 

Transformational 

Improve the instructional program 

● Staff the instructional program 

● Provide instructional support 

● Monitor student learning and school improvement progress 

● Buffer staff from distractions to their instructional work 

Instructional 

Instructional 

Instructional 

Instructional 

Note: table adapted from Leithwood  et al. (2020b)  
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Summary 

Seventy years ago, expectations for schools changed, and educational leaders were held 

responsible not only for their managerial skills but also for the performance of students and 

teachers inside a school (Firestone & Riehl, 2005; Tyack & Cuban, 1995). Therefore, 

Educational Leadership became a central topic among scholars, which led to the creation of 

multiple leadership models and efforts to demonstrate the impact Educational Leadership had on 

student learning (Leithwood et al., 2008; Leithwood et al., 2020a; Leithwood et al., 2020b). 

Regarding the impact of Educational Leadership, it has been well-documented that 

Educational Leadership has a considerable effect on student learning (Hallinger, 2011; 

Leithwood et al., 2006; Leithwood et al., 2008; Leithwood et al., 2020a; Leithwood et al., 

2020b). Therefore, the attraction and development of talented people into Educational 

Leadership has become paramount for improving school systems (Walker & Hallinger, 2013). 

Several models have been developed on the characteristic of Educational Leadership. The 

most well-documented model with the most empirical evidence has been the Instructional 

Leadership and the Transformational Leadership models (Gumus et al., 2018; Kwan, 2020). The 

Instructional Leadership model claims that educational leaders should focus predominantly on 

the coordination, control, supervision, and development of the curriculum, instruction, and 

academic environment of the school (Hallinger, 2003a, 2005; Hallinger & Heck, 1998; Liu & 

Hallinger, 2018; Murphy et al., 1983; Prestine & Nelson, 2005). The Transformational 

Leadership model claims that educational leaders should focus more on structural aspects of the 

school, such as giving adequate support to collaborators, inspiring them, and communicating 

aspiring goals. By establishing these structures, organizational members can become highly 

engaged and motivated, and enhance their performance greatly (Leithwood & Sun, 2012). 
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Recent research has demonstrated that these models should not be considered mutually 

exclusive. Instead, successful educational leaders tend to adapt and integrate both models 

depending on the context and the schools’ needs (Day et al., 2016; Leithwood et al., 2020b; 

Marks & Printy, 2003; Urick & Bowers, 2013). Hence, educational leaders should be capable of 

making a comprehensive diagnosis of the schools’ needs (Day et al., 2016) to know when to 

incorporate practices that belong to the Instructional Leadership model, such as improving the 

instructional program and setting direction, and to the Transformational Leadership model, such 

as building relationships and developing the organization to support desired practices 

(Leithwood et al., 2020b). 

Topic 2: Leadership Preparation Program 

Introduction 

The history of Leadership Preparation Programs in the US was well documented by 

Murphy (2006) in his book Preparing School Leaders: Defining a Research and Action Agenda. 

According to Hallinger (2003b), Murphy’s documentation is similar to what has happened in 

most Western countries and much of Asia. Murphy claims that the evolution of Leadership 

Preparation Programs can be categorized into four broad categories: the era of ideology (pre-

1900), the prescriptive era (1900-1945), the behavioral science era (1946 – 1985), and the 

dialectic era (1985 – present). 

During the era of ideology (Pre-1900), Leadership Preparation Programs were not 

recognized as an essential component of school operations. Hence, no formal preparation was 

needed and none was provided (Murphy, 2016). During the Prescriptive era (1900-1945), 

Leadership became a relevant area of graduate study in education, and formal Leadership 

Preparation Programs in colleges began to emerge. The content thought during this era was 
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characterized by a focus on the technical and practical aspects of administration while ignoring 

theoretical and conceptual frameworks (Hallinger, 2003b; Murphy, 2007; Normore & Lahera, 

2019). The behavioral science era (1946 – 1985) was characterized by a logical-positivist 

perspective that guided the pursuit of theory-based knowledge supported by empirical evidence. 

Thus, Leadership Preparation Programs began implementing new strategies and instructional 

approaches, such as field training and case studies (Murphy, 2007). The dialectic era (1985 – 

present) emerged in response to the critiques of Leadership Preparation Programs based on a 

logical-positivist approach that relies mainly on quantitative data, reinforces a gap between 

theory and practice, and disconnects aspiring leaders from the meaning of school leadership 

(Hallinger, 2003b; Murphy, 2007; Normore & Lahera, 2019). Consequently, this era is 

characterized by the emergence of multiple alternative Leadership Preparation Programs with 

relevant differences in the content they teach and the teaching approaches they use (Murphy, 

2007).  

During the current era, Leadership Preparation Programs are deemed essential for school 

improvement, hence, they are being held under strict scrutiny, and multiple critiques are still 

being made (Normore & Lahera, 2019; Young & Crow, 2016). Some scholars have argued that 

the recruitment processes and selection of candidates are weak, the content and teaching 

approaches are flawed, with a substantial gap between theory and practice and a misalignment in 

the curriculum and the assessment of learning, and a lack of empirical evidence on the impact 

Leadership Preparation Programs have on school improvement and students outcomes (Bradley-

Levine, 2016; Grissom et al., 2019; Lahera et al., 2014; Levine, 2005; Normore, 2010; Normore 

& Lahera, 2019; Ylimaki & Henderson, 2016). 
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This section will begin by exploring the relevance of Leadership Preparation Programs as 

measured by their impact on Educational Leadership and Student Learning. Then, it will look at 

what researchers say about the features that make Leadership Preparation Programs successful.  

Leadership Preparation Programs’ Impact  

When researchers focused their attention on the impact Educational Leadership has on 

school improvement and student learning, Leadership Preparation Programs became a center of 

attention for scholars and policymakers in the US (Levine, 2005; Perrone & Tucker, 2019; 

Young, 2015) and globally (Walker et al., 2013). Therefore, program evaluation studies were 

able to gather empirical evidence of the impact Leadership Preparation Programs had on 

educational leaders, school improvement, and student learning was paramount.  

Ni et al. (2017) argue that the academic literature on program evaluation can be classified 

into two broad categories: program implementation studies and program outcome studies. 

Program implementation studies focus on exploring the features or characteristics of programs. 

Their purpose is to “identify facilitating and hindering factors of implementation and service 

delivery, describe patterns and trends of specific program features, and provide 

recommendations for improvement of implementations” (Ni et al., 2017, p. 289). On the other 

hand, program outcome studies focus on the characteristics of the programs, and the variation 

outcomes expected from them. Hence, their purpose is to “determine if specific preparation 

improvement strategies are effective in achieving the desired outcomes” (Ni et al., 2017, p. 289). 

To understand the state of the art of program evaluation studies, Orr and Barber (2009) 

conducted one of the first comprehensive research reviews about the impact of Leadership 

Preparation Programs. They reviewed the data available from 1993 to 2007 and noted that most 

of the research at the time was dissertation research, with a clear concentration of program 
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implementation studies. The researchers stressed the need for more large-scale research on the 

effects Leadership Preparation Programs have on educational leaders and school improvement 

and the importance of exploring the relationship among program features, teaching and learning 

approaches, leadership effectiveness, and organizational outcomes (Orr & Barber, 2009).  

Almost a decade later, Ni et al. (2017) continued a similar research review with journal 

articles published between 2007 and 2015. In this review, Ni et al. (2017) found that the total 

number of program studies has increased in the last decade. Although more than 70% of studies 

available were program implementation studies, there was a substantial growth in the quantity of 

program outcome studies trying to identify relationships between program features and 

leadership-related outcomes. Ni et al. (2017) concluded that outcome studies had established a 

relationship between high-quality Leadership Preparation Programs and graduates' career 

development and learning. However, studies that assess the long-term outcomes of leadership 

preparation on school improvement and student learning are relatively small. 

One notable quantitative program outcome study was conducted by Orr and Orphanos 

(2011). Researchers wanted to study the influence of exemplary Leadership Preparation 

Programs on what principals learn about leadership, their use of effective leadership practice, 

and how their practice influences school improvement and the school’s learning climate. 

Drawing from the academic discussion on the effectiveness of Instructional and 

Transformational Leadership, Orr and Orphanos (2011) defined effective practice aspects of 

transformational and instructional leadership models, such as setting directions, managing the 

school instructional program, and fostering professional development for teachers. Using 

surveys, the study compared 65 principals who had graduated from a selected group of 

exemplary leadership programs to a national sample of 111 principals. Through Structural 
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Equation Modeling, data analysis was conducted to find the best alignment between leadership 

knowledge, leadership practice, and student outcomes. The findings indicated that participation 

in exemplary Leadership Preparation Programs was significantly associated with learning about 

effective leadership and engaging in these practices through quality internships. Further, frequent 

use of effective leadership practice was positively associated with school improvement in 

progress and the school’s learning climate. Hence, the researchers concluded that “exemplary 

leadership preparation had a positive but mediated influence on variations in school 

improvement progress and school effectiveness climate” (Orr & Orphanos, 2011, p. 19) 

Another quantitative program outcome study was conducted by Orphanos and Orr 

(2014). The study's purpose was to understand the influence of leadership preparation on 

leadership practices and teachers’ job collaboration, leadership, and satisfaction. The study used 

surveys from 175 teachers whose principals were prepared in an exemplary leadership 

preparation program and 589 teachers whose principals were traditionally prepared. Using 

structural equation techniques, researchers concluded that teachers' perception of principals 

engaging in effective leadership practices (distributed leadership, fostering professional 

development opportunities, and parental support) strongly influenced teachers’ job satisfaction 

and collaboration. Further, exemplary Leadership Preparation Programs had a statistically 

significant influence on leadership practices, which had a mediate effect on teachers’ job 

satisfaction and collaboration.  

Although program outcome studies are limited and face numerous methodological 

challenges, available research allows us to affirm that exemplary preparation programs positively 

influence educational leaders' knowledge and practices (Ni et al., 2017; Orphanos & Orr, 2014; 

Orr & Orphanos, 2011). Additionally, there is enough evidence claiming that Educational 
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Leadership practices have a mediate impact on students’ outcomes (Hallinger, 2003a, 2005; 

Heck & Hallinger, 2005; Leithwood et al., 2006; Leithwood & Jantzi, 1999, 2008; Leithwood & 

Riehl, 2005; Marks & Printy, 2003; Robinson et al., 2008). Therefore, exemplary Leadership 

Preparation Programs are key to improving the educational system.  

Leadership Preparation Program Features  

Leadership Preparation Programs matter and can make a difference. However, not every 

program manages to impact graduates' leadership knowledge and practice (Orphanos & Orr, 

2014). Thus, it is necessary to explore the literature about the characteristics of exemplary 

Leadership Preparation Programs. 

Davis et al. (2005) conducted one of the first literature reviews aimed at identifying the 

features of principal development programs that were most frequently acknowledged in the 

literature as critical to the development of successful school leaders. They organized the features 

into three broad categories: content, methods, and structure. Regarding content, Davis et al. 

(2005) suggest that content should be research-based (reflect the current research in school 

leadership, management, and instructional leadership) and coherent (the curriculum should be 

aligned to the program purpose and national standards). Regarding methods, programs should 

include field-based internships and problem-based learning so aspiring leaders can apply the 

curricular content in “authentic settings and toward the solution of real-world problems and 

dilemmas” (Davis et al., 2005, p. 10). Additionally, programs should include cohort groups and 

well-structured mentoring programs to enhance shared authority for learning and opportunities 

for collaboration and teamwork. Finally, regarding structures, Davis et al. (2005) claim that 

Leadership Preparation Programs and school districts should mutually collaborate in the design, 

implementation, and assessment of leaders’ preparation.  
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Although Davis et al. (2005) recognized that there was little evidence on whether and 

how these particular features enabled principals to become more effective in their practice, they 

hypothesized that the “impact of these features is more likely to hinge on their quality, 

coherence, and implementation, than their existence withing programs” (Davis et al., 2005, p. 8).  

To address this challenge, Darling-Hammond et al. (2009) conducted a study to provide 

“a more fine-grained portrait of when, how, under what conditions, and in what combination 

various program designs and features are likely to produce effective leadership” (Darling-

Hammond et al., 2007, p. 13). The study reviewed 120 pre-service and in-service Leadership 

Preparation Programs to identify exemplary programs and their characteristics. To determine 

which programs were exemplary, researchers observed three levels of outcomes: effective 

leadership practices implemented by the programs, the resulting climate of the schools in which 

graduates worked, and perceptions of progress in school improvement (Darling-Hammond et al., 

2009, pp. 203-205). Out of the 120 programs, researchers selected eight exemplary programs that 

provided evidence of solid outcomes in preparing school leaders. They represented different 

approaches concerning the design, policy contexts, and the relationships between universities 

and school districts (Darling-Hammond et al., 2009, p. 6). 

After selecting these programs, researchers conducted a series of observations, surveys, 

and interviews with faculty, students, and graduates, to explore the programs’ characteristics. 

The authors concluded that exemplary programs shared a set of common features that 

contributed to their impact (Darling-Hammond et al., 2009, pp. 182-183): 

● A coherent curriculum aligned to state and professional standards 

● An active, student-centered instruction employing pedagogies that facilitate the 

integration of theory and practice and stimulate reflection  
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● The program content emphasized instructional leadership and school improvement 

● Faculty who are knowledgeable in their subject area  

● Social and professional support in the form of a cohort structure and mentoring 

● Vigorous, carefully targeted recruitment  

● Well-designed and supervised administrative internships  

In a recent study, Ni et al. (2019) tried to assess the direct and indirect relationships 

between the Leadership Preparation Programs’ features and the graduates’ perception of the 

programs’ quality and their learning. Researchers surveyed 930 recent graduates from 38 

different Leadership Preparation Programs across the United States. In the survey, participants 

were asked about their perception of five program quality features and their relevance in their 

overall learning about Educational Leadership. The five program quality features were internship 

quality, peer relationships, cohort structure, faculty quality, and program rigor and relevance. 

Program rigor and relevance were defined as “whether academic curriculum are intellectually 

challenging and covering broad and deep content that is aligned with standards, as well as the 

extent the students are able to critically analyze the acquired theory and knowledge to improve 

their practices” (Ni et al., 2019, p. 191). Overall, Leadership Learning was measured in the 

perception graduates had on seven categories aligned with the National Policy Board for 

Educational Administration standards: ethical and professional norms, strategic leadership, 

operations and management, instructional leadership, professional and organizational culture, 

equitable and supportive learning environment, and family and community engagement. 

Using Structural Equation Modeling, researchers concluded that the five program quality 

features directly or indirectly related to overall leadership learning (Ni et al., 2019). However, 

the Structural Equation Modeling showed that the most substantial impact on overall leadership 
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learning came from program rigor and relevance, and faculty quality. Quality internships had the 

third-largest reported impact on overall learning, followed by peer relations (Ni et al., 2019). 

In conclusion, Darling-Hammond et al. (2009) and Ni et al. (2019) argue that having a 

coherent curriculum, with content emphasizing Instructional Leadership and an active, student-

centered teaching approach will ensure program rigor and relevance critical for the program’s 

success. Curriculum coherence to national standards and the relevance of emphasizing content 

related to Instructional and Transformational leadership have been well documented (Gumus et 

al., 2018; Hitt & Tucker, 2016; Kwan, 2020; Leithwood, 2017). However, the academic 

literature regarding teaching approaches used in Leadership Preparation programs has not been 

well developed. Consequently, there is no agreement on what exactly it means to have an 

“active, student-centered teaching approach,” nor its specific impact on students’ learning.  

Darling-Hammond’s operationalized “active, student-centered instruction” as “employing 

pedagogies that facilitate the integration of theory and practice and stimulate reflection, such as 

problem-based learning; action research; field-based projects; journal writing; and portfolios that 

feature substantial use of feedback and ongoing self, peer, and faculty assessment” (Darling-

Hammond et al., 2007, p. 145).  

These instructional approaches are consistent with what Taylor et al. (2009) documented 

in their literature review of pedagogies used in Leadership Preparation programs between 1990 

and 2006. In their study, Taylor and colleagues (2009) found an evolution in the teaching 

approaches used by Leadership Preparation Programs. They documented a movement from a 

passive pedagogy to a more active one, characterized by an increase in Leadership Preparation 

Programs using pedagogies such as narratives and problem-based learning, the application of 

case studies, an integration of technologies, and an increase in reflective practice. However, in 
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their review, they found no empirical research on the effectiveness or outcomes of instructional 

strategies in leadership learning and practice.  

Complementing Taylor et al.'s (2009) study, Byrne-Jiménez et al. (2016) conducted a 

literature review of the available studies from 2007 to 2015. Their review found a set of “general 

instructional strategies that are well recognized and accepted as practicable” (p.182) among 

scholars. Those strategies were problem-based learning, simulations, case studies, critical 

reflection, and critical discourse. However, researchers found limited empirical evidence on the 

pedagogical practices used in Leadership Preparation Programs and their impact on exercising 

leadership.  

Despite the lack of empirical evidence on the outcome these teaching practices have on 

principals’ leadership exercise, there is a general agreement that having 1) a student-centered 

approach in the forms of problem-based learning, 2) opportunities for critical reflection on 

experiences, 3) continuous feedback, and 4) ongoing assessment of skill development and 

leadership knowledge is relevant for the success of a Leadership Preparation Program. 

Summary 

Since there is a considerable body of evidence suggesting that Educational Leadership 

has an impact on school improvement and student learning, Leadership Preparation Programs 

became a center of attention for scholars and policymakers (Levine, 2005; Perrone & Tucker, 

2019; Walker et al., 2013; Young, 2015). New program initiatives and research agendas have 

emerged with a comprehensive set of critiques about the lack of research exploring their impact 

on leaders' preparation and school improvement and the poor quality of most programs (Normore 

& Lahera, 2019; Young & Crow, 2016). 
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More recent research has been trying to address these critiques. An increasing number of 

outcomes studies have emerged attempting to gather empirical evidence about the impact of 

exemplary Leadership Preparation Programs on educational leaders' practice and school 

improvement (Ni et al., 2017). For example, Orr and Orphanos' (2011) study concluded that 

exemplary Leadership Preparation programs are positively related to what principals learn about 

leadership, their use of effective leadership practice, and how their practice influences school 

improvement and the school’s learning climate. Similarly, Orphanos & Orr’s (2014) study 

concluded that Exemplary Leadership Preparation programs were positively related to teachers’ 

job satisfaction, collaboration, and leadership practice. Hence, available research affirms that 

exemplary preparation programs positively influence educational leaders' knowledge and 

practices, which in turn, have a positive impact on school improvement (Ni et al., 2017; 

Orphanos & Orr, 2014; Orr & Orphanos, 2011). 

The characteristics of exemplary Leadership Preparation Programs have also been well 

documented by research (Darling-Hammond et al., 2007; Darling-Hammond et al., 2009; Davis 

et al., 2005; Davis & Darling-Hammond, 2012; Ni et al., 2019). Scholars agree successful 

programs shared common features such as 1) faculty who are knowledgeable in their subject 

area, 2) social and professional support in the form of a cohort structure and mentoring, 3) 

vigorous, carefully targeted recruitment, and 4) well-designed and supervised administrative 

internships. Yet, the most critical features of exemplary programs are having a 5) coherent 

curriculum, 6) content emphasizing transformational and instructional leadership, and 7) an 

active, student-centered teaching approach (Darling-Hammond et al., 2007; Darling-Hammond 

et al., 2009; Davis & Darling-Hammond, 2012). Although there is a lack of empirical research 

exploring which student-centered teaching approaches have more impact on students’ learning 
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and practice, most scholars argue that problem-based learning, critical reflection on experiences, 

continuous feedback, and ongoing assessment of skill development and leadership knowledge 

are most impactful in Leadership Preparation Programs (Byrne-Jiménez et al., 2016; Taylor et 

al., 2009). 

Topic 3: Constructive-Development Theory 

Introduction 

Transformative Learning theory is understood as a type of learning that implies a 

"dramatic, fundamental change" (Merriam et al., 2006, p. 130) in the learner, a kind of 

deep learning that affects our identity and changes the way we perceive the world and 

our self in it (Taylor, 1997). As Mezirow (2012) explains: 

   Transformative learning refers to the process by which we transform our taken-for-

granted frames of reference (meaning perspectives, habits of mind, mindsets) to make 

them more inclusive, discriminating, open, emotionally capable of change, and 

reflective so that they may generate beliefs and opinions that will prove more true or 

justified to guide action. (p. 76) 

 

This type of learning is critical for Leaders who often need to challenge their own 

assumptions and change their way of understanding their environment to face complex 

challenges. 

Adult Development theories focus specifically on Transformative Learning. These 

theories explore how individuals evolve or transform throughout their lifespan within different 

domains of the human experience. Four domains have been the focus of several scholars 

(Merriam et al., 2006): biological development (Bee & Bjorklund, 1996), moral development 

(Kohlberg, 1981), cognitive development (Fischer, 1980), and spiritual development (Fowler, 

1981). However, some adult development theorists (Kegan, 1982; Torbert, 1999) consider the 
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self as an integrated system and include various domains of the human experience into one 

development framework.  

Particularly for Robert Kegan, all domains of human experience are coherently 

determined according to how individuals construct meaning from their lived experiences (Kegan, 

1982, 1994, 2000). However, not every individual constructs or creates meaning in the same 

fashion. These different ways of making meaning are what the theory calls “levels of 

consciousness” or “ways of knowing” (Drago-Severson, 2004; Drago-Severson & Blum-

DeStefano, 2013; Kegan, 1982, 1994), and have a critical implication on how “learnings will be 

taken in, managed, handled, used, and understood” (Drago-Severson, 2004, p. 34). Hence, this 

theory can be of particular interest when understanding how aspiring educational leaders 

experienced their leadership learning in their respective Leadership Preparation Programs. 

This section will explore Kegan’s constructive-development theory and its implications 

for Educational Leadership preparation.  

Kegan’s Constructive-Developmental Theory 

Inspired by Piaget’s (1952) work, Robert Kegan developed a constructive-developmental 

theory to explain the structures and processes of an individual meaning-making system and how 

it evolves throughout the lifespan. Under a constructive-developmental framework, the theory 

assumes that knowledge is constructed by the individual when they interpret and make meaning 

of an experience. It is also a developmental theory because it explains how this knowledge 

construction and interpretation of experience grow more complex over time (Drago-Severson, 

2004).  

According to Kegan, an individual's consciousness grows or evolves by moving from one 

developmental stage -also known as ways of knowing, orders of consciousness, and forms of 
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mind- to another more complex stage. The progress from one stage to the other marks an 

evolution of how individuals relate to their environment and make meaning of their experiences. 

In other words, Kegan's theory is mainly about the "evolution of consciousness, the personal 

unfolding of ways of organizing experience that are not simply replaced as we grow but 

subsumed into more complex systems of mind" (Kegan, 1994, p. 9).  

Two concepts are relevant to understanding the characteristics and the evolution of these 

orders of consciousness or ways of knowing: the subject-object relationship and what Kegan 

calls the ‘Holding Environment.” This section will begin by explaining the subject-object 

relationship, then present the different ways of knowing proposed by Kegan and will finish 

explaining what a holding environment is and its role in adult development.  

Subject-Object Relationship. Kegan’s theory claims that individuals create meaning of 

their experiences based on qualitatively different developmental stages. These developmental 

stages are rooted in the relationship between the self and the environment, or as Kegan calls it, 

the subject-object relationship (Kegan, 1982, 1994). For Kegan, ‘subject’ relates to the elements 

of our knowing that we experience without recognition or question. They are embedded in us; 

thus, we identify with them. Consequently, “we cannot be responsible for, in control of, reflect 

upon that which is subject” (Kegan, 1994, p. 32). On the other hand, ‘object’ relates to the 

elements of our knowing that we are aware of and can “reflect on, handle, look at, be responsible 

for, relate to each other, take control of, internalize, assimilate, or otherwise operate on” (Kegan, 

1994, p. 32). 

Hence, to be at a given developmental stage implies that we have a specific balance 

between subject - what we are, our identity, and what is embedded in us - and object - what we 

have available to us. The transition from one developmental stage to the other becomes possible 
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when what was previously subject becomes available to us as object. This transition is possible 

because the individual negotiates or re-negotiates the subject-object balance, incorporating each 

way of knowing the former objects and adding new ones into a new, more expansive meaning-

making system. Hence, "human development involves a succession of re-negotiated balances” 

(Kegan, 1982, p. 32) between object and subject that unfold into more object and less subject. 

To identify an individual’s developmental level, a Subject-Object Interview can be 

conducted (Lahey et al., 1998). The purpose of the interview is to explore how an individual 

interpret or makes meaning of an experience according to Kegan’s (1982, 1994) constructive-

developmental theory. The Subject-Object Interview is a semi-structured interview that gives a 

developmental score that allows the interviewer to identify the developmental level of an 

individual. The complexity implied in conducting the interview and coding the transcript to 

identify a proper developmental score requires the interviewer to be properly trained (Lahey et 

al., 1998).  

Ways of Knowing. Constructive-developmental theory identifies six general ways of 

knowing and two that are restricted to adulthood. Each way of knowing should be understood as 

a meaning-making structure or a filter that attends to different kinds of information depending on 

the individual’s subject-object balance (Kegan & Lahey, 2009a). Hence, each way of knowing 

has specific principles for organizing experiences that affect how individuals make sense of their 

experiences. 

The first level, or Stage 0 (Kegan, 1982), occurs in newborns. At this stage, the infant 

does not distinguish between the objective world and their own identity. The next stage (Stage 1) 

is present in children around two years old. At this stage, children become aware of an external 

and objective world different from themselves (Kegan, 1982).  
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Stage 2, also labeled "Instrumental mind" (Kegan, 2000), is when individuals can 

construct durable categories, such as the classification of objects, people, or ideas. Their thinking 

becomes more organized and logical and they begin to develop a sense of who they are and what 

they want. Their experience of themselves, others, and the world are organized in concrete terms, 

have a dualistic understanding of right and wrong, and rely on rules and a set of directions to 

accomplish their goals (Drago-Severson, 2012; Kegan, 1982). Meeting their own expectations, 

needs, and desires is crucial. At this stage, instrumental knowers cannot fully acknowledge 

another person’s perspective. Therefore, they can consider another person’s interest only when 

their interest interferes with their own. Consequently, competition and compromise are 

predominant themes among people at this stage (Kegan, 1982). 

Stage 3, also labeled "Socialized mind" (Kegan, 2000), is when individuals can relate 

durable categories to another. As a result, they can do abstract thinking, are aware of their 

feelings, and have a bigger capacity for reflection. In this order of consciousness, other people 

are considered "sources of internal validation, orientation, or authority" (Patton et al., 2016, p. 

309). Individuals at this stage pay special attention to how others perceive them. Therefore, their 

identity is "shaped by the definitions and expectation of [their] interpersonal environment" 

(Kegan & Lahey, 2010, p. 436). Socializing knowers are driven by the need to be understood, 

connected, and identified with a person, group, philosophical or religious stance (Drago-

Severson, 2012). Consequently, their relationship with others constitutes an essential part of their 

sense of self, perceiving interpersonal conflicts as a threat to their identity (Kegan & Lahey, 

2009a). 

Stage 4, or Self-authoring Mind, is characterized by the ability to generalize across 

abstractions. The predominant topic at this stage is self-authorship, or the capacity to take 
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responsibility for and ownership of our internal authority and establish our own sets of values 

and ideologies (Drago-Severson, 2012; Patton et al., 2016). It allows individuals to step back 

from the social environment and generate an internal authority to set goals according to their 

own values, standards, and agenda (Kegan, 1994). Consequently, "our self coheres by its 

alignment with / its own belief system/ideology/personal code; by its ability to self-direct, take 

stands, set limits, create and regulate its boundaries on behalf of its own voice" (Kegan & Lahey, 

2010, p. 436). According to Kegan (1994), organizational demands require individuals to have 

the capacity of being self-directed and self-evaluating. Hence, a self-authoring mind can be 

desirable for responding to these organizational demands.  

Stage 5, or the Self-Transforming Mind, is barely achieved by an estimated 9 to 10% of 

the US adult population (Kegan & Lahey, 2009a). At this stage, individuals can see beyond 

themselves and beyond the systems of which they are part. They can understand that different 

systems and people are interconnected, thus recognizing their commonalities and 

interdependence with others. People at this stage can step back and reflect on the limits of their 

own ideology or personal authority. They feel more comfortable with contradiction and 

oppositeness and understand that every system and self-organization are partial or incomplete. 

Consequently, "our self coheres through its ability to distinguish internal consistency from 

wholeness or completeness; its alignment with the dialectic rather than either pole." (Kegan & 

Lahey, 2010, p. 436). 

Table 2 presents Drago-Severson's  (2009, pp. 40-41) summary of the ways of knowing 

present in adulthood according to Kegan’s constructive developmental theory. 
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Table 2: 

Kegan’s Ways of Knowing 

Ways of knowing Stage 2: Instrumental Stage 3: Socializing Stage 4: self-authoring Stage 5: Self-transforming 

Orientation of self Rule-based self Other-focused self Reflective self Interconnecting self 

Definition of self Orients to self-interests, 

purposes, and concrete needs. 

Orients to value others’ 

(external authorities’) 

expectations, values, and 

opinions. 

Orients to self’s values 

(internal authority).  

Orients to multiple self-

systems; open to learning 

from other people. 

Orienting 

concerns 

Depends on rules and the 

“right” way to do things. 

Is concerned with concrete 

consequences. 

Decisions are based on what 

the self will acquire. 

Others are experienced as 

help or obstacles to meeting 

concrete needs. 

Person does not yet have the 

capacity for abstract thinking 

or generalizing. 

Depends on external 

authority, acceptance, and 

affiliation.  

Self is defined by important 

others’ judgments. 

Is oriented to inner states.  

Self feels responsible for 

others’ feelings and holds 

others responsible for own 

feelings.  

Criticism and conflict threaten 

the self.  

Self generates and replies to 

internal values and standards.  

Criticism is evaluated 

according to internal 

standards.  

Ultimate concern is with 

one’s own competence and 

performance.  

Self can balance contradictory 

feelings.  

Conflict is viewed as natural 

and enhances one’s own and 

others’ perspectives to 

achieve larger organizational 

goals.  

Is committed to self-

exploration.  

Engaging with conflict is an 

opportunity to let others 

inform and shape thinking.  

Conflict is viewed as natural 

to life and enhances thinking.  

Is able to understand and 

manage tremendous 

complexity.  

Is substantively less invested 

in own identity and more open 

to others’ perspectives. 

Constantly judges and 

questions how self-system 

works.  

Guiding questions 

for self 

“Will I get punished?” 

“What’s in it for me?”  

“Will you (valued 

other/authority) still like/value 

me?” “Will you (valued 

other/authority) approve of 

me?” “Will you (valued 

other/authority) still think I 

am a good person?”  

“Am I maintaining my own 

personal integrity, standards, 

and values?” “Am I 

competent?” “Am I living, 

working, and loving to the 

best of my ability?” “Am I 

achieving my goals and being 

guided by my ideals?”  

“How can other people’s 

thinking help me to enhance 

my own?” “How can I seek 

out information and opinions 

from others to help me modify 

my own ways of 

understanding?”  

Note: adapted from Drago-Severson (2009, pp. 40-41) 
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Holding Environment. Drago-Severson (2009) describes a holding environment as the 

“nurturing context in and out of which a person grows” (p. 57). In other words, the holding 

environment refers to the kind of environment that offers support and challenges that are 

developmentally appropriate to an individual’s way of knowing, thus helping him or her expand 

their meaning-making structures (Drago-Severson, 2012; Kegan, 1982). According to Drago-

Severson (2012), an effective holding environment serves three functions: “hold well,” “let go,” 

and “remain in place.” “Hold well” means to “accept individuals for who they are and how they 

are making meaning,” without urgently pushing that person for change (Drago-Severson, 2012, 

p. 47). “Let go” means that the environment must also “challenge, stretch, or encourage that 

person to grow beyond his or her current meaning-making system” (Drago-Severson, 2012, p. 

47). Third, “remain in place” means that environments must remain and provide continuity and 

stability as individuals grow into new ways of knowing. Therefore, a robust holding environment 

is the one that grants a balance between supports - an environment that holds well - and 

challenges - an environment that lets go - constantly. However, the kinds of support and 

challenges required to achieve this balance differ according to the ways of knowing of 

individuals (Drago-Severson, 2012). 

Constructive-Development Theory and Educational Leadership Preparation 

Kegan argues that contemporary adult life comes with mental demands so complex that it 

requires having at least a self-authoring way of knowing to deal with them effectively (Kegan, 

1994). Moreover, Kegan and Lahey (2009b) claim that modern organizations also require leaders 

with at least a self-authoring mind that allows them to feel comfortable with ambiguity and 

complexity. Therefore, among the different adult development theories, Kegan’s theory has been 
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one of the most used in management and leadership development in general (McCauley et al., 

2006). 

In their review of existing research about constructive-developmental theory and 

leadership development, McCauley et al. (2006) found that several studies have examined the 

relationship between Kegan’s ways of knowing and leaders' effectiveness and how they 

experience different elements of leadership roles as challenging. For example, Van Velsor and 

Drath (2004) interviewed 25 managers and teachers to explore what assignments were perceived 

as challenging and their relation to their ways of knowing. The authors found those individuals 

with a socializing way of knowing were “challenged by being in a role that was ill-defined, 

becoming a member of a more senior group, needing to take a minority position in a group or 

with a superior, presenting oneself authentically in stressful situations, and facing competing 

demands from work and home lives” (McCauley et al., 2006, p. 640) By contrast, individuals 

with a self-authoring way of knowing perceived as challenging working with or respecting 

people who are socializing knowers, and the need to bring their goals and viewpoints into 

alignment with others. 

Regarding Educational Leadership, Drago-Severson and colleagues have conducted 

several studies on the ways of knowing and the implication they have on adult development 

among school principals and teachers (Drago-Severson, 2004, 2009, 2012; Drago-Severson & 

Blum-DeStefano, 2013, 2017; Drago-Severson & Blum-DeStefano, 2018; Drago-Severson et al., 

2013a, 2013b). Drago-Severson argues that “attending to adult’s different ways of knowing can 

enable us to build professional learning environments that serve as rich and dynamic context that 

support adult growth, leadership development, and capacity building” (Drago-Severson, 2012, p. 

14). Therefore, understanding your own and other ways of knowing is critical to creating an 
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adequate holding environment with the kinds of supports and challenges that will help others 

grow. Drago-Severson (2009) has conceptualized different types of environmental support and 

challenges for growth according to the different ways of knowing, as shown in Table 3.  

Table 3:  

Challenges and Supports Across Ways of Knowing 

Ways of 

knowing 
Challenges Supports 

Instrumental ● Provide opportunities to learn about 

multiple perspectives through dialogue.  

● Create tasks that demand abstract thinking 

and scaffolding knower through the 

process.  

● Encourage movement beyond “correct” 

solutions and toward other perspectives.  

● Discuss how multiple perspectives could 

build abstract thinking and increase 

perspective broadening. 

● Set clear goals and expectations.  

● Provide step-by-step procedures for 

dialogue and working with other 

colleagues.  

● Share examples of rules, purposes, and 

goals—and how to share them with 

others.  

● Engage in dialogue that provides 

specific advice, skills, and information 

about practice. 

Socializing ● Provide opportunities to develop own 

beliefs, becoming less dependent on others’ 

approval.  

● Encourage this knower to construct own 

values and standards, not co-construct 

them.  

● Support the acceptance of conflicting points 

of view without feeling threatened.  

● Support this knower in separating own 

feelings and responsibilities from another 

person’s.  

● Support this knower in distinguishing own 

perspective from need to be accepted. 

● Ensure that learner feels known and 

accepted.  

● Beliefs are confirmed by authorities.  

● Supervisors and valued colleagues 

and/or loved ones show acceptance.  

● Provide opportunities to share 

perspectives in pairs or smaller groups 

before sharing with larger groups.  

● Ensure that interpersonal relationships 

are not jeopardized when differences 

of opinion arise. 

Self-Authoring ● Challenge knower to let go of own 

perspective and embrace diametrically 

opposing alternatives.  

● Support this knower’s acceptance of 

diverse problem-solving approaches that 

differ from own.  

● Provide opportunities to learn about 

diverse points of view.  

● Provide opportunities to analyze and 

critique ideas and explore own goals.  

● Ensure that learning from the process 

takes place.  
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● Challenge knower to set aside own 

standards for practice and open up to other 

values.  

● Support critique of own practices and 

vision.  

● Encourage the acceptance of diverse ways 

to explore problems. 

● Support learning about and 

demonstrating own competencies.  

● Emphasize competency.  

● Invite demonstration of competencies 

and dialogue. 

Self-

Transforming 

● Someone is present as the person makes 

sense of the paradoxes of life and the 

tensions generated by inner contradictions.  

● Situations and work involve others with 

diverse perspectives such that there is an 

openness to exploring tensions, 

incongruity, and synergy.  

● Offer recognition of the challenge this adult 

experiences (i.e., that there are limits to 

what the self can learn and how the self can 

know, that inspiring a system to transform 

itself is really tough).  

● Offer a way to make sense of the 

frustrations that this knower confronts 

when (a) the limitations of others’ and 

one’s selves slow the process of 

transformation and (b) one’s good 

intentions for effective expansive, systemic 

change in both work and personal contexts 

encounter barriers. 

● Provide opportunities to grow from 

supporting others and having 

deepening relationships with self and 

others, especially in diverse contexts.  

● This knower learns, contributes, and 

grows from self, others, and the larger 

social system.  

● Learning from complex projects 

emphasizes cocreation and intimacy, 

with a focus on learning about self, 

others, and processes.  

● Another person is present as this 

learner explores deepening 

relationships and sense of intimacy 

with self and others.  

● A coach, mentor, guide, and/or system 

is in place such that deeper meaning 

can be made in the midst of the 

complexity to which this learner is 

capable of responding.  

 

Note: Table taken and adapted from Drago-Severson (2009) 

In conclusion, constructive-development theory suggests that the learning process 

required to become an educational leader and the role or practice of Educational Leadership can 

be perceived differently among individuals with different ways of knowing. For example, a 

Leadership Preparation Program with a student-centered approach and plenty of opportunity for 

personal reflection and feedback will be perceived as challenging by an instrumental knower and 

supportive by a self-authoring knower. Hence, Leadership Preparation Programs that take into 

consideration participant’s ways of knowing can become more effective at adjusting their 
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teaching approaches to build holding environments that better support adult learners (Drago-

Severson, 2012; Drago-Severson et al., 2013a, 2013b) 

Summary 

This section began by explaining Kegan’s constructive-development theory and how it 

focuses on individuals' meaning-making structures -also known as order of consciousness or 

ways of knowing- and how they affect the way we make meaning of our experiences. According 

to Kegan, adults can evolve or transition into more complex meaning-making structures with the 

proper support and challenges presented in a holding environment.  

Following Kegan’s constructive-development theory explanation, the section continued 

exploring the implication the theory has for Educational Leadership development. Kegan claims 

that contemporary leadership requires at least a self-authoring way of knowing to deal with 

ambiguity and complexity. Coherent to this claim, several studies have explored the relationship 

between ways of knowing, leadership performance, and how leadership challenges are perceived. 

Drago-Severson (2009) identified a series of challenges and supports for different ways of 

knowing in an educational context and concluded that considering aspiring leaders’ ways of 

knowing is critical for building environments that effectively support professional learning and 

development.  

Chapter Summary 

The chapter began by explaining how the concept of Educational Leadership has changed 

over the years, moving from viewing school principals as administrators to leaders responsible 

for transforming schools, supporting teachers, and ultimately, improving students’ learning 

outcomes. This change of perspective put Educational Leadership as a central topic for scholars 

who have been gathering evidence of the impact Educational Leadership has on students’ 
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outcomes while developing different Educational Leadership models to describe the 

characteristics of successful leaders.  

Two Educational Leadership models have been the most well documented: 

Transformational Leadership and Instructional Leadership. Transformational Leadership claims 

that leaders should focus on structural aspects of the school, such as giving adequate support to 

collaborators, inspiring them, and communicating aspiring goals to motivate them and enhance 

their performance. By contrast, Instructional Leadership claims that leaders should focus 

predominantly on the coordination, control, supervision, and development of the school's 

curriculum, instruction, and academic environment. However, recent research has demonstrated 

that successful educational leaders adapt and integrate both leadership models depending on the 

context and the schools’ needs. Thus, the Ontario Leadership framework - one of the most 

comprehensive and research-based leadership frameworks available - suggests that successful 

educational leaders should be capable of setting directions, building relationships and developing 

people, developing the organization to support desired practices, and improving the instructional 

program. 

After reviewing the characteristic of Educational Leadership, the chapter discussed the 

relevance, impact, and features of exemplary Leadership Preparation Programs. Regarding their 

relevance and impact, research shows that exemplary Leadership Preparation Programs 

positively influence educational leaders' knowledge and practices, which has a positive impact 

on school improvement. Regarding their features, empirical evidence suggests that exemplar 

Leadership Preparation Programs share a set of common characteristics. The most relevant 

features are having a coherent curriculum, having content that emphasizes Transformational and 

Instructional Leadership, and an active, student-centered teaching approach that emphasizes 1) 
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problem-based learning, 2) critical reflection on experiences, 3) continuous feedback, and 4) 

ongoing assessment of skill development and leadership knowledge. 

The last topic the chapter covered was Kegan’s constructive-development theory and its 

implication for Educational Leadership Development. The chapter began by explaining the 

meaning-making structures - also known as ways of knowing - and how they impact the way 

individuals create meaning of their experience, thus affecting how learning occurs. Then a 

review of the four most common ways of knowing present in adult life, their characteristics, and 

how they operate when making meaning was presented.  

The chapter concludes with a review of constructive-development theory and its 

relationship with Educational Leadership Development. The theory and research claim that 

contemporary leadership challenges are so complex that it requires leaders with complex 

meaning-making structures such as a self-authoring way of knowing to better face those 

challenges. Therefore, when developing educational leaders, it is critical to consider their ways 

of knowing to grant aspiring leaders adequate challenges and support. By creating those holding 

environments, aspiring leaders will enhance their learning and develop more complex meaning-

making structures that will allow them to become better educational leaders. 
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Conceptual Framework 

The conceptual framework for this study came from the research questions, the 

researcher's experiences and assumptions related to the problem, and the literature review 

explored.  

The framework consists of four categories: Leadership Preparation Program (LPP) 

features, LPP teaching approaches, challenges, and support, and LPP impact. The four research 

questions are the fundamental structure guiding the framework to explore how educational 

leaders perceived their learning experiences in different Leadership Preparation Programs.  

The first question sought to explore what features and characteristics of Leadership 

Preparation Programs are perceived as desirable for aspiring school leaders. The second question 

sought to uncover how educational leaders perceived and assess the teaching practices and 

learning activities implemented by the LPPs. Hence, LPP features and LPP teaching approaches 

served as appropriate categories for research questions one and two. Research conducted by 

scholars such as Darling-Hammond (2009), Ni et al. (2019), and Byrne-Jimenez et al. (2016) 

helped identify which program features and teaching approaches were perceived as relevant and 

impactful for aspiring educational leaders.  

The third question attempted to discover how educational leaders assess LPP and how 

they perceive the impact the program had on their professional development and professional 

practice. Therefore, LPP impact served as an appropriate category. Research from Leithwood 

(2017), Hallinger (2011), Marks and Printy (2003), and others helped identify the impact on 

Leadership Practices perceived by educational leaders. 

The fourth question intended to explore what features and teaching practices from the 

LPP were perceived as supportive and challenging for participants assuming to have different 

developmental levels. LPP challenges and support offered was the category that best served this 
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purpose. Drago-Severson's (2004, 2012, 2013) studies on what constitutes a holding environment 

and the common supports and challenges for different ways of knowing assisted in comparing 

the perceptions of what is supportive and challenging for various participants and how these 

differences can relate to different ways of knowing. 

The study is supported by a fuller description of the conceptual framework found in 

Appendix A and as highlighted and depicted in Figure 1 below.  
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Table and Figure 5: 

Conceptual Framework Graphic Representation 
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CHAPTER III: METHODOLOGY 

Introduction and Overview 

The purpose of this study is to explore with 20 educational leaders their experiences in 

four Leadership Preparation Programs to identify how the programs' features and teaching 

approaches meet the learning needs of participants. Specifically, the study looked at the features 

and practices in the programs that are perceived as supportive and impactful for students at a 

certain developmental stage and challenging or futile for others at a different developmental 

stage. After completing this study, the researcher offered a possible explanation of what program 

features and teaching approaches implemented by Leadership Preparation Programs contribute 

the most to meeting the learning needs of aspiring school leaders. 

To achieve this purpose, the following research questions were addressed: 

1. How do participants describe the features of an ideal Leadership Preparation Program? 

2. How do participants assess the teaching approaches and practices implemented in the 

program? 

3. In what ways do participants perceive the Leadership Preparation Programs impact their 

professional practice? 

4. How do participants make meaning of the supports and challenges identified in the 

Leadership Preparation Programs? 

This chapter presents the methods used to explore these questions. Hence, the chapter 

will address the following topics: a) rationale and justification for the use of a qualitative 

research approach; b) rationale and justification for the use of a multi-case study; c) description 

of the study's sample and sampling strategy; d) a brief description of the research sites; e) 

overview of information needed; f) overview of the research design; g) methods of data 
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collection; h) ethical considerations; i) issues of trustworthiness; j) limitations of the study, and 

k) chapter summary. 

Rationale for Qualitative Approach 

According to Maxwell (2012), to better frame what methods to use when approaching an 

investigation, the researcher should answer the following question: "what will you actually do in 

conducting this study?" (Maxwell, 2012, p. 216). As mentioned before, the current research will 

attempt to extract the meaning that graduates of Leadership Preparation Programs make about 

their lived experience when attending these programs and their impact on their learning and 

professional practice. Therefore, given the purpose and the researcher's attempts in this 

investigation, a qualitative approach is the most appropriate to understand such a complex 

phenomenon.  

Qualitative research is particularly relevant when the research goals are to understand the 

meaning of participants' experiences and their perspectives, the context in which they act, and the 

process by which events and actions take place (Maxwell, 2012). In other words, the purpose of 

qualitative research is to address "the meaning individuals or groups ascribe to a social or human 

problem" (Creswell, 2013, p. 35) or to "uncover and interpret" the meaning that people make of 

their experiences (Merriam & Tisdell, 2015). Thus, qualitative research considers how contextual 

conditions contribute to defining how individuals make meaning, interpret reality, and frame a 

problem or issue. Moreover, according to Berg (2004), qualitative techniques allow the 

researcher to examine how individuals make sense and learn about themselves and others. 

Therefore, qualitative research has an advantage when conducting formative studies that 

are intended to help improve existing practices rather than simply to determine an outcome, as in 

these contexts, "it is more important to understand the process by which things happen in a 
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particular situation than to measure outcomes rigorously or to compare a given situation with 

others" (Maxwell, 2012, p. 222). 

Rationale for Multi-Case Study 

Even though Qualitative Research is the most appropriate approach for this investigation, 

it is necessary to define a specific approach to inquiry. Creswell (2013) distinguished five 

different qualitative approaches to research: case studies, phenomenology, ethnography, 

grounded theory, and narrative research. Creswell (2013) describes case studies as  

a qualitative approach in which the investigator explores a bounded system (a case) or 

multiple bounded systems (cases) over time, through detailed, in-depth data collection 

involving multiple sources of information (e.g., observations, interviews, audiovisual 

material, and documents and reports), and reports a case description and case themes (p. 

153) 

 

Consequently, when the research focus is "to develop an in-depth description and 

analysis of a case or multiple cases" (Creswell, 2013, p. 110), then a multi-case or a case study is 

the fittest Qualitative Approach. Similarly, Yin (1994) claims that “case studies are the preferred 

strategy when ‘how’ and ‘why’ questions are being posed and when the investigator has little 

control over events, and when the focus is on a contemporary phenomenon within some real-life 

context” (Yin, as cited in Patton, 1987, p. 1). Moreover, Merriam (1998) recommends using case 

studies in educational research because this approach emphasizes “in process rather than 

outcomes, in context rather than a specific variable, in discovery rather than confirmation” (p. 

19). 

The key element of a multi-case study is that it examines multiple cases in order to gain 

an in-depth understanding of a particular phenomenon. In this scenario, the phenomenon of 

interest is the participants' perception of their learning experience in different programs. By 

interviewing participants from multiple programs, the researcher is examining different cases of 
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learning experiences in order to gain a more comprehensive understanding of the phenomenon. 

Additionally, by studying different programs, the researcher can compare and contrast the 

participants' perceptions across different settings and make inferences about the effect of 

program design on their learning experiences. In conclusion, a multi-case study is the best-suited 

approach. 

 

Research Sample 

The study sample’s population consists of twenty educational leaders who attended and 

graduated from one of four Leadership Preparation Programs. Participants were selected using a 

purposeful sampling strategy in which the researcher “selects individuals and sites for study 

because they can purposefully inform an understanding of the research problem and central 

phenomenon in the study” (Creswell, 2013, p. 156). The criterion sampling used to select the 

participants were the following: 

1. All individuals must have a teaching degree. 

2. They had at least two years of teaching experience in K-12 schools at the time they 

attended the Leadership Preparation Program. 

3. They are currently working in a K-12 school and hold a leadership position. 

4. They attended and graduated from one of the four Leadership Preparation Programs 

between the 2016 and 2019 academic years, before the COVID-19 pandemic.  

5. They no longer have a formal relationship with the Leadership Preparation Program. 

The participants were drawn from the program alumni network. The researcher collected 

the student’s databases of each LPP and contacted between 80 and 120 graduates from each 

program by email. In this email, the researcher provided a description of the study and requested 
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their participation. The first five respondents for each program were contacted by phone. During 

that phone call, the researcher offered more details about the research and checked that the 

candidates met all the inclusion criteria for participating in the study. Three out of the 20 first 

respondents did not meet the selection criteria. The researcher contacted the following first 

respondent and schedule a phone call. After the phone call, the researcher sent participants the 

informed consent form and informed them of any potential risks of the study and their rights, 

notified them that their participation is voluntary and that their contribution will be used for the 

purposes of this research, with their identities remaining private. 

Description of Research Sites 

The researcher interviewed twenty alumni from four Leadership Preparation Programs: 

the PFLI (Programa de Formacion de Líderes Instruccionales), the PFD (Plan de Formación de 

Firectores) and two school leadership master programs offered by two universities: Universidad 

de Los Andes and Pontificia Universidad Católica de Chile. 

The Programa de Formación de Líderes Instruccionales (PFLI) is an intensive, one-year 

professional development program designed to enhance the instructional leadership skills of in-

service teachers who hold leadership roles within their schools. The program, which is hosted by 

the educational consulting NGO APTUS, focuses primarily on working with schools located in 

underserved communities. Participants in the PFLI will be part of a cohort and will engage in a 

range of activities that include intensive workshops, internships, coaching, and on-the-job 

training. The program is designed to help school leaders develop the skills and knowledge they 

need to lead successful classrooms and schools. The program is in partnership with high-

performing charter schools located in underserved communities, and all workshops, internships, 

and on-the-job training will take place in these same schools. 
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The PFD is a preparation program created by the CPEIP (Centro de Perfeccionamiento, 

Experimentación e Investigaciones Pedagógicas). CPEIP is a program run by the Ministry of 

Education in Chile, which aims to improve the quality of education in the country by promoting 

innovation and improvement in teaching methods among primary and secondary school teachers. 

The PFD is the CPEIP´s leadership training component, which is designed to support the 

professional development of school leaders, such as principals and vice-principals. The program 

is aimed at improving the leadership skills and management practices of school leaders, so they 

can more effectively lead their schools and promote a positive learning environment. The PFD is 

a two year program and consists of a series of courses that are implemented in partnership with 

higher education institutions. Common practices and features includes activities such as 

workshops, seminars, coaching, and mentoring, as well as opportunities for school leaders to 

observe and learn from successful practices in other schools. The program is open to all teachers 

who work as educational leaders in schools that are part of the Chilean public education system. 

The other two preparation programs are 32-credit graduate master’s programs delivered 

by Pontificia Universidad Católica de Chile (PUC) and Universidad de los Andes. The PUC is 

one of the most prestigious universities in Chile, known for its high academic standards and 

research contributions. The Master in Education and School Leadership program offered by PUC 

is a two-year program that aims to provide students with advanced training in education, both 

theoretically and practically. The program focuses on the study of educational policies, teaching 

methods, and management of educational institutions. It is designed not only for teachers or 

school leaders, but for professionals working in the education field who want to deepen their 

knowledge and improve their skills in management and leadership of educational institutions, 
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teaching and research in education, and curriculum development. The program takes two years to 

complete. 

The Universidad de los Andes is a private university located in Santiago, Chile. Founded 

in 1989, it is considered one of the most prestigious universities in the country. The Master's 

degree in Educational Direction and Management is a postgraduate program offered by the 

university that aims to provide participants with the skills and knowledge needed to lead and 

manage educational institutions effectively. The program focuses on leadership development, 

human resource management, financial administration, and strategies to improve the quality of 

education. The program combines theoretical classes with practical applications, with case 

studies as its main teaching method. It is directed to professionals with experience in education 

and an interest in developing leadership and management skills in the educational field. The 

program takes two years to complete as well. 

Overview of Information Needed  

There are four categories of information needed to answer the three research questions 

guiding this work: a) demographic information, b) perceptual information, c) contextual 

information, and d) theoretical information (Bloomberg & Volpe, 2018).  

 

Demographic Data 

The purpose of gathering demographic information is to identify participants' 

backgrounds and relevant similarities and differences in perceptions that may arise during the 

interviews (Bloomberg & Volpe, 2018). Demographic data was gathered during the initial phone 

call and the researcher collected the data on an inventory sheet. The relevant data collected was 

the following (see Appendix C): 
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1. Age 

2. Gender 

3. Highest level of education completed 

4. Years of experience teaching 

5. Type of institution where currently employed 

6. Length of employment at the institution 

7. Current role held at the institution 

8. Leadership Preparation Program attended 

9. Leadership Preparation Program date of graduation. 

Contextual Data 

Contextual data refers to environmental factors, such as the organizational background, 

structure, mission, vision, and organizational culture (Bloomberg & Volpe, 2018). In this 

research, relevant contextual data included a description of the Leadership Preparation Programs, 

emphasizing the standards and curriculum used to design the program. Additional contextual 

information included was the characteristics of the schools where participants are currently 

working. The contextual data was collected through document analyses of publicly available 

information, such as the Leadership Preparation Programs’ websites and the Chilean department 

of education's public database. 

Perceptual Data 

Perceptual information refers to the participant's perception of their experience when 

attending the Leadership Preparation Programs and the impact on their knowledge about 

Educational Leadership and their professional practice (Bloomberg & Volpe, 2018). Perceptual 

data was collected through one-on-one interviews. The interviews were elaborated based on the 
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conceptual framework that emerged from the literature review and the research questions guiding 

this study.  

Theoretical Data 

 This data is collected through an ongoing review of the literature, which guided the study 

throughout various phases including analysis, interpretation, synthesis of findings, and 

conclusions drawn. 

 

 

 

 

 

 

 

 

Research Design Overview: 

 The following procedures were used to complete the study: 

Step 1 Research topic identification. The researcher selected a research topic related 

to his work experience as an educational leader and teacher coach. He prepared 

drafts of Chapter I – Introduction and Chapter III – Methodology for review by 

his advisor in the fall of 2021. 

Step 2 Literature review. This pre-data collection stage entailed a selected exploration 

into the work of other researchers and scholars in the areas of Adult 

Development, Educational Leadership, And Educational Leadership 

Preparation Programs. The literature review and conceptual framework 
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constantly informed the development of the approach to the study and its 

methods. In addition, the conceptual framework provided the basis for the 

interpretation and analysis of the study’s findings. 

Step 3 Preliminary identification of sample participants. The researcher scheduled 

an initial meeting with the Leadership Preparation Programs’ directors and/or 

admissions officer to ask for support to contact program’s alumni. The 

researcher explained the research objectives and asked for alumni’s contact 

information. 

Step 4 Proposal Hearing. The researcher’s proposal hearing was held on 09/30/2021 

and any revisions suggested by the researcher’s advisor and second reader 

were addressed in the submission of a revised proposal. 

Step 5 IRB approval. The researcher submitted the required documents to the  

Institutional Review Board for approval to proceed with the study’s data 

collection. 

Step 6 Phone call, Letter of Invitation and Consent Form. After receiving IRB 

approval, the researcher contacted potential participants by email to schedule 

one-on-one interviews (see Appendix B). The first five respondents of each 

program were contacted by phone. During this phone call, the researcher 

described the purpose of the study, length of the one-on-one interview, and 

details about the date, time, and location of the interview. After the call, 

participants that met the criteria received an informed consent form via e-mail 

that explained the study's purpose, participants’ rights, data collection methods, 
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and privacy. (See Appendix C). Additionally, participants received a 

demographic inventory (See Appendix D). 

Step 7 Interviews. In-depth interviews were scheduled with the identified participants 

to understand how they experienced the learning process when attending the 

Leadership Preparation Program. The interviews were conducted in Spanish, in 

person, and were audio-recorded.  

Step 9 Transcription and translation of interviews. The interviews were transcribed 

and translated into English by the researcher.  

Step 10 Document review: To collect contextual data, the researcher conducted a 

systemic review of documents that provided information on the Leadership 

Preparation Program’s curriculum, standards, and espoused teaching approach 

(See Appendix E).  

Step 11 Data Analysis and Reporting. All the data was coded, analyzed, interpreted, 

and synthesized according to the conceptual framework (CF) presented at the 

end of Chapter II. During data collection and analysis, the descriptors within 

each of the major categories of the Conceptual Framework were revised and 

refined.  

 

Methods Of Data Collection 

This section describes each of the data collection methods used in this study in more 

detail. According to Creswell (2012, 2013), for a case study to achieve an in-depth understanding 

of a case and validate its findings, researchers need to collect many forms of qualitative data. 

Using multiple methods of data collection is also known as triangulation: “the process of 
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corroborating evidence from different individuals (e.g., a principal and a student), types of data 

(e.g., observational fieldnotes and interviews), or methods of data collection (e.g., documents 

and interviews)” (Creswell, 2013, p 259).  

While the researcher intended to implement critical incidents as a third means of data 

collection and hence achieve triangulation, unfortunately only three participants responded to the 

Critical Incident Questionnaire. Therefore, there was insufficient data to include critical incidents 

in the analysis and the researcher was unable to achieve triangulation. All the collected data was 

coded, analyzed, interpreted, and synthesized according to the conceptual framework that 

emerged from the literature review and subsequently included participant responses. After 

finishing the analysis and report of the data, the researcher compared the findings with the 

literature to identify similarities and contrasts. At the same time, the literature review should not 

be considered an actual data collection method but rather a guiding frame for the design and data 

analysis of the study. 

One-On-One Interviews 

One of the primary methods of data collection used in this study was one-on-one, semi-

structured, in-depth interviews. The interviews were semi-structured, i.e., guided by a list of 

questions or issues to be explored without a predetermined order or exact wording (Merriam & 

Tisdell, 2015). This format is particularly relevant because it “allows the researcher to respond to 

the situation at hand, to the emerging worldview of the respondent, and to new ideas on the 

topic” (Merriam & Tisdell, 2015, p. 111). 

The interviews were conducted in person. The participants defined a convenient place 

and time to schedule an interview and the researcher adapted to their requests. Each interview 

lasted around 60 minutes.  
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The researcher conducted twenty interviews, one for each participant. Based on the 

research questions, an interview protocol was developed to assist the researcher in finding a 

balance between having a focused conversation with delimited issues to address and having a 

free-flowing conversation that allows individual ideas to emerge (Lee, 1999).  

Given that the research questions aimed at identifying how participants perceive the 

leadership learning process and how they make meaning of the supports and challenges 

experienced when attending Leadership Preparation Programs, accurate data regarding 

participants developmental levels was desired. In order to get such data, the researcher attempted 

to conduct Subject-Object interviews. However, since the researcher was not formally trained in 

conducting Subject-Object interviews and the impossibility of finding a Spanish-speaking 

Subject-Object interview expert, the researcher was not able to conduct Subject-Object 

interviews. Hence no accurate data regarding participants' meaning-making structure was 

collected. 

Document Review 

In this research, three main types of documents were reviewed: a) the Leadership 

Preparation Programs brochures used to attract aspiring educational leaders, b) the program’s 

curriculum and standards, and c) the public records of the school where participants are working. 

All these documents are publicly available on the internet (See Appendix D).  

The purpose of reviewing the Leadership Preparation programs brochure and standards is 

to collect contextual data regarding the institution which participants graduated from. This 

information was organized and categorized to consider how this contextual information relates to 

the emerging themes from the in-depth interviews. In other words, reviewing these documents 
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allowed the researcher to “corroborate and augment evidence” (Yin, 1994, p. 81) from the 

participants' interviews.  

Critical Incident Questionnaire  

The Critical Incident Questionnaire (CIQ) is a data collection procedure proper to the 

Critical Incident Technique, i.e., a qualitative, systemic, and flexible procedure for collecting 

descriptive data from participants (Flanagan, 1954; Norman et al., 1992; Sharoff, 2008).  

The purpose of the CIQ is to collect data of incidents that, according to the participant’s 

judgment, made a significant contribution, either positive or negative, to the activity being 

studied (Norman et al., 1992). The incidents can be collected via a variety of methods: 

interviews, workshops, group interviews, systematic record-keeping, and direct observation 

(Sharoff, 2008). 

In this study, the researcher administered the CIQ orally a couple of days after having the 

in-depth semi-structured interview with the participants. During the last part of the in-depth 

interview, the researcher set the expectation for the CIQ by explaining its characteristics and 

purpose. The rationale for administering it in an oral form is to 1) facilitate the inclusion of 

incidents that might be reluctant or unable to provide in a written form and 2) to maximize the 

cooperation quality of respondents (Norman et al., 1992). The CIQ was orally administered in 

person. In addition, the researcher audio-recorded and wrote verbatim participants' answers. Each 

interview lasted around 60 minutes.  

As mentioned earlier in this chapter, only three participants responded to partake in the 

CIQ. Consequently, there was insufficient data to include critical incidents in the analysis and the 

researcher was unable to achieve triangulation. 
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Literature on Methods 

Interviews. From the researcher's perspective, interviews are particularly compelling when 

exploring how participants make meaning of their learning experience when attending 

Leadership Preparation Programs. First, because interviews allow the researcher to establish a 

relationship with the participants that says, “I want to understand the meaning of your 

experience, to walk in your shoes, to feel the things as you feel them” (Spradley, 2016, p. 34). 

Second, since interviews “can focus on the learner's story of a particular experience to gain 

insight into the processes or outcomes of the learning, as well as to track learners’ perspective 

changes or developmental progression over time” (Drago-Severson, 2004, as cited in Cranton & 

Hogan, 2012, p. 416).  Thus, interviews allow the researcher to probe, clarify and dig deeper into 

specific topics, providing rich and highly illuminating data that enables the researcher to access 

detailed descriptions of a phenomenon (Bloomberg & Volpe, 2018). 

Although interviews have strengths, there are various limitations to interviewing. From a 

practical point of view, interviews can be time-consuming, it can be difficult for people to 

cooperate, and they require ample preparation and arrangements (Robson & McCartan, 2016). 

From a theoretical point of view, interviews have some relevant limitations as well. For example, 

information collected by researchers during the interviews is always an indirect observation of a 

phenomenon since the data collected is always filtered through the views of the interviewee 

(Creswell, 2013). Also, when interviewing, the researcher can't eliminate their presence. Thus, 

the researcher is not a passive observer but an active presence that can bias responses (Creswell, 

2013). 

Document Analysis. “Document” is often used to refer to a wide range of written, visual, 

digital, and physical material that is part of the research setting and can be a relevant source of 

data collection (Merriam & Tisdell, 2015).  
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Document analysis has multiple strengths. As Merriam (1998) claims, “documents of all 

types can help the researcher uncover meaning, develop understanding, and discover insights 

relevant to the research problem” (p. 118). They enable the researcher to access the data at the 

most convenient time to the researcher. Since data is permanent (Robson & McCartan, 2017), it 

represents objective data that participants have given their attention to, and they do not require 

transcription when present in a written form (Creswell, 2013). Additionally, documents are 

stable and non-reactive, meaning that the researcher’s presence does not affect or alter the object 

of study (Merriam, 1998), and they are particularly relevant when trying to collect data from a 

long span of time, many events, or many settings (Yin, 1994). 

One of the limitations of document review is that often they do not provide sufficient 

details to answer a research question since they were not created to meet or comply with a 

researcher’s interest or a research agenda (Bowen, 2009). Yin (1994) also claims that a relevant 

weakness is related to the difficulty to retrieve documents since sometimes researchers' access to 

them can be deliberately blocked when the information is protected or private. Additionally, the 

criteria to collect and define which documents to review or determine which documents to grant 

access to can be biased (Yin, 1994). 

Critical Incident Questionnaire. The CIQ has some relevant strengths as an instrument 

for data collection. First, it is practical since it is a flexible tool and can be easily adapted to meet 

the requirements of individual research studies (Sharoff, 2008). Second, it also helps the 

researcher and participants to focus on the issues that constitute the aim of the study, which 

allows interviewers to identify and clarify feelings and meanings related to the incident that are 

harder to articulate in other contexts (Sharoff, 2008). Finally, and most importantly, it increases 
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the likelihood of participants providing both effective and ineffective events relevant to the 

research problem (Norman et al., 1992). 

The CIQ also has relevant weaknesses. For example, the CIQ relies exclusively on the 

participants' perception of events, their memory, and their reflection capacity (Sharoff, 2008). It 

also requires the researcher to clearly identify and distinguish among multiple events 

experienced by the interviewer. This can be particularly challenging, especially when 

participants describe numerous incidents in one single story or experience (Norman et al., 1992). 

Lastly, the CIQ is highly reactive: one subtle change in the wording of a critical incident 

question can impact the participants’ responses (Sharoff, 2008). 

Methods on data analysis. 

Qualitative analysis requires systematic interpretation of data using various methods to 

construct concepts and explanations of a phenomenon (Merriam, 1998). This study's interview 

transcripts were the primary sources from which patterns were identified, coded, and 

categorized. Following Maxwell's (2012) advice, the researcher began the data analysis 

immediately after finishing the first interview and kept analyzing the data while including more 

interview transcripts.  

The conceptual framework presented at the end of Chapter II served as the organizing 

structure and foundation for the data collection and coding process (Bloomberg & Volpe, 2018). 

The researcher began analyzing the data by translating 20 interview transcripts from Spanish to 

English. After the translation process, the researcher critically read the transcripts to identify 

words and phrases related to the research questions.  

The researcher coded the data manually, using the NVivo research software, and grouped 

these coded pieces of information under each research question. After the 20 interviews were 
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coded, the researcher assigned these coded pieces of information to the categories of the 

conceptual framework (Bloomberg & Volpe, 2018) and created four frequency charts that 

allowed him to identify patterns in the data. 

Additionally, given that the researcher could not conduct Subject-Object interviews and 

had no accurate data regarding participants' developmental levels, Drago-Severson's (2009) 

framework was used for coding participants' expressions and behaviors associated with different 

developmental levels. These coded pieces of information allowed the researcher to enhance the 

interpretation of the data and hypothesize possible explanations for the major findings. 

 

Ethical Considerations 

Ethical issues can arise in any study or at any research phase. Thus, the researcher should 

be morally forced to protect participants from any potential harm produced by the study 

(Bloomberg & Volpe, 2018). To reduce any unintentional risks to participants, the researcher 

adhered to all the procedures outlined by Teachers College Institutional Review Board: 1) 

Participants were informed of the study’s purpose and asked to sign an Informed Consent Form, 

2) Participants were notified that their involvement is voluntary, and they can withdraw from the 

study at any time, and 3) The researcher protected the privacy of participants. 

To assure the protection of participants' privacy, the researcher used pseudonyms in the 

analysis and reporting. In addition, he restricted the information provided about each individual 

case study to help ensure the preservation of their anonymity. All files were saved on a 

password-protected local computer hard drive and backed up on a password-protected external 

hard drive. Following the conclusion of the study, the data was destroyed. 
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Issues of Trustworthiness 

According to Creswell and Poth (2016), trustworthiness or validation is “an attempt to 

assess the “accuracy” of the findings, as best described by the researcher, the participants, and 

the readers (or reviewers)” (p. 338). For Lincoln and Guba (1985), trustworthiness gives studies 

significance and value, making them believable, accurate, and plausible (Bloomberg & Volpe, 

2018).  

Lincoln & Guba (1985) claimed that in scientific inquiry, the conventional criteria for 

trustworthiness were internal validity (truth value), external validity (applicability or 

generalizability), reliability (consistency), and objectivity (neutrality). However, for naturalistic 

inquiry, these categories should be replaced with the more fitting categories of credibility, 

transferability, dependability, and confirmability. According to Bloomberg & Volpe (2018), 

these categories better reflect the nature and distinction of qualitative studies.  

This section discusses the implications of the study and the strategies the researcher 

employed to enhance trustworthiness. 

Credibility 

Credibility refers to the confidence in the ‘truth’ of the findings or how congruent they 

are with reality (Merriam & Tisdell, 2015). Lincoln & Guba (1985) argue that credibility is one 

of the most important factors in establishing trustworthiness because “without such credibility 

the findings and conclusions as a whole cannot be found credible by the consumer of the inquiry 

report” (p. 213). Therefore, the findings of a credible study should be accurate from the 

researcher's perspective, the study’s participants, and the reader (Bloomberg & Volpe, 2018). 

When reality is assumed to be singular, objective, and tangible, achieving credibility 

might be simple. However, when the reality is assumed to be multiple and intangible -as 
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naturalistic inquiry and qualitative research assume (Lincoln & Guba, 1985; Merriam & Tisdell, 

2015)-, achieving credibility requires establishing structural corroboration or coherence (Lincoln 

& Guba, 1985).  

To enhance the credibility of this study, the researcher took the following steps: 

1. Reflect on biases or assumptions that the researcher can bring to the study, the site, 

and the participants. The researcher kept a reflective journal during this research 

study process. He wrote down his perspectives when discussing the findings, analysis, 

conclusions, and recommendations. 

2. Have multiple data collection methods (interview and document review) to support 

the corroboration of experiences lived by participants. 

3. Disclose all sorts of findings, including potential findings that can be contrary to the 

researcher’s expectations or assumptions. The purpose is to convey the case studies as 

accurately as possible, even if it implies a significant challenge in making theoretical 

generalizations about the relevance and impact of incorporating aspects of adult 

development theory in Leadership Preparation Programs.  

4. Lastly, the researcher asked colleagues to review field notes and other study materials 

to help examine his assumptions and interpretations of the data. 

 

Transferability  

The findings of quantitative research should be applicable across all contexts and settings 

to achieve validity. However, in qualitative research, reality is assumed to be multiple and 

intangible. Generalizations are impossible because all phenomena depend on the context; 

therefore, statements of truth cannot have general applicability (Lincoln & Guba, 1985). 

However, findings can be understood as similar in other settings or contexts known by the 
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observer (Bloomberg & Volpe, 2018). Hence, transferability refers to how findings have 

applicability in other relevant contexts (Lincoln & Guba, 1985). To achieve transferability, 

researchers must “provide enough detailed description of the study’s context to enable readers to 

compare the ‘fit’ with their situations” (Merriam & Tisdell, 2015, p. 256). 

In this study, the researcher achieved transferability by providing rich, thick descriptions 

of participants’ experiences when attending Leadership Preparation Programs. Merriam & 

Tisdell (2015) define rich, thick descriptors as “a description of the setting and participants of the 

study, as well as a detailed description of the findings with adequate evidence presented in the 

form of quotes from participant interviews, field notes, and documents” (p. 257). 

Dependability and Confirmability 

For Lincoln & Guba (1985), dependability refers to the study’s capacity to remain 

consistent across time, researchers, and analysis techniques. In other words, the criterion of 

dependability refers to the extent that the research findings can be replicated by other similar 

studies (Bloomberg and Volpe, 2018). On the other hand, confirmability refers to the degree to 

which the researcher can demonstrate the neutrality of the research interpretations (Lincoln & 

Guba, 1985).  

An audit trail is a transparent description of the research steps taken from the start of a 

research project to the development and reporting of findings (Lincoln & Guba, 1985). To 

construct this trail, the researcher kept an ongoing research journal and used research memos. To 

achieve inter-rater reliability, the researcher asked two work colleagues to code two interviews. 

The researcher engaged in a process of dialogue and critical reflection to reconcile the 

differences between their interpretations and refine and revise the coding scheme accordingly 

based on their feedback. The purpose was for external parties to understand in detail how data 
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was collected, coding schemes and categories derived, and decisions made during each step of 

the research process. 

Limitations of the Study 

Limitations are factors that restrict the scope or outcome of a study and are present in 

every study (Bloomberg & Volpe, 2018). This section discusses several limitations and the 

means to address them. 

 

Researcher Bias 

An essential characteristic of qualitative research is that the researcher himself is an 

instrument of data collection and analysis (Merriam & Tisdell, 2015). This is particularly 

challenging because it implies that the instrument - the human researcher - necessarily comes 

with a bias that impacts the data collection process and analysis. The researcher has worked in 

the field of Educational Leadership and adult education for almost a decade. He has participated 

in Leadership Preparation Programs as a student and instructor and has coached and supported 

the professional development of several aspiring educational leaders. Hence, it is safe to assume 

that he has biases regarding the learning process of educational leaders. Additionally, the 

researcher interpreted the data about leader’s learning experience according to Drago-Severson’s 

(2004) descriptions of challenges and supports across different Ways of Knowing, without 

having accurate data regarding the developmental stages of participants due to the absence of 

Subject-Object Interviews. 

Instead of trying to eliminate these biases, “it is important to identify them and monitor 

them in relation to the theoretical framework and in light of the researcher’s own interests, to 

make clear how they may be shaping the collection and interpretation of data” (Merriam & 
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Tisdell, 2015, p. 16). To manage the impact of the researcher's bias, he documented all known 

biases and assumptions. He also described how his perceptions, expectations, and biases affect 

the analyses and conclusions. 

Participant Reactivity 

 Maxwell (2012) refers to participant reactivity as the adjustment participants make as a 

reaction to the researcher taking on the role of interviewer. This reactivity is particularly 

relevant, considering that the researcher holds a senior leadership position in a school that he co-

founded and has gained certain renown in the industry. This might establish a power dynamic 

between the researcher and participant that can lead the interviewees to provide what they 

perceived to be the “right” answers to the interview questions, which may not have accurately 

reflected their actual past experiences when attending the Leadership Preparation Programs. 

Selection bias 

The sample of this study was limited to the first 20 respondents who met the selection 

criteria out of more than 400 educational leaders who graduated from one of four renowned 

Chilean Leadership Preparation Programs between 2016 and 2018. It's important to note that 

these self-selected individuals who choose to participate in the study and replied to the invitation 

first, may have a greater level of interest or investment in the topic of leadership preparation 

programs, which could influence their perceptions and evaluations of their learning experience. 

This could result in an overrepresentation of individuals with particularly positive or negative 

experiences, and a higher willingness to share their positive views or criticisms. 

Transferability of Findings 

 The small sample size and the relevant role that context plays in participants' experience 

limits the generalizability of the findings. However, as Lincoln & Guba (1985) describe, 
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transferability, not generalizability, is a goal of qualitative research. Thus, the researcher 

addressed the issue of transferability by using rich, thick descriptions so that potential study 

consumers will be able to determine whether the findings apply to their own context and setting. 

 

Chapter Summary  

In conclusion, this chapter provided a detailed description of the study’s proposed 

methodological approach. The purpose of this study is to explore with twenty educational leaders 

their experience in four Leadership Preparation Programs to identify how their perceived 

learning experiences are different given their developmental stages. To meet this goal, the 

researcher used a qualitative multi-case study approach. 

 The research sample is composed of twenty self-selected educational leaders who 

graduated from four specific Leadership Preparation Programs and met a specific set of criteria. 

They participated in one-on-one interviews. In addition, documents collected from Leadership 

Preparation Programs and the schools where participants are currently working were analyzed as 

data to corroborate participants’ responses. 

 The researcher was mindful of the importance of addressing issues of credibility, 

dependability, confirmability, and transferability by utilizing triangulation, audit trails, peer 

review, and clarification of researcher biases. 

 The methodology selected for this study is designed to support the intended outcome, 

which is to yield insights on how aspiring educational leaders experience the learning process 

proper to a Leadership Preparation Program. The researcher’s intent is to offer recommendations 

on how to adapt the teaching approaches implemented by Leadership Preparation Programs to 
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meet the learning needs of adults that have different ways of making meaning of similar 

experiences. 
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CHAPTER IV: FINDINGS 

The purpose of this study is to explore with 20 educational leaders their experiences in 

four Leadership Preparation Programs to identify how the programs' features and teaching 

approaches meet the learning needs of participants. 

This chapter discusses the four key findings that emerged from participants’ responses to 

the research questions: (1) How do participants describe the features of an ideal Leadership 

Preparation Program? (2) How do participants assess the teaching approaches and practices 

implemented in the program? (3) In what ways do participants perceive the Leadership 

Preparation Programs impact their professional practice? (4) How do participants make meaning 

of the support they find and the challenges they identify in the Leadership Preparation Programs? 

Participants in this study, identified by pseudonyms, shared their perceptions and 

experiences when attending four different Leadership Preparation Programs. As noted in Chapter 

III, supporting evidence from the document review has been embedded in the chapter to 

reinforce the research findings.  

Participants in this study were current school principals or assistant principals who 

graduated between 2017 and 2019 from one of the four Leadership Preparation Programs 

described below. 

Findings 

The four major findings that were uncovered through the data collected in this study are: 

1. All participants (100%) considered that ideal Leadership Preparation Programs 

should be Situated to Practice, i.e., the programs should link the theories to practice, 

offer internships, and be rigorous and efficient in the use of time management while      

teaching. 
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2. A strong majority of participants (80%) claimed that having a Practice Orientation, 

i.e., teaching strategies such as role-plays, modeling, learning by doing, and on-the-

job exercises, was the most relevant teaching approach for Leadership Preparation 

Programs.  

3. A majority of participants (70%) perceived that attending a Leadership Preparation 

Program impacted their professional development by advancing their careers, gaining 

more confidence, or broadening their understanding of leadership. 

4. A majority of participants (70%) reported that aspects of a situated to practice 

program were challenging for their learning, specifically the rigorous and effective 

use of time management while teaching. On the other hand, 75% of participants 

reported that feedback, particularly the coaching aspect, was the most supportive 

element for their learning. 

Finding #1: Situated to Practice 

All participants (100%) considered that ideal Leadership Preparation Programs should be 

situated to practice, i.e., the programs should link the theories to practice, offer internships, and 

be rigorous and efficient in the use of time management while teaching. 

Participants were asked to describe the features or characteristics of an ideal Leadership 

Preparation Program. In their answers, participants defined and gave examples of the concepts 

used in their descriptions to clarify the meaning of what they believe to be these ideal features.  

See Appendix F: Frequency Chart – Finding #1 for a complete list of ideal Leadership 

Preparation Program features described by participants. In addition, Table 4 provides a summary 

of Finding #1 data. 
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Table 5: 

 

Outline of Finding #1 

Finding # 1   

All participants (100%) considered that ideal Leadership Preparation Programs should be 

situated to practice, i.e., the programs should link the theories to practice, offer internships, 

and be rigorous and efficient in the use of time management while teaching. 

 

Participants reported the following ideal Leadership Preparation Program features: 

 

● Situated to Practice (20 of 20, 100%) 

o Theories Learned are Linked to Practice 

o Effective Internships 

o Rigorous and Efficient Use of Time Management While Teaching  

 

● Emphasis on Educational Leadership (19 of 20, 95%). 

o Leadership Skills and Resource Management 

o Transformational Leadership 

o Instructional Leadership 

 

● Attracting Talented Facilitators and Students (17 of 20, 85%) 

o Recruitment and Selection 

o Faculty With Academic Expertise 

o Faculty With Field Experience 

 

● Program Curriculum is Aligned to Public Policies (14 of 20, 70%) 

 

 

Situated to Practice 

There are multiple Leadership Preparation Programs offered in the educational system 

covering similar topics (Byrne-Jiménez et al., 2016). However, how each program contextualizes 

these topics and makes them relevant for educational leaders is critical. As Rob, one of the 

participants, says, “I believe that the issue is that each of these contents should occur in situated 

learning contexts.” Ann develops this idea of contextualizing learning further. 

   When you teach something to someone, you have to put it in its everyday context to 

make learning meaningful. So, I feel that if they teach you something...you can teach the 

same, but always grasping and prioritizing the context of each person and each 
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educational community because if they teach you as something external, the job of 

making the transfer into your context can bring misunderstandings. 

 

Joe summarizes this point by saying that Leadership Preparation Programs “more than 

anything, should deliver precise tools that are applicable, contextualized, and can be used as 

resources.” For Oscar, internships are a great way to contextualize what you are learning because 

they “allow you to leave the paper and see what you were learning embodied in people and 

systems, what could be done, what can be achieved.” 

A relevant part of every educational leader's context is time. Cruz highlights the 

importance of time management. “You have to consider that principals have very little time, very 

little time,” therefore, programs should be “well organized with the times.” Ernest concurs with 

this idea that time is of the essence, claiming that preparation materials sent to students 

beforehand are crucial. 

   We all have little time. We are not students who stop working. So, of course, in their 

planning of the program they acknowledged that…so, for example, next week I'm going 

to learn X topic. For us, it made the process easier when the program sent us the readings 

beforehand, so we could reflect and practice before we went to class…there was a 

structure that we already knew; we were not going to waste time in any class, it was a 

whole day, and the whole day we worked. 

 

As participants described the features of ideal Leadership Preparation Programs, it 

became apparent that the most relevant features were (1) linking theory to practice, (2) 

implementing effective internships, and (3) being rigorous and efficient in the use of time 

management while teaching. 

 

Theories Learned are Linked to Practice 

 

Participants reported the need for learning modules or courses to be connected or linked 

to real practical scenarios. Cruz emphasizes this point on the importance of practicality in 
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education. “I believe that a more practical view of educational leadership is needed.” Emy 

develops this idea more extensively by contrasting the purpose of a master’s degree with a Ph.D.  

   I believe a master's degree directed at leaders, unlike a Ph.D., should be like a tool that 

you can put into practice. Obviously, it should be based on a theory, you cannot teach 

anything in the air, but it seems to me that in some cases, it was more like listening, 

talking and nothing else…you have to open the conversation and make students share 

experiences from their practice…otherwise, it feels that you are learning something from 

another realm, with no relationship to the day to day work we do. 

 

Bridget echoes Emy’s opinion by claiming that courses must always be applicable to the 

real world. “Courses should always be linked to the school, the classroom, and the institution. I 

believe that to be super important, that all courses have some connection or application.” 

Similarly, Lidio discusses the usefulness of connecting learning to reality. “The didactics, the 

methodologies that connect the theories with the inductive method, I mean, starting from reality, 

connecting what we are learning with our reality, that we relate our educational realities, I found 

that to be super pertinent.” Rob best exemplifies what this link to practice means. 

   When training directors in leadership programs, I guess that the offer should be very 

similar in terms of topics, but the way in which they are addressed is what makes the 

difference. In other words, for me, when I get to school after the program, I arrive with 

new ideas...I had some idea of how to implement what I was learning, and that's a big 

plus. 

 

Philomena offers a concrete example of the difficulties she experienced when attending a 

program that did not link theory to practice. 

   I think my program was, in my case, at least, too theoretical since they showed you the 

types of leadership, what should be done, the differences between the distributed and the 

Transformational Leadership models, and you say "yeah, the first years I should follow a 

Transformational Leadership, it should have more impact, I should change or update after 

that, etc.” But then I have to apply it and I have to figure out on my own how to make it 

work. So, I feel that a principal training program should not be based on theory, but on 

how that theory should be applied.  

 

The findings identified in (Darling-Hammond et al., 2009; Orr & Pounder, 2011) 

corroborates the statements made by study participants.   
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Effective Internships  

 

   Participants also reported the importance of having effective internships. Itzkia 

underscores the impact field learning could have on program participants.  

   In terms of the program's structure, internships would be important, just like 

undergraduates who are doing internships from the first day nowadays. I think that in a 

leadership program, you should have a kind of field learning experience or research 

application experience. 

 

For Lu, internships are relevant to gaining different perspectives on how to address 

common leadership challenges. In her words, internships are relevant  

because you can see other realities, things that work fine elsewhere…when you go out to 

other places it allows you to learn how others are succeeding in those aspects that you are 

failing, and it also allows us to say “hey, this thing works in my school and here it does 

not.” That gives you a different perspective and vision.   

 

Similarly, Beatrice highlights the importance of hearing other leadership teams’ 

experiences upon visiting a school. “It is very enriching to go to a school, meet with the 

leadership team, visit classrooms, ask questions and have them tell you how what has worked 

and what has been challenging.” 

Besides offering new perspectives, internships are also crucial for understanding how to 

apply what educational leaders have been learning in the preparation programs. Omar describes 

how internships give meaning to what you have learned. 

…visits to schools, conversing with other leaders. I think that’s important because it 

allows you to see what you have learned, you can see the knowledge acquired, and that 

gives it meaning and enhances your understanding of what you perceive, which helps 

you, later on, to transfer that to one’s reality. 

 

Ann holds a similar sentiment when talking about the internships she did at a school in the 

U.S. “It was incredible to see everything that they taught us in classes, we saw that it was real, 

we also saw that it was not perfect, so I arrived with much hope of being able to apply this in 

Chile.”  
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Emmy best summarizes the purpose of internships and their importance.  

   Going to visit schools, participating, observing something live, would also be good …As 

a teacher, I learned the most when I went into the classrooms and saw others. That was 

more important than what one could read in books. So, seeing a principal in action is super 

important, and one learns just by observing how they manage the meeting, how to do 

different activities, how they manage the times, etc. 

 

Rigorous and Efficient Use of Time Management While Teaching 

 

Time is a scarce resource for educational leaders. Therefore, Leadership Preparation 

Programs should be rigorous when teaching and efficient in the use of time. Cruz states that 

these programs must be rigorous in order to ameliorate schools. “Teachers who want to be 

principals must be challenged intellectually so that they can generate or seek to develop 

proposals to improve schools.” Similarly, Olga discusses how a rigorous training is especially 

crucial to those who are in leadership positions.  

   When you go to that type of training, especially if you are in a leadership position, you 

really expect…a rigorous development of the activities, in the information of the themes, 

in the pertinent bibliography to be able to make comparisons. That is why I tell you, we 

need greater depth when studying, not only to say that such an author or such theoretician 

indicates such a thing but to discuss in more detail, give opinions. 

 

Part of being rigorous implies being efficient in the use of time. When Jayce talks about 

the most relevant characteristics of the program he attended, he says: “the usage of time was 

optimized to the maximum, and I think that is very important when one has so many tasks at 

school as director or manager of an organization.” Similarly, Ruth believes that Leadership 

Preparation Programs should be “rigorous regarding working hours.” Beatrice further 

summarizes the connection between rigor and efficiency. 

   I think it is super important that programs have a syllabus and bibliography for you, and 

those are required as a starting point for the class. Then, during the course, the faculty 

should raise the bar and begin to use the complimentary bibliography. In the end, the 

floor should not be the initial bibliography or syllabus. Then, there is not a minute 

wasted, the rigor when teaching and when assessing, since they should tell you what type 
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of work you will do, the requirements, the rubric, and when they grade, they should be 

super demanding. 

 

Ann develops this connection more deeply when she analyzes the structure and routines 

her program had. 

   We all had to write in a certain amount of minutes; everyone had to participate a certain 

number of times in class... It was very structured. But in the end, that structure and rigor 

ended up being good because we all started to get on the train, and it allowed us to 

advance very quickly and learn a lot in a short time, and it was one of the things that I got 

out of the program I attended.  

      

Emphasis on Educational Leadership 

Given the complexity of educational leadership practice, participants believe that 

leadership preparation programs should cover a wide range of school leadership topics. In Ann's 

words, an ideal program should teach “all the parts that exist within the principal role.” 

Throughout the interviews, participants shared what they believed to be the most relevant 

aspect of educational leadership. Kathy highlights that "soft skills development is very 

important.” Philomena believes that “an ideal LPP should have -in my opinion- the financial 

field much more developed.” Lastly, Ann posits that the most relevant topics for a program to 

cover are “school culture, academic rigor, data analysis, observation, and feedback.” Joe best 

summarizes the leadership topics participants identified as essential for an ideal Leadership 

Preparation program. 

   Any leadership program must address the four dimensions, that is, it must deal with 

leadership itself, it must deal with school culture, it must deal with how to use resources 

well because that is also something that you can learn, and of course pedagogical 

management. 

 

As participants spoke about program features, it became clear that emphasizing 

educational leadership topics was essential, specifically 1) leadership skills and resource 

management, 2) instructional leadership, and 3) Transformational Leadership.  
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Leadership Skills and Resource Management   

 

Participants in this study recognized that educational leadership requires specific 

leadership skills and competencies such as effective communication, conflict management, 

cultivating relationships, and resource management. Bernadette summarizes this point by 

emphasizing the importance of both hard managerial skills and soft skills. “The whole topic of 

leadership, people management, human and financial resources management…I think that's 

essential. Soft skills, conflict management, mediation. All those issues, I believe, are like super 

important.” 

Furthermore, Lidio claims that effective communication and conflict management are 

pertinent areas of the program. “The communicational aspect seems super relevant to me; I had 

read it before, a whole line linked to the ontology of language, the importance of strategic 

communication. That is also a critical aspect in the program.” 

Cruz echoes this idea saying that Leadership Preparation Programs should teach 

communication skills. “[Programs] should teach how to dialogue, for example, what should a 

principal do in a teacher strike, how to deal with that.” Kathy further develops this idea by 

explaining how communication skills are essential to being good educational leaders. 

“Educational leaders have to know how to communicate well, be empathetic, be tolerant, 

communicate exclusively what you want to communicate”.  

Besides developing communication skills, Leadership Preparation Programs should also 

teach how to build relationships, work with people, and manage teams effectively. Jayce points 

out that management of time and people is lacking among Chilean educational leaders. “What is 

missing from the Chilean principals is the optimization of time and the ability to manage people 

and solve problems.” Emy concurs that there is a lack of management present. “I think there are 
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issues of management tools, such as managing an effective meeting…managing people, leading 

teams, high performing teams.” 

According to Lisa, developing management skills should also be complemented by 

developing skills to build relationships with people. “Many times, we leaders forget the person in 

order to meet the goals. So, I think we must work on interpersonal and intrapersonal 

relationships.”  

Lidio explains how economic and HR management should also be interwoven into the 

programming. “Within the management aspects, I consider relevant the management of 

economic and human resources.” Similarly, Philomena believes that “an ideal Leadership 

Preparation Program should have the financial field much more developed.” Franco explains in 

more detail what resource management is and why it is essential to learn as an educator. 

   How many [principals] know the value of a USE [School subvention unit, a parameter 

used to calculate a public or charter school income per student]? What is the income you 

get for each student? How many know how much is the payment for each “free-lunch 

eligible” student? How much does it impact the budget? I don't know how to interpret 

these numbers; I don't know how to handle them; I don't know how to estimate them in 

the school's annual budget. If we are talking about management, if we are going to 

manage this monster that we have here, I have to know -at least- what are the numbers I 

am going to deal with. 

 

Transformational Leadership 

 

Participants did not explicitly mention the concept of Transformational Leadership. 

However, in their answers, they described a series of characteristics essential to the 

Transformational Leadership concept, such as strategic planning and goal setting, school culture, 

and creating structures for collaboration.  

Elie believes that many directors do not understand what strategic planning is.  

   The other super important aspect is the topic of strategic planning since I think that if 

we talk about schools, of public administration in general, I think that very few directors 
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have this understanding of what strategic planning is, regardless of the training program 

they attended.  

 

Ellie continues to explain why the vision-planning strategy is so relevant. 

   In the end, the strategic planning is the base of an educational improvement plan, which 

focuses on carrying out a multiplicity of actions that have a common thread and a clear 

goal in time, a work that considers short, medium, and long terms. 

 

According to Lidio, strategic planning requires the leader to establish a mobilizing vision.  

   How do I take this [vision] to the leadership team and make an improvement plan that 

allows me to mobilize and leverage the changes we need to install? Suppose I want to 

install changes in the organizational culture and mobilize the people. In that case, we 

must install stories, what we declare in the educational project, the vision, and the 

mission. 

 

Ellie complements this idea, clarifying that collaboration is needed to mobilize people. 

 

   It is essential to consider the organizational culture to improve. If you want to make any 

improvement, you cannot do it despite the people, you have to do them with the people, 

and that is not taught in any professional training plan. 

 

 Ann further complements this idea and believes that understanding school culture is 

vital. “They should teach you what the importance of the school culture at your school is, what 

are the values that your school will develop, and how are you going to embed those values in the 

school community.” 

Rob reinforces the importance of school culture by saying that Leadership Preparation 

Programs should teach “school culture, but with a focus on building communities” and offers an 

illustrative example.  

   Here, for example, this school is a huge challenge, there are three thousand or so 

children, there are three thousand and so many families, that is, we have lots of parents, 

and there has been no parent center for years, so there is a problem of participation, of 

building a community. And we have to look for strategies. There is the importance of 

developing leadership skills that help you make proposals to address this issue. 
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Strategic planning, goal setting, school culture, and creating structures for collaboration 

are congruent with the characteristics of the Transformational Leadership model described by 

Leithwood and Jantzi (1999), as reviewed in Chapter II.  

Instructional Leadership  

 

During the interviews, participants mentioned that Leadership Preparation Programs 

should focus on teaching pedagogical management, curricular knowledge, and academic 

leadership, which are concepts closely related to Instructional Leadership. Elie believes that “this 

component of academic focus, that is, how we approach the classroom and how academic 

leadership is exercised, is crucial.” Joe compliments this idea by stating that pedagogical 

management should be essential for principals. “The other thing that should be a central theme 

for these leadership skill courses that - I think - we principals should have, are courses about 

pedagogical management because I believe that is the school’s line of business…that is our 

purpose.” 

 Ernest explains what he understands by pedagogical management: “It is how you lead -

for example- the management team, so that teachers have to generate pedagogical models that 

the institution approves.” Kathy further defines pedagogical management. 

   [Pedagogical management is] what a teacher needs to know, being able to accompany 

the teacher in the room, the moments of the class, what the common core is asking for. In 

other words, basically, it is to update your knowledge of what a leader should know to 

accompany a teacher in their teaching processes. 

 

Bridget refers to strategies that are essential for Principals, such as “making decisions 

based on data, permanent measurements of students’ performance, a rigorous monitoring, and 

the importance of enhancing the learning environment.” Similarly, Olga claims that the most 

important thing an educational leader should have is an “in-depth knowledge of curriculum and 
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methodologies.” Expanding on these thoughts, Olga explains that educational leaders must guide 

and role model instructional knowledge and teaching skills to their faculty.  

   Because if I am in a leadership position, although it is true, it will not be me, and I am 

not the one who normally sees the curricular coverage, I will oversee the fulfillment of 

the academic objectives, and as a principal, I have to know where to go. I have to guide 

my academic assistant principal and the rest of my teachers and be a leader not only by 

authority but also by exemplar. It is super important, and in that, obviously, the director 

must set the tone. 

 

Joe shares similar sentiments regarding what makes a good leader. “In the end, I believe 

that a good leader is going to be someone capable, first, of identifying the problems that exist in 

the classrooms.” 

In summary, participants mentioned the importance of Instructional Leadership, which is 

exercised by managing the instructional program, monitoring student learning, supporting 

teachers' development, and improving the school learning environment. These topics are closely 

aligned with the instructional leadership models reviewed in the literature review. 

Attracting Talented Facilitators and Students 

When describing features of an ideal Leadership Preparation Program, participants 

mentioned the importance of having talented people teaching in the programs along with talented 

students. Regarding talented students, Bridget says: “One of the things that a good program 

should have is a selection of students based on prior knowledge and skills. I think that is super 

important.”  

Regarding the importance of having talented faculty members, Lu explains that “the 

quality of the instructor or the person who teaches or the person in charge of a course, a subject, 

or a topic is the first and most important aspect of a Leadership Preparation Program.”  

However, participants, like Lidio, believe that program facilitators should have academic 

and field experience. “It also seems super important to me, for the same reason, that a program 
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includes people who are in academia doing research but applied research and people who are 

also with one foot in schools.” 

The following sections will expose what participants said about recruiting and selecting 

talented students and faculty members with field and academic experience.  

Students’ Recruitment and Selection 

 

Participants said that having a selection process based on participants' knowledge, 

experience and commitment is relevant for any program. Lu summarizes this point by discussing 

how the selection process can affect participants’ experience in the program.  

   I think the selection process has to be super powerful because…Let me make a 

comparison with a course I'm doing now where it seems to me that there are super 

valuable people, super committed, super experienced in education, and others where you 

say, "what are they doing here?" And that lowers the level of the conversation a bit 

because it always takes you to more pedestrian, more basic topics, with less vision, with 

lower expectations, and that obviously affects your experience of the program. 

 

Ernest complements this idea by saying that participants should be grouped according to 

their skillset to maximize learning outcomes. “An ideal principal training program should make a 

selection of students and in that selection, group them depending on the core knowledge 

expertise.” According to Lu, selection should also consider the role students have in their schools 

to have better discussions and learning opportunities. “In my opinion, I should have the 

possibility to share with other people from other schools who have similar roles.” Emy shares 

that having participants who were at various levels in her cohort negatively impacted her 

learning. “In my cohort, there were very few practicing principals; most of them were preparing 

to become principals. So, yes, it is true that some topics and points were already well known to 

me; they did not bring me something new.” 

Omar also agrees with the idea of recruiting people with similar roles in their schools but 

believes that programs should be addressed to current leaders and not to aspiring leaders. 
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   It also seems to me that a program of this type should be aimed at current principals or 

those who are already in leadership positions, and not at a teacher who has a desire 

because you could learn a lot, but if you cannot apply or put into practice what you 

learned, much of it will be lost. 

 

Ann, who participated in the program when she had a low-level leadership position in her 

school, reinforces this idea. 

   I saw the difference with colleagues who were principals, assistant principals, or 

department heads at the time, and for them, there were things that made much sense to 

them, and they said, “how great is this idea! I should implement this at my school 

tomorrow!” In contrast, I had to talk to all my bosses to implement something new. 

 

Kathy suggests that in order to attract talent among students, a selection interview is 

needed. “I think that before admitting a person to a program, clearly you have to have an 

interview and they should select you.” Ruth further develops the importance of having “a 

personal interview where they ask you what interest do you have in attending the program” 

because, without a filtering process, educational leaders with no genuine interest or willingness 

to lead can take the place of committed aspiring or current leaders. In her words: 

   If you don't have the responsibility to attend a course, why do you apply? Suppose you 

don't have time to go, or you don't feel like doing it, and you still get in the program. In 

the end, you take the position away from another person who really wants it… because I 

have colleagues who apply, and they did everything to get in, and they wanted to do it but 

were left out because the program had no vacancy. 

 

Faculty With Academic Expertise 

 

Faculty members' expertise was a relevant aspect for participants. According to Joe, 

having faculty members with outstanding academic curricula and experience provides structure 

to the program. 

   [It] gives you peace of mind about the structure of the program, I mean, when you get 

into a master's degree or a training program and check the professors who are going to do 

the classes, for me it is important, it is super important, that they are professors who have 

papers written, that have conducted studies. 
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Ernest complements this idea of having faculty with academic expertise when sharing his 

experience. 

   What I liked and what interests me is that everyone should have the same opportunity 

to have outstanding professors in their teaching area. That was very special because the 

professors I had at the time were always at the forefront; in fact, Professor F.V. gave us 

classes, Professor A.C. gave us classes, I don't know, [they are] recognized in the field 

and are updated and have deep knowledge of the disciplines that they teach. For example, 

those who gave us the evaluation and curriculum classes worked in the evaluation and 

curriculum unit of the Ministry of Education, so everyone was an expert in what they did. 

So, that deeply caught my attention. 

 

Emy claims that having recognized faculty members in the program positively impacted 

her experience. “It was a positive experience. The people who dictated the classes were experts 

in what they did; they were validated and recognized in Chile.” Omar agrees and explains with 

more depth the impact of having highly qualified professors. 

   They have more management, flexibility, timing, handling of topics; they can stay on a 

topic because they understand that that topic is transcendental, whereas, with other topics, 

nothing happens. They cut them; they know what the strong ideas are because they have 

already assimilated them. They have assimilated, so they make the discussions shorter 

when needed...There is better handling of the staging, which makes those of us present 

achieve a little more assimilation and understanding. 

 

Faculty With Field Experience 

 

According to participants' experiences, having professors with outstanding academic 

expertise is not enough. Programs should also have professors experienced in the actual practice 

of Educational Leadership. One aspect that Rob liked about the program he attended was the 

combination of professors with academic expertise and field experience. 

   There was a former director of a school who was now a university professor. He had 

ten, twelve years of real management-leadership experience, not just academic training. 

And I also remember having curriculum classes with M.S, who was a national education 

prize. So that combination was a plus. 

 

According to participants, professors with field experience can contextualize the theories 

they are teaching more efficiently. Recently, Lia attended an Evaluation and Assessment training 
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program with few or no professors with field experience. According to Lia, her program was 

challenging because her professors embraced theory rather than application.  

   There are professors who are too theoretical. So, you say, “I'm never really going to do 

this, I'm not going to ask the teacher to make me such a long table of specifications” 

because the teacher will throw it over my head. And they don’t understand that because 

they are too theoretical, too doctoral. 

 

On the contrary, Emy claims that one of the most valuable aspects of the Leadership 

Preparation Programs she attended was the participation of professors or speakers who had in the 

field leadership experience. 

   I also really liked when they invited, for example, Miss Gaby Zug, the principal of a 

renowned private school in Chile. They invited people who were practitioners to talk 

about their experiences, and that was very valuable for everyone because the story is 

different when it is in the first person, and they share, "look, I set this goal for myself, 

how I achieved it, what problems I had along the way," and that gave you more of an idea 

of the challenges you could face. 

 

Izkias powerfully summarized the importance of having professors with field experience 

who can better contextualize and link theory to real leadership practice. 

   No one will have the ability to make a scaffolding or application [bajada in Spanish] if 

they have never done it. No one can contextualize something if they have never 

experienced it, especially in the social field, where utopia is wonderful. 

 

Program Curriculum is Aligned With Public Policies 

A substantial majority of participants said that educational leadership is closely related to 

various public policies and laws that continually change and impact many aspects of school 

management. Itzkia highlights this point by sharing how even contemporary education can be 

codified in law. "Another important thing is the laws, even the legal history because we have 

reached a hyper-legalized educational system, today everything is a decree." Emy complements 

this idea by sharing that the legal aspect "is very important because the responsibility of a 

principal is enormous and you have to be aware of what is at stake." Joe believes that legal 
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regulations are paramount for educational leaders, therefore Leadership Preparation Programs 

should address them. 

   [LPPs] must review the permanent changes that the state structure has concerning the 

norms, the mandates that we have because they are generally changing a lot; they change 

a lot. So, when you are a principal, you get many situations that you do not know how to 

face because the norm changed or the situation in which the norm will be applied 

changed, which is something that is tremendously bureaucratic. 

 

Echoing Joe's words, Rob says that understanding "public policies, having the context of 

where this issue comes from and where it can go is important." However, according to Cruz, 

understanding the context and how to implement the laws can be quite challenging. 

   Suddenly, one speaks with colleagues, and, for example, the preferential school subsidy 

law, the SEP, was incomprehensible to colleagues from charter or private schools. And if 

the principals are not trained in handling and reading these documents, you would need a 

lawyer who explains them to you because they are so technical…we do need some legal 

training to understand what rules regulate our actions. 

 

Participants offered different examples of how laws and norms affect the leadership 

exercise inside schools and the benefits they experience from learning about them in their 

programs. Ruth mentioned that when she attended the program, "school culture policies were 

very strong at that time" and that the program dedicated time to teach the new policies and "how 

the ministry [of education] was approaching them." According to her testimony, Ruth’s well-

grounded theoretical training on educational law helped her to better implement educational 

policies in schools.  

   I received a good theoretical base to implement them [the new school culture policies] 

in the school, which has been fundamental in the last year. So, all of this leads you to 

make well-informed decisions later on, to form teams in your school that help you 

implement public policies and understand why you are implementing them. A leader 

needs to handle that information. 

 

On a different topic, Lia valued the time the program invested in teaching participants the 

laws and policies around teachers' workload and salaries.  
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   The other thing that was very good was the policy course because many times as a 

leader you have to manage... I don't know, now I am calculating the hourly charges for 

each teacher and I know the policy and restriction of the teaching bylaws almost by heart. 

 

Similarly, Philomena said that getting to understand the laws about teacher workload and 

salaries was crucial. 

   The teachers' workload today is a great challenge for me since I am working in a paid 

private school. If I want to recruit teachers, I have to know very well what are the laws 

regarding their working conditions, so I can say: if you are working there this is the range 

of hours you have in your contract, this means that I can offer you something better. 

 

Another topic that participants valued was learning about the Framework for Good 

Teaching and the Framework for Good Leadership, two legal documents authored by the 

ministry of education that define the performance standards for teachers and principals working 

in Chilean public and charter schools. In Lidio’s words, an ideal program should have "an 

approximation to these documents offered by the ministry of education…because I think that 

whoever understands them well and contextualizes it well will succeed." 

 

 

Finding #2: Practice Orientation 

Participants were asked what teaching approaches and practices should be implemented 

by ideal Leadership Preparation Programs. A strong majority of participants (80%) claimed that 

having a practice orientation, i.e., teaching strategies such as role-play, modeling, learning by 

doing, and on-the-job exercises, is an ideal teaching approach for Leadership Preparation 

Programs. 

See Appendix G – Frequency Chart # 2 for a complete list of ideal teaching approaches 

described by participants. In addition, Table 3 provides a summary of Finding #2 data. 
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Table 6: 

Outline of Finding #2 

Finding # 2 

 

A strong majority of participants (80%) claimed that having a practice orientation, i.e., 

teaching strategies such as role-plays, modeling, learning by doing, and on-the-job 

exercises, is an ideal teaching approach for Leadership Preparation Programs. 

 

Participants reported the following ideal Leadership Preparation Program teaching 

approaches: 

 

● Practice Orientation (16 of 20, 80%) 

o Role Play and Modeling 

o On-the-Job Exercises 

o Learning by Doing 

 

● Student-Centered Approach (16 of 20, 80%) 

o Actively Learning From Peers 

o Problem-Base Learning 

o Critical Reflection 

 

● Feedback (10 of 20, 50%) 

o Continuous Feedback 

o Coaching 

o Process Evaluation 

 

 

Practice Orientation 

A substantial majority of participants mentioned the importance of having opportunities 

to apply and put into practice the theories and concepts they were learning in hypothetical 

scenarios. For example, Oscar says that one of the most significant aspects of the program he 

attended was that "there was a lot of practice." According to Lu, having plenty of practice 

opportunities "kept you more active and engaged." 

Kathy believes that practice not only keeps the learner more engaged but also impacts his 

or her capacity to transfer new knowledge into practice. "There are many things that the program 
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teaches you, concepts, but when you get here [to the school] you only have glimpses of what you 

have to do, and you don't always know how to do it." 

 Kathy goes on to share that starting with methodology and then learning to apply these 

concepts is the most effective way to learn.  

   I believe that the methodology of learning the concepts and applying them is the most 

appropriate. By this, I mean that generally, you learn the content first, and then you have 

these scenarios where you apply what you have learned, that seems quite good to me. 

 

As participants described how they conceived a teaching approach oriented to practice, it 

became apparent that the most relevant teaching practices were (1) Role Plays and modeling, (2) 

exercises executed in their places of work, and (3) activities that imply a learning-by-doing 

approach. 

Role-Play and Modeling 

 

Participants described that Leadership Preparation Programs should be an exemplar for 

Educational Leaders. Ruth explains that one should always lead by example.  

   I believe you have to lead by example…I mean, you have to be the first to arrive at 

school and the last to leave, and I believe in that. Maybe I'm wrong, but…similarly, the 

leadership training program has to be an example for principals as well. 

Thus, Ruth concludes that implementing effective teaching practices through modeling 

and role-play is a critical teaching approach. 

   So, for example, when we were discussing curricular issues…And we were talking 

about teaching practices, the very evidence of the group activity was a practice that 

modeled collaborative learning. They [facilitators] modeled the delivery of instructions; 

they modeled how to present a challenge. In other words, innovative teaching practices 

were experienced, in this case, by those who were students at the program, in the form of 

how facilitators communicated and demonstrated new ways of using the classroom. 

 

Jayce offered a similar and more concrete example. He said that one of the most 

impactful strategies he experienced in the Leadership Preparation Program was the structure and 

procedures the facilitators had in place for quickly organizing students into groups for 



100 

 

collaborative work. "Seeing that level of procedure and structure allowed me to communicate it 

to the leadership team at my school, so they could transmit it to the teachers so that the teachers 

could replicate the same strategy in the classroom with the same efficiency." Jayce later states 

that he believed he was able to replicate everything he learned in his training program. "We were 

at a training program for principals, but everything that happened there, from the scenery to the 

actions, were thought of as actions that principals and teaching teams could replicate in school 

classrooms." 

Ann concurs with this idea and says that once she realized the impact modeling had on 

her learning, she began modeling for her teachers at her school. "When I tried to explain an 

action (a teaching technique) with words, it was much more complicated, teachers felt more 

nervous and insecure when trying to apply that action the next day, unlike when I modeled it." 

When asked about the most relevant teaching strategies experienced at her program, Ann said it 

was "role-plays because of the impact it had, thanks to all those thousands of hours of practice, 

[she] could lead feedback meetings without problems." Therefore, according to her experience, 

modeling has to be complemented by role-plays. Elie best summarizes what role play and 

modeling are and the importance it has. 

   This is what I was telling you about the three steps model: communicating the content, 

modeling it, and finally practicing it. It focuses on the three areas of development or 

competence that one should develop from a leadership position. You should be able to 

make the person see what you want; you should be able to model the expectation you 

have about it, and finally, make that person put themselves in place and do it. 

 

On-the-Job Exercises 

 

Another relevant teaching approach shared by most participants was the need for on-the-

job exercises. Joe defines these exercises as "putting into practice what you were learning in the 

program at your school." In Bridget's words, on-the-job exercises are particularly relevant for 
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programs that require a thesis or research project. "Another important thing is that theses or 

dissertations should include interventions that can be carried out at schools, and they should be 

feasible and implementable." 

Elie says that assignments or academic tasks requested by these programs are often 

disconnected or impossible to apply in actual practice.  

   Instead of doing a thesis where you put many theoretical things in evidence, you do 

something practical, some planning, something that you can put into practice in your 

school to improve it. I believe that the methodology of a leadership training program 

must be focused on that. 

 

Itzkia reinforces this idea by stating that her thesis project was the most impactful aspect 

of the program. "For me, the best thing was the final investigation, the research work, the thesis 

project. For me, that was the best experience because I applied it in my school, and I had a 

phenomenal result."  

Similarly, Philomena says that her thesis was also enriching because "[she] was applying 

it as [she] was writing it, and it had a real impact." 

The idea of implementing on-the-job exercises should not be considered the exclusive 

property of theses or final research works. According to Jayce, on-the-job exercises should be 

grounded in real-world applications.  

   There should also be a component - at least in the middle of the program - that should 

be practical, that should be in your reality, they should monitor what you are learning and 

observe how you are executing it in reality. For example, if the program tries to teach you 

how to run effective meetings, they should guide your practice: how do you make an 

effective meeting, what is your time, let's look at the meeting, what do you have to 

improve, how should you do it. Because that is the only way that one culturally adapts the 

new knowledge. 

 

Learning by Doing 

 

Another relevant teaching approach identified by participants was learning by doing. 

Unlike on-the-job exercises, Emy describes learning by doing as activities "that involved group 
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work, getting up, moving around, doing things." Elie says that in her experience, learning by 

doing implies that when you "learn something theoretical, you then immediately put it into 

practice in a hypothetical case." She then offers an illustrative example. 

   If, for example, you learn a feedback model and how to give feedback, then you 

immediately practice how to give feedback to a teacher, and you do the planning, and 

then you put it into practice by writing and in a role play, but that helps a lot for you to 

acquire the ability to give feedback. Trial and error are essential…So when you have to 

do it in reality, you already have it acquired; you are ready to carry it out in reality. 

 

Kathy offered a different example that illustrates the importance of learning by doing. 

   A strategy that marked me a lot has to do with my own personal difficulties. It had to 

do specifically with managing school subsidies, which is very complicated to manage, 

and the strategy was…There was a very particular hypothetical scenario, and you had to 

apply everything you had learned during that course. It was a topic I hate, I don't like at 

all, so that strategy was important because it forced me to do it, to apply everything I 

learned, even though I hate it. 

 

For Ruth, having a practice orientation that focuses on learning by doing is critical for 

learning and improving educational leaders' professional practice. According to her experience, 

"some professors came and spoke, nothing more. And, later on, you forget everything they said 

because you didn't put it into practice, it didn't convince you." When asked how to make 

participants retain and transfer what they were learning in schools, she answered, “We are 

already working, and obviously, you already have a way of doing things, so to change your way, 

the program has to show that it is better. And that is achieved when you put into practice what 

you are learning.” 

Student-Centered Approach 

Most participants highlighted the positive impact that a student-centered teaching 

approach has. When talking about teaching methodologies, Emy says that programs must 

"promote the group's exchange of ideas and opinions. Do not teach as a presentation followed by 

a test without participation." Kathy explains that students were protagonists at her program 
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because "they structured the class in such a way where they gave you the content, they gave you 

the application, we looked for the solution of problems… it was participatory." When asked 

about what participation means to her, she emphasized the importance of creating a space to 

highlight a diverse group of voices. 

   All of us, our colleagues, we were together, we could all give our opinion, get involved 

in the classes... That's very good because there was an enormous diversity, people from 

super vulnerable schools to private schools with all the resources in the world. So, we had 

different visions of the world. 

 

According to Kathy’s experience, having the chance to actively share one's vision of the 

world while listening and learning from others is critical for educational leaders. 

   It is just like this forest metaphor. When one is very inserted in a place, I have been 

working here for eight years, and I have never been anywhere for so long. What happens 

when you have been in a place for so long, and you don't see other realities is that you 

don't see the changes you could make, you don't see the innovations you could make, you 

sink into this context because you don't see what is happening outside. And the 

preparation program did allow that, that is, with all the people who were there, with the 

diversity of situations they lived in, it did allow me to realize that. 

 

As participants described how they conceptualized the impact and relevance of having a 

student-centered approach, the researcher noticed that participants concurred in describing 

strategies such as (1) actively learning from peers, (2) problem-based learning, and (3) critical 

reflection. 

Actively Learning From Peers 

 

Participants believe that promoting instances for students to engage in conversations with 

peers is critical for learning. According to Lisa, present day programs need to be "more 

participatory, with more group work." Cruz echoes this idea by explaining how crucial sharing 

experiences are with one another, especially given Chile’s current political climate. “Programs 

should make us share experiences, experiences that are successful because one learns from 

others, even more so during these changes that Chile is undergoing, which are huge, and if we 
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don't learn together, it will be bad for all of us." Emy concurs with this idea that learning from 

others in a group is critical to one’s success. 

   I believe that the richness of a postgraduate or a master's degree is in the learning of the 

group; that is, one of the things that was most impressive for me was seeing that the 

answers to a common problem were different depending on the field of study my 

classmates came from. I had a partner from the war academy, one from a municipal 

school, another from a charter school, and another from a private school. So, when faced 

with a problem, the repertoire of tools and possible solutions varied according to the 

resources and forms of management specific to their areas. For me, that was -as the 

English say- an eye-opener. 

 

Ruth acknowledges that there are plenty of informal opportunities for learning from 

peers, such as "hallway conversations, the conversations we had during the coffee break, those 

conversations were delicious." Nevertheless, she also believes that programs "should have formal 

opportunities for the program's students to learn among peers." According to her experience, the 

formal opportunities to work and learn from peers were key. 

   That was fundamental: the research work the program made us do as a team, and how 

they made us evaluate ourselves every once in a while, that is, it made us look at what 

was happening in each other’s schools and how we were going to make decisions to 

move forward.  

 

Philomena shared a similar experience. In her program, students could present their thesis 

project to small groups of classmates. "So you would sign up, and there were other master's 

candidates, five or six, who were also going to present, and we all gave feedback to each other." 

According to her testimony, these groups were diverse, which made it a richer learning 

experience. "There were different…People…some who were just starting their master's degree 

and people who were already graduating, people who had stayed at the university. So, it was a 

very good learning experience." 
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Participants' answers showed that programs should promote instances for students to 

participate and learn from each other’s experiences, which are perceived as a rich and diverse 

source of knowledge. 

Problem-Based Learning 

 

Most participants concur that problem-based learning, mainly working with case analysis, 

is critical for developing problem-solving skills needed for all educational leaders. As Ellie says, 

Leadership Preparation Programs should "focus on the analysis of cases, rather than theory or 

reading all the leadership books available in the world." Olga complements this argument by 

highlighting the importance of case analysis. "That is what I mean by practice: case analysis. 

Analysis of recurrent situations in schools, because in schools I think that we have the same 

problems, more or less." Complementing this statement, Ernest claims that case analysis helped 

him develop problem-solving skills to face common educational leadership challenges. 

According to his experience, the cases presented: 

   [The cases presented] things you already knew, but you learn how to visualize them 

differently. Similar cases with different solutions applied to reality. Although they were 

ideal cases, it is rewarding to realize the different things you can do to solve similar 

problems. 

 

Lidio believes that problem-based learning helps not only in developing problem-solving 

skills, but other critical skills. "Working on case analysis or on these more innovative 

methodologies also helps principals to work on other skills, different to the ones from a 

traditional principal training program, other skills that seem super important to me."  

According to Ruth, case studies can "help you to communicate with the rest, to listen, to 

have your opinion heard." She exemplifies this by sharing a case study experience she had in her 

program. 
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   For example, we were presented with a school behavioral case, and we had to analyze it 

from different points of view...from the teacher's point of view, from the principal's point 

of view, from the point of view of the multidisciplinary teams we have at schools and 

come up with ideas on how we solved it. That was a pretty good experience that helped 

us discuss different points of view on a problem. 

 

Participants' answers demonstrated that problem-based learning, particularly case 

analysis, was essential for developing communication and problem-solving skills needed for 

common educational leadership challenges. 

Critical Reflection 

 

As seen in the forest metaphor explained by Kathy above, as an Educational Leader, you 

can "sink into this context -in a certain way- because you don't see what is happening outside." 

However, Leadership Preparation Programs can help educational leaders get out of the forest, 

look outside their schools, and learn. Lu explains how her program prompted her to make time 

for self-reflection. 

   When I attended the program, my partner and I would disappear from here on 

Thursdays and we would go to Santiago and, I don't know. That allowed you to have a 

different vision, like, getting on the balcony and saying: Today, the only day of the week 

that I'm not in school, I will be thinking about what happened yesterday and…I don't 

know...it kind of gives you time to reflect, a time you don't have here at your school. 

 

Likewise, Ann claims that programs need to "give much more emphasis to reflection.” 

Similarly, Lidio explains, "I greatly value a program incorporating instances and connection with 

reality, reflection, broad discussion." Ruth shares a concrete example of how an activity 

experienced at her program made her reflect and change her view of educational leadership and 

collaboration. 

   A history teacher made us do some dynamics of how to support each other between 

groups. We had to walk in circles -for example- trust in each other, think about how to 

trust in each other, then we had to touch each other...At that time, we could touch each 

other, feel another person…I have been working as a principal for about twenty-five 

years, so the leadership position is lonely, suddenly it is very lonely, and with the 
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activity, I understood that you were not alone, that you have to lean on some people, that 

you could lean on that cohort for example...That dynamic was good. 

 

As seen in participants' responses, critical reflection can play a crucial role in supporting 

educational leaders to gain different perspectives about leadership challenges and transform their 

perception of their role and practices. 

Feedback 

Participants mentioned that coaching and feedback based on data obtained from 

evaluations of the learning process are critical. Beatriz says it is essential "to have evaluations 

during the learning process rather than just a final evaluation." Similarly, Elie claims that 

evaluating the process allows you to get effective feedback. "It is during the whole process that 

one can improve the shortcomings. This constant feedback about those practices makes one 

improve and achieve your goals in such a short time." For Ruth, the role of a coach or advisor 

was vital for her improvement. "I love the accompaniment because they [the coaches] can tell 

you what you are doing fine, and you like that, and they can also tell you if you are making some 

kind of mistake that you can improve." 

As participants described the need for understanding what they have learned in a program 

and what they need to improve, it became apparent that the programs they value that (1) 

continuous feedback, (2) coaching, and (3) evaluations of the process. 

Continuous Feedback 

 

Receiving continuous, accurate, and specific feedback during the learning process is 

critical for students to understand their strengths and needs for improvement. In Elie's words, 

"feedback is essential." Lia explains this idea when describing one of the most impactful 

practices of a program facilitator. 
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   He gives you constant feedback, and he actually checks your work; he's not one of 

those teachers who tell you, "I've already checked it, keep moving forward," no. You pass 

him the printed work, and he is going to give it to you all scratched. 

 

Bridget mentioned that what she liked the most about her program was the multiple 

opportunities she had to present her final project and the amount of feedback she received from 

those presentations. According to her experience, the program "made you present your project 

from time to time, then they shot blank bullets at you…you received feedback, criticism, 

questions, that allowed you to improve it." Philomena also shared a similar experience, even 

though classmates were the ones who delivered feedback. 

   Another of the practices we did that was extremely valuable for me was when professor 

P.V. suggested that one of the students should go and present our thesis project to small 

groups. So you would sign up and there were other master's candidates, five or six, who 

were also going to present, and we all gave feedback to each other. That was a practice 

that was also super positive because I signed up, I presented, and other colleagues from 

the same master's degree told me, "Philomena, not that, get more out of that, you need 

mor of that" and so on. 

 

 

 

 

 

 

 

Coaching 

 

Participants identified the need to have a coach or a tutor who accompanies them and 

offers guidance, feedback, and contention during the learning process. Kathy believes that 

master’s programs should have multiple interviews to help students improve their skills.   

   I do believe that in an ideal master's degree there should be an accompaniment, an 

interview that is not only the initial one but also at different moments, to identify areas of 

improvement for you to know what to do, what do you need.  

 

Jayce develops this idea further by highlighting the significance of having a coach. 

   I believe that one can change...because this knowledge that one has to have as a director 

is a technical part, but most of it is adaptive. We all have or make mistakes, so in reality, 
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I am not going to improve my mistakes if there is not a coach who is accompanying me, 

is monitoring me, telling me what to change and is mobilizing me to improve my 

practices. 

 

Lia's experience with her academic advisor reinforces the same belief. "The 

accompaniment of my thesis sponsor, he was quite dedicated considering the little time that he 

had, so he devoted himself a lot to supporting me." Lia later describes the process of having an 

academic advisor.  

  We would get together once every five days, and he would review my progress. When I 

got lazy, he also pressured me and said, "yes, or no, you have to take this out now," and I 

would take it out. He was dedicated to reviewing my writing, "no, Lia, this is not so 

good, we could do this." Apart from that, he knew a lot about the methodology, so he told 

me, "and if we get this here and we get a correlation from here, and we do this," so that 

helps because it is someone who does the accompaniment for you, he is with you. 

 

Joe also highlighted the coaching he received from the program, emphasizing that the 

coaching took place at the school, immersed in their practice. "The program went to the 

educational centers. We had visits from our tutor frequently." Ruth also believes that the 

coaching from her program was great. "Because it was on the ground. This amazing professor 

came and visited us, met the colleagues that we work with, he came, followed us up, talked a lot 

with the teachers at the school as well, and gave guidance.” 

Elie offered another example of effective coaching immersed in leadership practice. In 

her program, she was required to observe and give feedback to a teacher from her school. A 

coach supported her during this task. 

   Once a week, the program tutor accompanies you to see how your coachee is doing. 

This tutor is very close to you, very practical, and gives you feedback. For example, you 

observe a class of your coachee, and you identify an action for the teacher to improve. 

You record yourself having a one-on-one with the teacher, and that recording gave you 

feedback. Thus, for the next time, I was going to do this process, I already had an action 

for improvement that I had to incorporate for the next one-on-one. 
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Lia's academic coaching experience complemented Ruth and Elie's experiences with 

coaching, as the more immersed it is in practice reinforces the importance of having a coach 

who, as Jayce explains, "is accompanying me, is monitoring me, is mobilizing me to improve my 

practices." 

Process Evaluation 

 

Participants mentioned the importance of having a robust evaluation system for 

participants to identify their progress and have evidence that they were learning. As Bridget says, 

one of the strong aspects of the program she attended was that "everything that we worked on 

was later measured." Participants identified two critical elements for a sound evaluation system: 

having a clear goal or rubric and multiple and diverse assessment instruments. 

Elie mentions how evaluation can prompt one to self-reflect. "The evaluation is super 

important, how you are going to reflect what you learned, and for that, the rules have to be in 

advance, you have to know is what they are going to evaluate you."  

Complementing this idea, Emy shares that some courses "had a very clear rubric of what 

was expected of you in each way you were evaluated." However, when there was no clear rubric, 

"it was sometimes difficult to figure out what they were looking for, or…what you were 

supposed to learn."  

Besides having a clear rubric, having multiple and diverse evaluations is critical for 

gathering evidence of the learning process. Beatriz mentions the importance of an ongoing 

evaluation process. "Evaluating the process makes it much more enriching because you can see if 

you learned the content, and then if you can continue with the next one." Lia exemplifies how 

she did not know whether she learned or not without having an evaluation.  

   I remember that we spent the whole semester with a teacher making a strategic plan. 

We had to frame the problem, and it took us a month to do it; when we got to the 
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presentation, the framing of the problem was still wrong. So, I do not know if I learned 

anything in that course. 

 

According to Lia’s experience, the problem in this situation was that the professor had 

one evaluation only. 

   For me, it was terrible because I didn't know if I had managed to learn what I needed to 

learn…if we spent the whole semester with a single evaluation, and at the end of the 

evaluation, I felt that I did not learn… 

 

As seen in these testimonies, having a clear rubric defining what students are expected to 

learn and multiple assessments to identify the progress during the learning process is critical for 

the program's success. 

 

Finding #3: Impact 

Participants were asked about the perceived impact Leadership Preparation Programs had 

on their practice. A majority of participants (70%) claimed that the Program they attended had a 

positive impact on their professional development, i.e., it helped them advance their careers, gain 

more confidence, and broaden their understanding of leadership.  

See Appendix H: Frequency Chart Finding 3 for a complete list of ideal teaching 

approaches described by participants. In addition, Table 6 provides a summary of Finding #3 

data.  
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Table 7:  

 

Outline of Finding #3 

Finding # 3 

A majority of participants (70%) perceived that the program they attended had a positive 

impact on their professional development, i.e., it helped them advance their careers, gain more 

confidence, and broaden their understanding of leadership. 

Participants reported the following impact: 

 

● Professional Development (14 of 20, 70%) 

o Career Advancement 

o Personal Growth and Confidence 

o Broader Understanding of Leadership 

 

● School Improvement (9 of 20, 45%) 

 

● Tools for Coaching and Feedback (9 of 20, 45%) 

 

Professional Development 

Most participants perceived that the program they attended positively impacted their 

professional development. For example, Beatriz says that the program developed a new set of 

skills to face common leadership challenges. "The program taught us things that help you in your 

practice and support the way you would face the challenges you experience." Itzkia claims that 

the program gave her more confidence. "The program had super positive effects on how I present 

myself as a principal because I know how to lead, I know how to make a budget, I can manage 

the numbers, the laws, it has given me a higher status." Ann concurs with these statements and 

acknowledges that the program allowed her to get a new and more challenging leadership role.  

   After the program, I was hired as an assistant principal, and I had to deal not only with 

teachers but also with parents. It [the program] gave me a professional security that I did 

not have before. In other words, for me, there was "a before" and "an after" in the 

program. 
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As participants described how they perceived the impact programs had on their 

professional development, it became apparent that the program effects mainly were present 

around (1) Career advancement, (2) Personal growth and confidence, and (3) Improving 

leadership skills. 

Career Advancement 

 

Participants claim that attending a Leadership Preparation Program was vital for 

improving their curriculum vitae and getting new job offers, promotions, or even retaining their 

leadership roles. 

For Joe, the program had a significant impact on his curriculum vitae. "Having this 

renowned training on your personal resume and having the certification from the program is 

something relevant. When I applied for a public job offer, putting it there in the curriculum was 

significant." For Lidio, the program indirectly helped him at getting a new job offer. "Someone 

who knew me, who knew that I was finishing this program, told me ‘hey, do you want to come 

back?’ and they gave me the opportunity." Beatriz shared a similar experience, in which getting 

to know people brought her new opportunities.  

   After the program, I became the principal of a school. I got that job due to a contact I 

made during the program, so without a doubt, the program made me part of an 

educational support network that helped me get the job. 

 

As Bridget mentions, retaining a leadership position was also considered a relevant impact.  

   I don't know how much the program contributed because I had already been in 

leadership positions for many years, so...I remember that my former bosses told me "don't 

do the program," and I told them that I was going to stay out of the system and that's why 

I did it. 

 

Lia also believes that the program did not only help her at getting promotions and new job offers, 

but it also helped her retain her leadership position. 
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   I was head of the department when I started my master's degree, I finished my master's 

degree as academic coordinator, and now I continue as Assistant Principal, in another 

school, yes, but in the end, it has allowed me to stay in leadership positions. 

 

Personal Growth and Confidence 

 

Participants highlighted how the programs gave them the knowledge and tools to make 

them feel more confident when facing leadership challenges. For Cruz, the program reinforced 

her belief that gaining new knowledge and constantly learning are key leadership exercises 

"because as a leader you always have to be looking for what to do, not fall asleep, you have to 

challenge yourself on a day-to-day basis." Consequently, according to Kathy, the program 

allowed her to "see other realities and re-study [her] own reality again," giving her a new 

perspective. 

   The program helped me with issues that were a bit up in the air for me, for example, 

things that I didn't do here at my school because, until that moment, I lead the school 

culture, so that was like my space, my world, and I was very enclosed in that, and did not 

see other parts. So, it helped me a little bit to acquire some knowledge that I didn't have 

and that I needed. 

 

For Beatriz, the learning gains from the program were a boost to her professional 

confidence. “After the program, I would always say in challenging moments, ‘ah, we would have 

done this, this was said in the magister,’ which gave me more confidence about how I was 

dealing with challenges." Ann greatly summarizes this point. "Professionally, I felt completely 

safe, like ‘put me where you want and I will achieve it,’ they made me feel more secure about 

my abilities." 
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Broader Understanding of Leadership 

 

Besides advancing their professional careers and gaining new knowledge and confidence, 

participants reported that programs were vital in enhancing their understanding of educational 

leadership and incorporating new perspectives about schools, structures, and challenges. Lidio 

explains that at the school he used to work at before the program, he had identified critical areas 

of improvement, but did not have enough leadership skills to address them. 

   By visualizing these critical nodes, I realized I lacked strategies to attack them and 

address them with concrete management or leadership tools, involving the teachers, etc. 

That is where the program helped me a lot, not only to appropriate new leadership tools 

but also to realize that I lacked some leadership tools in my previous school and had 

already applied some others intuitively. 

 

Lisa also believes that the program allowed her to realize what she needed to develop as a 

leader. According to her testimony, Lisa had difficulties understanding the school areas not 

directly related to pedagogy. Before attending the program, she "only saw the pedagogical part 

of the school," but the program "helped [her] to fall in love a little more with the laws, to get 

much more into the administrative part." Therefore, she concludes that the program "gave [her] 

the tools to be able to do this administrative - pedagogical leadership role." Emy shares a similar 

experience, explaining how the program helped her to understand areas that were previously 

unfamiliar to her but relevant for school leaders.  

   The program allowed me to delve into some areas that were not my strengths, such as 

finances. We had to create a budget for a charter school, I almost threw myself out of the 

window, I wanted to kill myself, thank goodness I have never worked on that area, but it 

allowed me to better understand those areas such as finance. 

 

According to Lia's experience, the program not only helped her gain a new and more 

comprehensive understanding of the school organization but also allowed her to "make quick and 

effective decisions." She goes on to discuss how the program improved her decision-making 

skills by giving her a more comprehensive understanding of schools.  
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   Before my decisions were based more on personal experience: "ah, because I did this, 

the next time I should do this other thing instead." Now I consider all the other points of 

view, so I say "now, if we make this decision, in the academic department this should 

happen, in school culture this other thing should happen instead…" See the school as a 

macro, not as a micro. 

 

Philomena shares a similar experience. "It was, like, key to have done the master's degree 

because I feel that it had a real impact on how I look at practices, where to focus, what is the 

priority for me." 

As seen in participants' testimonies, Leadership Preparation Programs supported them in 

broadening their perspective on leadership and school organizations. 

School Improvement 

For participants, educational leadership programs allowed them to redefine their schools 

and educational leadership. Nevertheless, they also gave them practical tools needed to design 

and implement projects, structures, or systems necessary to optimize school performance. 

Bridget claims that participating in a leadership program gave her the time to reflect, think 

through her work, and develop a school leadership style. "I would tell you that the biggest impact 

was having the time that I would never have while on the job to sit down, reflect, and build a 

way of managing schools." 

Rob complements this idea by saying that the program's "greatest impact was the 

formulation of projects, projects as a response to structural problems in our schools." He then 

explains the transformative experience of creating a strategic action plan during the program.  

   In parallel to the traditional leadership training and all these things, in parallel during 

the two years we were developing a strategic action plan for the school, and we went 

through all the stages of a strategic action plan, from the identification of problems, the 

proper curation of them, the solution tree, then transforming them into objectives, the 

formulation of indicators...That for me has been fundamental. 
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Similarly, Ernest says that for the last five years, his school has been implementing a 

strategic plan or an "educational improvement program" that addresses "resource management, 

pedagogical management, school culture, [and] results management." The program he attended 

"made [him] deepen the role that the educational improvement program has here in this school.” 

According to Kathy's experience, the program's most relevant impact was showing her 

the tools and strategies needed to change the school culture she led drastically. At her school, it 

was common to see episodes of violence. "In underserved contexts, children come with a super 

negative energy charge, and getting a space as important as the school to disrupt something like 

that is not easy." At the program, she had the opportunity to observe the strategies a similar 

school had used to deal with a violent school culture. "The strategy they had used was an 

intervention that implied changing their physical space and some aspects of the way you treat 

them." Kathy adopted and implemented that strategy at her school and "was struck by through 

changing the space, you change children's vision." 

Joe offers another example of a structural change supported by the program he attended. 

During the program, Joe created an alliance with two universities "to promote our best students 

and support them in entering the university." These were "two super important programs that are 

executed to this day" and had a massive impact on students' performance. 

   When you design such things, you give real opportunities for your students, especially 

in places where the kids have so many economic problems, or their aspirations are not 

very high. You raise their expectations when you introduce new things to the kids. 

 

Tools for Coaching and Feedback 

Participants reported that programs impacted their capacity to improve the instructional 

strategies used at their schools by offering them strategies for giving feedback to teachers based 

on monitoring how and what students are learning. Lisa shares that the program made her 
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understand that educational leadership was about supporting teachers in improving their 

practices, which gave her a newfound love for educational leadership. “The program made me 

fall in love with leadership and see it from another place, from the accompaniment, from the 

coaching, from the person."  

According to Omar, the program "showed us the importance of certain elements that 

within a school are key." When asked about these key elements, Omar pointed at data about 

student learning as well as teacher development. "One of them is how the data is worked at the 

micro and macro level in a school, mainly data about learning. Also, how I develop my teachers 

so that they become the best teachers, which is something important too." 

Lidio also believes that one of the most important elements he learned in the program 

was the value of principals accompanying teachers into their classrooms. "Valuing the 

accompaniment, meaning that the principal goes to accompany the teachers to the classroom 

itself, and that he is there accompanying the life and learning process of the teachers and the 

students."  

Philomena echoes this idea, claiming that one of the most relevant impacts of the 

program was supporting her in "working with teachers, training teachers." She then explains that 

she developed a mentoring program for teachers at her school with the support of the program. 

The program offered her a series of strategies for the mentoring program, "especially those that 

had to do with monitoring understanding and how to develop with the teachers' practices that 

involve the children, that strengthen the learning objectives."  

Itzkia had a similar experience. She explains that one of the most important elements she 

learned from the program was a particular way of observing teachers and monitoring student 

learning, which meant "looking at the children, not the teacher." Itzkia discusses why this 
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observation strategy was vital. "I was not going to criticize the teacher or tell him how to teach 

something. Instead, I was going to observe the students' response." According to her testimony, 

she implemented this strategy at her school with the department heads. They would go and 

"observe the children and give feedback to the teacher about the children, not about him, and it 

worked so well." 

For Ann, gathering data about student learning was also an essential element for 

instructional improvement.  

   At my school, there was no data analysis, and for me it was so enlightening to see the 

power of doing data analysis from performance data that you could collect from students. 

Simple data, such as an exit ticket and how you can make a decision from that data that 

makes a great difference in children's learning. 

 

Jayce acknowledges the importance of data but explicitly mentions how gathering 

evidence is a key complement for teachers' feedback and coaching. 

   In that program, I learned that once you have data and evidence, you have only the first 

step. To sit down and talk with the teacher is step two, and that conversation is the most 

difficult and valuable because there the person has to take the evidence, realize what is 

there, what is he doing or not doing and start changing your actions, and that's hard to do. 

 

Finding #4: Support Found and Challenges Faced 

During the interviews, participants described situations related to teaching approaches 

and program features that they experienced during the program, how they perceived them, and 

the impact they had on their learning experiences. A majority of participants (70%) reported that 

aspects of programs that were situated to practice challenged their learning, specifically the 

rigorous and effective use of time management while teaching. On the other hand, 75% of 

participants reported that feedback, particularly the coaching aspect, was the most supportive 

element for their learning. 



120 

 

See Appendix I: Frequency Chart Finding # 4 for a complete list of supportive elements 

and challenges reported by participants. Table 7 provides a summary of Finding #4 data. 

Table 8: 

Outline of Finding #4 

Finding # 4 

A majority of participants (70%) reported that aspects of a situated to practice program 

challenged their learning, specifically the rigorous and effective use of time management 

while teaching. On the other hand, 75% of participants reported that feedback, particularly the 

coaching aspect, was the most supportive element for their learning. 

 

Supportive Elements: 

 

●  Feedback as a Supportive Teaching Approach (15 of 20, 75%) 

o Coaching as a Supportive Element 

o Process Evaluation as a Support 

o Continuous Feedback  

● Situated to Practice (9 of 20, 45%) 

o Internships 

o Rigorous and Effective Use of Time Management  

 

Challenging Elements: 

 

● Situated to Practice (14 of 20, 70%) 

● Student-Centered Approach (8 of 20, 40%) 

 

Supportive Elements 

After participants described ideal Leadership Preparation Programs’ features and 

teaching approaches, they were asked what situations, elements, or aspects experienced when 

attending the program supported their learning. As participants shared their experiences, it 

became apparent that (1) feedback was one of the most supportive teaching approaches, while 

(2) having a program situated to practice was the most supportive program feature. 
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Feedback as a Supportive Teaching Approach 

Most participants (75%) reported that feedback was experienced as a supportive teaching 

approach. Five participants (25%) perceived continuous feedback and process evaluation as 

supportive to their learning, while eleven participants (55%) perceived coaching as a supportive 

teaching approach. 

Coaching as a Supportive Element of Feedback. Kathy says that having a professor 

from her program as an academic advisor was the best support she could have, not because of the 

relationship she built, but because of the variety of solutions her academic advisor gave her. 

   I don't want him to be my friend, it doesn't matter to me, but I need to resolve doubts. 

Because…I think that when you study, you have many moments of reflection, and those 

moments of reflection raise doubts, raise queries, raise a dialogue, then suddenly you 

realize, 'I think this is the right person to talk about it; I think he has the expertise needed 

to clarify this to me'. So, it was really good for me to have those spaces for conversation 

with my academic advisor. 

 

Philomena also appreciated her academic advisor's support and guidance when working 

on her final thesis. While developing an intervention plan at her school, her academic advisor 

closely followed up on the design and implementation of the plan.  

   It was super being accompanied by my guiding teacher who was like, "Philomena, we 

are going to get together every Tuesday and we are going to build this together," and it 

was super helpful because in my context, in my professional practice, I was able to 

understand what were the relevant objectives, critical actions, what indicators should I 

consider, how could I measure it. 

 

Additionally, for Philomena, the support she received from her academic advisor was 

important not only for her learning but also for her confidence. 

   I felt or saw that I was also highly valued by the teacher I worked with, by my 

academic advisor when he said, "look, look at that!" or "you have this great bibliography 

that will allow you to develop that idea in this way.” 

 

Similarly, Lu says that she had a coach in her program that helped her because she had an 

excellent personal relationship with him: "He was the one I had the most [personal] relationship 
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with." According to her experience, building that relationship gave her enough confidence to 

discuss and work together on solving sensitive topics. 

   With John - the coach - you could talk in the one-on-one meetings…It's just that that's 

crazy, too, the one-on-one meetings were the only place I could express myself, and I 

would tell him "it seems like this to me,” or “I think I'm going to work this around 

here”…And suddenly he would come up with an idea like "this is what I would like you 

to do" and we would discuss next steps and so…So, I think that helped me a lot. 

 

Ernest also believes that the relationship with his coach was particularly supportive. In 

his relationship with the coach, Ernest saw that the program had "a rather relevant concern for 

the person." He then offers an example. 

   For example, if you had a class on Thursday, the person in charge of the group (the 

academic advisor) would call you on Tuesday and would ask, “Ernest, how are you? How 

are you doing in the class? Are you missing something? Will you be able to go?'” That 

made you see a concern for the person more than for the student pursuing a degree. 

 

Ellie developed a close relationship with her coach as well. "Once a week, the program 

coach accompanies you to see how you are mentoring a teacher at your school, and this coach is 

very close to you, very practical, and gives you feedback and support when needed." However, 

what Ellie described as most supportive was having the chance to discuss ideas with someone 

who had more expertise. 

   You have your ego, and often you say, "I think my way is better than what the coach is 

suggesting." But in general, that discussion is very valuable, even when you find that you 

disagree with the coach; even then, the discussion enriches the task ahead because you 

confront your points of view with others who are experts. 

 

On the other hand, Joe does not recognize building a relationship with his coach or 

confronting ideas as particularly supportive of his learning. Instead, he believes that his coach 

was a role model during the time they worked together in creating an intervention plan for his 

school.  

   My academic advisor worked under a format that was not a typical analysis of the 

strengths and weaknesses of a school, no. Instead, he would always look for the 
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opportunity to improve something. That caught my attention, and I have always 

replicated that way of looking at things. I can always identify where the weaknesses are, 

but where is the opportunity, where am I going to improve, and what path I should 

follow…that's the hard part. 

 

As seen in participants' responses, coaching played a significant role in supporting their 

learning. Some participants valued the practical solutions or guidance on how to improve that 

coaches gave them. Other participants valued the relationships they created with their coaches 

that generated a safe space for learning and discussing ideas. For others, coaches were role 

models for their leadership practice. 

Process Evaluation as a Supportive Aspect of Feedback. For Lia and Cruz, the process 

evaluation was the most supportive feedback aspect. Cruz says that what she liked the most 

about the program was that they had to write plenty of papers and essays, which was vital for 

analyzing her own ideas and goals. In explaining the impact writing papers had on her learning, 

she explains: 

   The fact of developing ideas when writing the papers. I really like to develop my own 

ideas. I think it also allows you to support your own ideas, to defend ideas against the 

school board, actually. If a principal of a public school has no clarity about what he wants 

for his school, the school board will run over you. 

 

Moreover, Lia believes that the assessments she had were vital to developing her own 

ideas and understanding her learning progress. "The quality of the evaluations really helped you 

demonstrate yourself what you knew and what you were learning." Lia also mentions that 

continuous feedback was an excellent complement for understanding where you were in the 

learning process and figuring out what to do next to improve. She explains that when she would 

receive back her written works from the professors "all scratched" with feedback, she had the 

chance to "figure out what to do, and that is great because you know what you have to improve." 
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Continuous Feedback as a Supportive Element of Feedback. Bridget and Philomena 

also agree that continuous feedback was a supportive teaching approach. Both participants 

shared a similar experience. The program asked them to present their final project numerous 

times in front of small groups of students or colleagues before the official presentation. Bridget 

shares that all those presentations to small groups were pleasant and supportive moments 

because their feedback made her gain more confidence. 

   All those questions and criticisms were super enriching. And since you had to present it 

in three different moments to your classmates and your academic advisor, you received 

plenty of feedback. And that - I would tell you - was super good because you felt more 

confident for the final presentation. 

 

Similarly, Philomena says that working and receiving feedback from small groups before 

her final presentation was "super important" because it provided her with the confidence and 

empowerment to present her final project.  

   I knew what I had to say, what not, my PPT on this is not clear…Having presented 

before in smaller groups, with colleagues in a more secure place…and having had such a 

powerful accompaniment makes you more confident when you are in front of the 

commission where you have to present…More empowered. Convinced that what you are 

doing is right. 

 

As seen from participants' answers, aspects of feedback such as coaching, continuous 

feedback, and process evaluation were perceived as supportive teaching approaches to their 

learning. 

Situated to Practice as a Supportive Program Feature 

Some participants mentioned that aspects of having a curriculum situated to practice, 

such as internships and rigorous use of time management while teaching, were supportive of 

their learning. 

Internships as a Supportive Aspect of Situated to Practice. For Beatriz, having an 

internship was one of her most enriching experiences and a feature that every ideal Leadership 
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Preparation Program should have. For her, internships were key because they allowed her to see 

other educational leaders and assess her own performance. "The experience, the sharing of the 

experience, allows you to learn a lot and realize how you are actually doing in your own school." 

Ann also believes that the internship was quite supportive of her learning because it gave 

her real and concrete examples of how to act as an educational leader.  

   [The internship] made me put my feet on the ground and realize that this model (the 

one taught by the program) was not as perfect as I thought, and that was good because it 

gave me real examples and guidance on how I could act in my context. 

 

For Omar, internships were relevant for his learning because they allowed him to 

understand the complexities of common issues and how to better deal with them. “Internships 

allow you to leave the paper and see what you were learning embodied in people and systems, 

what could be done, what can be achieved, not in idealistic or utopian scenarios, but in real 

contexts." Accessing these real experiences allowed Omar to better understand the complex 

challenges leaders face: 

   All these elements began to click together as I observed them in reality, which is an 

important issue. So, within a complex reality, how do they look? When you study it, you 

see it separately...But in internships, I was able to look at them as a whole: what 

dynamics occur when you have to manage other teachers, how to manage the curriculum, 

how to work on evaluations, how to do monitoring. 

 

Rigorous and Effective Use of Time Management. Other participants believe that 

effective use of time management while teaching was the most supportive element for their 

learning. For Kathy, a program that has a detailed plan of what will occur and communicating 

things promptly was vital for her learning since that structure allowed her to organize herself and 

use her time effectively: 

   The structure allowed me to organize myself; it has to do with that. In other words, if I 

had had a messy program, as happened to me in previous training programs, if I had had 

a very messy program, I would not have been able to organize myself and would have 

underperformed. 
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Similarly, Joe also agrees that a structured program with a rigorous implementation of the 

teaching plan was key for his learning. "Well, the program always stuck to what it had to do; it 

always respected our schedules, our times, which was relevant for me. I believe that respecting 

our time is very important for every educational leader." 

For Jayce, the effective use of time was also one of the most supporting elements.  

   Something that I really liked is the optimization of their times. I was always struck by 

how they took the use of the times. That is, all the sessions had time stamps where one 

knew what to do, which were the spaces to work as a group, individually, the time for 

reading...And the uses of the times were optimized to the maximum, and I think that is 

something very important when one has so many tasks at school as principal or manager 

of an organization. 

 

Therefore, for Jayce, the effective use of time supported his learning, not because he felt 

respected, but because it provided him with a concrete tool for managing his own time. "I 

realized that this optimization of time works and is very functional to the tasks that one wants to 

carry out as a school principal, especially with the teachers in the classroom in mind." 

Challenging Elements 

Participants described what situations, elements, or aspects experienced in the program 

they attended were challenging and presented an obstacle to their learning. As participants shared 

their experiences, it became apparent that the most challenging elements were aspects of (1) a 

program that is situated to practice and (2) a student-centered teaching approach. 

Situated to Practice as a Challenging Program Feature 

A majority of participants described that rigorous and efficient use of time challenged 

their learning. The main reason shared by participants was that the programs or facilitators were 

not rigorous enough in the content they taught or could not maintain efficient time management 

while adapting to meet students' needs. 
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Some participants said that the content taught was not challenging enough, which implied 

investing time in learning experiences with little impact. Ernest offers an example of this. "There 

was a course that had to do with classroom technologies, which was very basic. We could have 

done it differently or have used that time differently. That module was a waste of time for me." 

Rob experience a similar situation with a course about School Culture, a topic that "one - as an 

educational leader - already knows." In this course, the facilitator exposed all the policies and 

norms related to school culture. Even though Rob said that it is essential to learn about public 

policies, "it was something that we could have read. It was something that should not have been 

there for two hours." Jayce shares a similar example. For him, one of the most challenging 

experiences was being forced to participate in a Data Analysis course. “[The course] requires 

you to follow a whole structure for gathering and setting up the data, which was very long, even 

though I could have done it faster and with more accuracy." He believes that the content was 

relevant, but the process was highly inefficient for him. 

   It's okay because not all of us had the same level of mathematical knowledge, but it was 

like, "now, let's sit down and put together an Excel, let's put together a database, extract 

the data from there." And it was like, "you could send me the data, and I will analyze it in 

an afternoon, and we are ready," but no, the whole process had to be done just like the 

rest, and I spent a month and a half going every Thursday afternoon to press the buttons 

that had to be tightened. So, it was a bit of a waste of time…because technically, I 

already knew how to do it; I could have done it quickly and perhaps skipped those 

sessions and returned to the sessions where I had to have the conversation around the 

data, which was what I didn't know how to do. 

 

According to Cruz's experience, one of the most challenging aspects was that activities 

were too simple compared to reality. "Exercises were not as complex as reality. I always felt that 

you had to go beyond what they told you." She thinks that most case studies or scenarios were 

too simple for people with experience in educational leadership. In her words, case analysis was 

about 
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small things, like, "a teacher told a student to study, or you are going to be poor..." make 

an analysis of that. That might be a relevant scenario for some classmates that were more 

like rookie teachers, but I think that we have to go a step further. I have seen principals 

who fell trying to solve a striking problem; I have seen principals who were unable to 

manage the school cash flow and died in the process. 

 

Lisa had a similar but more complex experience. In her program, she had to do a 

"research project where you had to apply in your practice something you learn in the program." 

According to her experience, the research project was a waste of time because it was not rigorous 

at all. "It was like a research that did not have an innovative topic, that did not have a major 

challenge topic for the people who were developing it." She then explains that the students 

defined the topic and implementation of the research project therefore, she was responsible for 

picking a topic that was not challenging enough. 

   But in the end, we were all doing the work in our comfort zone because I did it here at 

my school, I was the preschool leader, so I did it with my team, with my people... And it 

wasn't a real challenge because it was a topic that I already had applied at my school. It 

was already solved before I even began the research. And, for example, also my friends. 

What they did was already half solved at their school, so, of course, you are not dumb, so, 

obviously you would pick something that does not imply starting from zero. 

 

When asked about who was responsible for this lack of rigor, whether students or the 

program, Lisa responded: 

   I think that both sides [were responsible] because of the guideline that is given because 

if the guideline that is given grants you space to pick interventions that have been already 

implemented…So there is also an issue with how you provide the instructions. The way I 

see it, it was our responsibility in part, but there was an instructional problem from the 

origin. Too much flexibility and a very low bar for students to decide the research topics. 

 

Itzkia also believes that too much flexibility and lack of accountability presented 

challenges for her learning. She argues that programs should not be that flexible with what they 

teach, the schedules, or the deadlines of the assignments. "I believe that we are responsible for 

three thousand people; therefore, if we are not capable of meeting schedules, of meeting working 
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hours, then, how can you be a school principal?" In this context, she shares one of the most 

challenging moments she experienced in her program. 

   Once we had to do group work...I am super studious, super responsible, and super 

structured, so if the assignment is due on the fifteenth at four in the afternoon, I will have 

it on the fifteenth at nine in the morning. And we had a classmate who was going to give 

us his part at the last minute…So I said to the professor, “look, we have the assignment 

ready; we did the part for him because I knew that he was not going to do it” … And the 

professor replied, “No, don't worry, just take one more day,” so I told him, "I'm going to 

give it to you, if you want to give him one more day, give it to him, but not to me because 

I'm going to give it to you complete with his part included, and if you want to give the 

same grade to all of us, do it, it's your decision. 

 

This example was particularly frustrating for Itzkia because she believes "we, principals, 

have to be super self-demanding" and having too much flexibility jeopardized the educational 

leadership quality: “we are responsible for three thousand people, that is, if we are not capable of 

meeting schedules, of meeting deadlines [in an LPP], how can you be a good principal?" 

However, a lack of flexibility harmed the learning of some other participants. In Kathy's 

experience, it was challenging not having "that instance where you could talk with the facilitator 

about your particular challenges with the assignments." Ellie offered a more concrete example. 

There were almost no excuses accepted for missing classes or not submitting assignments on 

time in her program. "It doesn't matter what is happening to you; if you don't perform, you lose. 

So, the program does not take into consideration the situations that may affect you personally." 

Ellie remembers missing one class because of a headache, and she received the lowest 

grades in all the assignments that were due that day.  

   In that sense, I often felt really pressured to comply more than to take care of myself. 

Feeling under that pressure to perform well in a very competitive program that constantly 

recognizes the one who did better - which is not always bad because it can help you 

improve - takes a toll on your learning and well-being, especially for those who are not 

capable of evolving. They can fall into the opposite of learning. 
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Emy describes a similar situation. Her program's policy said that if students fail to attend 

classes or submit their assignments on time, they automatically fail the courses. "It's in the 

regulations; if you don't comply, you're out." Emy failed all the courses of one specific academic 

term because she missed some classes and could not submit all the assignments on time due to a 

health issue she experienced. Unfortunately, she knew that was going to happen.  

   There had been another situation before in which some principals had their schools 

taken over by students and they were forced to miss some classes because they had to go 

their schools to handle the situation...and they failed the courses too. So, I knew that I 

was going to fail too; I had no choice. 

 

Despite this, Emy was still surprised by the lack of flexibility in the program. "But it was 

particularly painful because I had no choice; I couldn't choose to go to school or not. I was in bed 

in the hospital having emergency surgery.” 

However, she decided to stay and complete the program, even though it took her six more 

months than expected. 

   I felt a little bad; I felt that they didn't care that I had had a terrible time, and it wasn't 

that I didn't want to attend. I thought so, but I did finish the program anyway... I mean, I 

wasn't going to lose my master's degree for this...So I accepted the rules. 

 

For some participants, rigorous use of time management was challenging because it 

implied a lack of flexibility in how classes were delivered. For example, one of the most 

challenging aspects of the program for Lu was having a "super-rigid group of facilitators" who 

believed to be "owners of the truth." Therefore, having one way of understanding education and 

how to teach implies being extremely rigid. 

   I think that the little flexibility is because they believed themselves to be owners of the 

truth. So, when you believe you are the owner of the truth, in the end, it's like what I 

think is right and what you believe is wrong, that bluntly. So, for example, you would 

say, hey, we could do this in another way, or I don't like this, and facilitators would reply, 

no, this is the case, and because the author says that this is the only way. 
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This was particularly challenging for Lu because no matter her arguments, facilitators 

would always retort "no, this is how it is." Therefore, Lu had to "stop arguing because [her] 

opinions did not matter." 

Omar said that the programs he attended were so rigorous in their time management that 

relevant topics were left out for the sake of structure. He explains that for each session, 

facilitators had a script, and students had a handout that needed to be fully covered.  

   Therefore, any element that was not in the script - which always comes out - did not 

have much room because we had to finish the booklet in those ninety-minute 

sessions…The class could not go off that script to address other situations or 

complexities or topics in that minute that, regardless of how important they would have 

been to address them in that minute given a specific contingency. So, given a script, those 

conversations that are sometimes more enriching never occur. There were no spaces for 

that. 

 

 Some participants perceived that the program did not adapt the content and activities to 

make them challenging enough for educational leaders. For other participants, schedules were 

too flexible in adapting activities and deadlines, which implied losing academic rigor. In 

contrast, others believed that a lack of flexibility in assignment deadlines, attendance policies, or 

even adjusting the content and teaching strategies hurt the quality of learning. 

Student-Centered Approach as a Challenging Teaching Approach 

Some participants mentioned that having a student-centered approach, particularly 

through active learning from peers, presented a challenge to their learning experience. 

For Kathy, learning from peers was particularly challenging because she experienced a 

couple of situations in which underperforming classmates jeopardized her learning experiences 

when working collaboratively in groups. "Unpleasant situations were when I had to work with 

irresponsible classmates, but it was not detrimental to me or my grades, so I do not make a big 

deal out of it."  
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In her experience, Kathy was forced to take over more responsibilities and a more 

significant workload than she should have. 

   I was like…It is practically like working with kids. You put together the 

group, you take responsibility, and someone fails… what do you do? So that never 

happened to me, happened to a person close to me, but what are you going to do, 

"wow, what a bummer," and you have to take and do the job for them…what else can 

you do? 

 

On the other hand, group work and learning from peers were challenging for Beatriz 

because there was no interest in hearing diverse points of view. For her final group project, 

Beatriz worked with colleagues who had difficulty integrating ideas from other people. "We 

were four members, and two of them took the leadership role…And they didn't want the other 

two to give their opinions." Therefore, the final project was a challenging learning experience 

because "they wanted to write only what they wanted, do only what they wanted, and didn't 

consider my or my classmate’s opinions. That was tremendously unpleasant for me." 

Ann also perceived challenges when having an active learning-from-peers approach. 

According to her experience, the program offered opportunities for peers to share their 

experiences only when their perspectives were aligned with the program's point of view. 

   There were too many different solutions to the situations they posed to us; we all had 

different points, but they only gave space for those who had the same way of responding 

to the problem, so in the end, I felt like a spectator of something they showed me, 

something that had nothing to do with my context or how I would have approached those 

situations. 

 

Lisa had quite an alarming experience. In her program, a facilitator used to work at the 

same school. That facilitator presented the challenges her school was facing as a case study. 

Although the facilitator did not reveal the actual name of the school, Lisa felt exposed. 

   Never expose a student, never, it doesn’t matter what training you’re doing…you don’t 

expose people. And in this case, I felt exposed because the program facilitator showed the 

errors and challenges my school had. And of course, everyone thought I was one of those 

responsible for those mistakes. 
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This situation was particularly challenging for Lisa because "the school union was in the 

process of voting to go to strike; it was facing a super complex issue." Therefore, she did not 

want to talk about it with her classmates, no matter how good of a learning experience it would 

be for them: 

   I knew that they were going to approach me during the break to ask me about my 

experience, asking me, "how is the school?" So, I told my closest friends, "don't leave me 

alone," and asked them to make me something like an iron armor so that they didn't see 

me. 

 

Lidio also had a challenging experience with an active learning from peers approach. 

From his perspective, one of the most challenging situations was the debates and discussions 

between facilitators and students. To illustrate his argument, he offers an example. “A moment 

that made me feel very uncomfortable was when Professor C presented us with a paper, and a 

colleague raised her hand and got into a Byzantine discussion with the teacher, which ended up 

being an ideological discussion.” 

 

When asked why it was such a challenging situation, Lidio explained that “the professor 

had a postgraduate degree in England; he was not an average joe." Despite his expertise, Lidio 

believed his colleague was being disrespectful. 

   [She] accused him [the professor] of having ideological bias, which I did not share, but 

it was like... She kind of became passionate about the issue and raised her voice. The 

professor, being an academic, tried to talk about the ideas, tried to give her arguments, to 

take her to the field of rational arguments. Still, she stayed more passionate, focused only 

on the ideological and political aspects. The only thing I learned from that discussion is 

how disrespectful my classmate was. 

 

Similarly, an active learning-from-peers approach was challenging for Ruth. However, in 

her experience, the most challenging aspect came from classmates who would argue and criticize 

her points of view and practices regarding integrating students with special educational needs 
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into regular schools. When she exposed her vision for school integration and what she has been 

doing at her school, colleagues dismissed her. “They said that it was impossible to do that," and 

they believed that her practices were "an obstacle and not a support." Ruth then explains that 

those discussions were both challenging and discouraging.  

   They questioned you. Almost everyone from urban schools questioned and said that 

this could not be done in ordinary schools with thirty-five students in a classroom. 

Therefore, they argued that integration could not be achieved. So, I had to argue a lot 

because they did not believe me; they did not believe in integration. 

 

Olga shared a similar situation. She used to work at a charter school when she attended 

the program and felt constantly discriminated against when discussing with classmates from 

district schools.  

   One of the things that bothered me a lot, was that everyone assumed that all challenges 

were present in district schools only. Moreover, they believe that they were the only 

schools that received children with difficulties, the most deprived children…The 

discussions that we had about work, even in small groups, focused on district schools 

only, and unfortunately, program facilitators did not stop it. The challenges or points of 

view from those who came from charter or private schools were not even considered 

during the discussions. So, there was no relevant learning for me in that program. 

 

As seen in participants' experiences, learning from peers was often perceived as a 

challenge or an obstacle for learning either because classmates were not responsible enough to 

make learning happen or because the program did not have enough tools to mediate and promote 

discussions among students that had a real impact on their learning. 

Chapter Summary 

This chapter presented the four major findings that were uncovered by this study. The 

findings were organized and presented according to the research questions. Data from individual 

interviews revealed educational leaders' perceptions about the best features and teaching 

approaches from Leadership Preparation Programs, the challenges participants faced when 

attending such programs, and the impact the programs had on their professional lives. The 
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research included extensive quotations from participants to represent the reality of the persons 

and situations studied accurately.  

The first finding of this study indicates that educational leaders consider necessary 

characteristics for ideal Leadership Preparation Programs being situated to practice. Participants 

conceptualized being situated to practice as teaching theories that were linked to practice, the 

implementation of internships, and being rigorous and efficient in the use of time while teaching. 

Additionally, most educational leaders perceive that having a curriculum that emphasizes 

leadership skills and models and recruiting talented students and facilitators are desirable 

features for any Leadership Preparation Program.   

The second finding was that an overwhelming majority of participants considered that 

any ideal Leadership Preparation Program should have a practice orientation teaching approach. 

Participants conceptualized practice orientation as using teaching strategies such as role-plays, 

modeling, learning by doing, and on-the-job exercises. Having a student-centered approach - 

conceptualized as active participation from students, learning from peers, problem-based 

learning, and critical reflection- along with feedback was also identified by most participants as 

desirable teaching approaches. 

The third finding was that educational leaders perceived that Leadership Preparation 

Programs impacted their professional development. Educational leaders conceptualized the 

impact on their professional development as career advancement, increased confidence, and 

broadening the understanding of what leadership is. Participants also reported that Leadership 

Preparation Programs impacted their capacity to implement interventions needed for school 

improvement and gave them tools for coaching and giving feedback to teachers. 
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The fourth finding was that aspects of feedback were the most supportive teaching 

approach for most participants, particularly the coaching aspect. Situated to practice was also 

considered supportive for a group of participants. On the other hand, most participants perceived 

aspects of situated to practice, particularly the rigorous and efficient use of time management 

while teaching, as challenging. A group of participants also considered that a student-centered 

approach was challenging.  

Analytic Categories 

To gain greater meaning from the findings for analysis and interpretation, the researcher 

aligned each research question with the major findings statements and then proceeded to answer 

the study's primary question – how do Leadership Preparation Programs' teaching practices and 

features meet the needs of educational leaders? The answers to this main question resulted in 

what became two analytic categories. Both analytic categories were used to frame the study’s 

findings for subsequent analysis and interpretation.  

The findings revealed that there are three relevant elements for Leadership Preparation 

Programs: situated to practice, student-centered teaching approach, and feedback. Situated to 

practice is a program feature composed of three aspects: linking theories to practice, internships, 

and being rigorous and efficient in the use of time management while teaching. The student-

centered approach is a set of three teaching strategies: active learning from peers, problem-based 

learning, and critical reflection. Feedback is also a teaching approach composed of three 

strategies: continuous feedback, coaching, and process evaluation. Situated to practice, student-

centered approach, and feedback are three distinct elements. However, they all share one 

common feature: they focus on the learners' context and practice. Consequently, Leadership 

Preparation Programs that teach based on educational leaders’ context and practices benefit 
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learning (Analytic Category #1). However, teaching that is based on educational leaders' context 

and practices can be challenging due to learners' different ways of knowing (Analytic Category 

#2).  

Findings were analyzed through the aforementioned analytic categories depicted below in 

Table 8. 
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Table 9: 

Relationship Between Research Questions and Findings Leading to Analytic Categories 

 

 

Research question Finding Statement 

Leadership Preparation 

Programs’ teaching practices and 

features meet the needs of 

educational leaders by 

understanding that: 

How do participants 

describe the features of 

an ideal Leadership 

Preparation Program? 

All participants (100%) considered that ideal 

Leadership Preparation Programs should be 

situated to practice, i.e, teach theories that are 

linked to practice, offer internships, and be 

efficient in the use of time management while 

teaching. 

Teaching informed by 

educational leaders’ 

context and practice 

benefits their learning. 

How do participants 

assess the teaching 

approaches and 

practices implemented 

in the program? 

A strong majority of participants (80%) 

claimed that having a practice orientation, i.e., 

teaching strategies such as role play, modeling, 

learning by doing, and on-the-job exercises, is 

an ideal teaching approach for Leadership 

Preparation Programs 

In what ways do 

participants perceive 

the Leadership 

Preparation Programs 

impact their 

professional practice? 

A majority of participants (70%) perceived 

that the program they attended had a positive 

impact on their professional development, i.e., 

helping them advance in their careers, gaining 

more confidence, and broadening their 

understanding of leadership. 

How do participants 

make meaning of the 

support and challenges 

identified in the 

Leadership Preparation 

Programs? 

A majority of participants (70%) reported that 

aspects of programs that were situated to 

practice challenged their learning, specifically 

the rigorous and efficient use of time 

management. On the other hand, 75% of 

participants reported that feedback, particularly 

the coaching aspect, was the most supportive 

element for their learning 

Teaching informed by 

educational leaders' 

context and practice can 

be challenging given 

learners’ different ways 

of knowing. 

Adapted from M. Volpe’s 2011 Model for Developing Analytic Categories  
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CHAPTER V: ANALYSIS, INTERPRETATION, AND SYNTHESIS 

Purpose 

The purpose of this study is to explore with 20 educational leaders their experiences in 

four leadership preparation programs to identify how the programs' features and teaching 

approaches meet the learning needs of participants. By exploring this phenomenon, the 

researcher hopes to offer a possible explanation of which program characteristics and teaching 

approaches are perceived as supportive or challenging for educational leaders who attended a 

formal Leadership Preparation Program. 

Research Questions 

The following research questions guided this study: 

1. How do participants describe the features of an ideal Leadership Preparation Program? 

2. How do participants assess the teaching approaches and practices implemented in the 

program? 

3. In what ways do participants perceive the Leadership Preparation Programs impact their 

professional practice? 

4. How do participants make meaning of the support offered and the challenges identified in 

the Leadership Preparation Programs? 

These research questions were primarily satisfied by the findings presented in Chapter IV. 

 

Findings 

The four major findings uncovered through the interviews were as follows: 

 

1. Situated to Practice: All participants (100%) considered that ideal Leadership Preparation 

Programs should be situated to practice, i.e., the programs should link the theories to 
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practice, offer internships, and be rigorous and efficient in the use of time management 

while teaching. 

2. Practice Orientation: A substantial majority of participants (80%) claimed that having a 

practice orientation, i.e., teaching strategies such as role-play, modeling, learning-by-

doing, and on-the-job exercises, was the most relevant teaching approach for Leadership 

Preparation Programs.  

3. A majority of participants (70%) perceived that attending a Leadership Preparation 

Program impacted their professional development by advancing their careers, gaining 

more confidence, or broadening their understanding of leadership. 

4. A majority of participants (70%) reported that aspects of a situated to practice program 

were challenging for their learning, specifically the rigorous and effective use of teaching 

time. On the other hand, 75% of participants reported that feedback, particularly the 

coaching aspect, was the most supportive element for their learning. 

This chapter attempts to provide analytical and interpretive insights concerning the 

findings presented in Chapter IV. The data captured during the interviews is limited in scope and 

represents the subjective perceptions of the learning experiences lived by educational leaders. 

Consequently, participants’ collective data has been used by the researcher to suggest possible 

categorizations for additional research, which may influence the emergence of theoretical and 

practical developments. 

The previous chapter presented the findings obtained from the data collected after 

interviewing participants. To maintain an objective point of view regarding findings, the 

researcher reproduced small narrative segments aligned around the respective research questions. 

This chapter integrates the various parts into a cohesive and subjective view of the research 
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phenomenon. The following analytic categories, which were introduced at the conclusion of the 

previous chapter, guided this process: 

1. Teaching informed by educational leaders’ context and practice benefits their 

learning.  

2. Teaching informed by educational leaders' context and practice can be 

challenging given learners’ different ways of knowing. 

The above analytic categories have enabled the researcher to extract high-level meanings 

from his findings. The current chapter is organized around the analytic categories, followed by a 

discussion of the related findings. 

Following the discussion of the interpretation of the findings, the researcher will (1) 

revisit the assumptions underlying this study that were presented in Chapter I, and (2) present 

contributions to the literature. 

Categorical Groupings 

Educational leadership is a challenging role and can significantly impact students’ 

learning. Therefore, providing impactful learning opportunities for practicing educational leaders 

is relevant. During the interview process, educational leaders spoke openly about their learning 

experience when attending Leadership Preparation Programs and how they make meaning of the 

challenges faced and the support offered during their learning process while exercising 

leadership. The difference in responses among participants when referring to similar phenomena 

was an indication that there would be variance in the way they processed, integrated, and made 

meaning of their experiences. In other words, it can be assumed that participants were at 

different developmental stages.  
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However, given that the researcher did not implement Subject-Object Interviews, no 

accurate data regarding participants developmental stage was collected. Therefore, using Drago-

Severson’s (2009) descriptions of ways of knowing and the environmental support and 

challenges across different developmental stages, the researcher grouped participants’ 

expressions and behaviors that could have been associated with specific developmental 

capacities. The researcher assigned a Developmental Capacity Inclination based on how many 

expressions were associated with a given developmental capacity during the interview. Among 

the sample population, the researcher identified four developmental capacity tendencies: 

Instrumental (3 of 20, 15%), Socializing (9 of 20, 45%), Self-Authoring (6 of 20, 30%), and Self-

transforming (1 of 20, 5%). One participant had no clear inclination (Unknown inclination). 

Table 9 summarizes participants' developmental tendencies and the number of expressions 

associated with each way of knowing inclination identified during the interview.             
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Table 10: 

Participants' Developmental Inclination 

Ways of Knowing 

Inclination 
Participants 

Expressions Associated 

With Ways of 

Knowing 

Instrumental 

Ann 8 

Kathy 7 

Jayce 7 

Socializing 

Beatriz 9 

Lu 9 

Elie 8 

Lisa 7 

Ruth 7 

Emy 7 

Philomena 5 

Lidio 5 

Ernest 3 

Self-Authoring 

Joe 8 

Rob 6 

Itzkia 6 

Olga 6 

Rob 6 

Cruz 3 

Self-Transforming Omar 5 

No Inclination Bridget -- 

  

These categorizations were based on educational leaders' expressions that could be related to 

how Drago-Severson (2009) described challenges and supports across different ways of 

knowing. The researcher acknowledges that the limitations of the instrument and the data 

collected made it impossible to accurately determine participants’ ways of making meaning of 

their experiences. Therefore, the researcher recognizes that participants’ ways of knowing might 

be completely different from the inclination identified by the researcher if an alternative method 

of data collection was used over time. 
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Each group will be described below.  

Inclination to Instrumental Way of Knowing 

As seen in Chapter III, instrumental knowers rely on external rules to orient themselves 

toward meeting self-interests, their purpose, and their own concrete needs (Drago-Severson, 

2012; Kegan, 1982). Following Drago-Severson’s description of ways of knowing and their 

orienting concerns (2009), participants were categorized as having an instrumental inclination 

when they expressed during multiple opportunities ideas related to a: 

● Dependency on external rules 

● Concern about “the right way” of doing things 

● Concern with concrete consequences 

● Decision-making system based on what they will acquire or lose 

● Experiencing others as obstacles or help to meet concrete needs 

Participants with this inclination assessed the program features and teaching approaches 

according to how effective they were at meeting their interests and concrete needs based on the 

program structure, rules, expectations, and concrete examples or directions given to students for 

their improvement. Programs that lacked structure, clear expectations for students, or prioritized 

teaching approaches that implied abstract thinking over concrete exemplars or tools were 

challenging for these participants.  

Inclination to Socializing Way of Knowing 

As seen in Chapter III, socializing knowers value others’ expectations, values, and opinions 

since other people are considered "sources of internal validation, orientation, or authority" 

(Patton et al., 2016, p. 309). Consequently, their relationship with others constitutes an essential 

part of their sense of self, perceiving interpersonal conflicts as threatening their identity (Kegan 



145 

 

& Lahey, 2009a). Following Drago-Severson’s description of ways of knowing and their 

orienting concerns (2009), participants were categorized as having a socializing inclination when 

they expressed in multiple opportunities ideas related to: 

● Dependency on external authority, acceptance, and affiliation 

● Concern for others' judgment 

● Feeling responsible for others' feelings 

● Holding others responsible for their own feelings 

● Perceived conflict and criticism as threatening 

     Participants with this inclination assessed the program features and teaching approaches 

according to how they supported or promoted the creation of good and healthy relationships 

among facilitators and students. It was particularly relevant for socializing knowers to have 

programs with facilitators and classmates that considered their context, made them feel 

comfortable, and validated their points of view and opinions. Programs that emphasized 

discussions among students, direct feedback, or pushed students to express their opinions without 

specific concern for the participant's relationships or well-being were perceived as challenging.  

Inclination to Self-Authoring Way of Knowing 

As seen in Chapter III, self-authoring knowers are characterized by the capacity to take 

responsibility for and ownership of our internal authority and establish our own sets of values 

and ideologies (Drago-Severson, 2012; Patton et al., 2016). Therefore, internal authority plays a 

central role, allowing people to set goals according to their own values, standards, and agenda 

(Kegan, 1994). Following Drago-Severson’s description of ways of knowing and their orienting 

concerns (2009), participants were categorized as having a socializing inclination when they 

expressed during multiple opportunities ideas related to: 
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● A concern for internal values and standards  

● Evaluating criticism according to internal standards 

● A concern with one’s own competence and performance 

● A capacity to balance contradictory feelings 

● Viewing conflict as natural and an opportunity to enhance learning 

     Participants with this inclination assessed the program features and teaching approaches 

according to the opportunities they gave for developing their own points of view through 

ongoing discussions among facilitators and classmates. Particularly relevant for these 

participants was experiencing coaching and feedback opportunities that promoted spaces for the 

analysis and critics of their own ideas. On the contrary, programs that lacked rigor and failed at 

providing the necessary tools for analyzing and critiquing their own visions and opinions were 

challenging.  

Inclination to Self-Transforming Way of Knowing 

As seen in Chapter III, self-transforming knowers see beyond themselves and beyond the 

systems they are part of. Therefore, they recognize that there are multiple meaning-making 

systems interconnected to various individuals. Thus, revising their own meaning-making system 

and learning from other people is a predominant topic. Omar was the only participant associated 

with the self-transforming way of knowing inclination. This unique case is coherent with the 

empirical evidence that only 9 to 10% of the U.S. adult population has a self-transforming way 

of knowing (Kegan & Lahey, 2009). Following Drago-Severson’s description of ways of 

knowing and their orienting concerns (2009), Omar was categorized as having a self-

transforming inclination because he expressed during multiple opportunities ideas related to: 
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● An interest in self-exploration 

● Understanding conflict as an opportunity to enhance thinking 

● A capacity to understand and manage tremendous complexity 

● An openness to others’ perspectives above an interest in his own identity 

● Judging and questioning his own way of making meaning 

     As a Self-Transforming individual, Omar appreciated the teaching approaches and program 

features that allowed him to explore other points of view, enhance his understanding of complex 

scenarios, and check his own points of view compared to those presented by facilitators and 

colleagues.   

 

Analysis 

Analytic Category 1: Teaching informed by educational leaders’ context and practice 

benefits their learning 

The first analytic category will be used to analyze the first three research questions: How 

do participants describe the features of an ideal Leadership Preparation Program? (Research 

Question 1), how do participants assess the teaching approaches and practices implemented in 

the program? (Research Question 2), and in what ways do participants perceive the Leadership 

Preparation Programs impact their professional practice? (Research Question 3). Additionally, 

this analytic category will be used to analyze the support aspect of research question 4, i.e., how 

do participants make meaning of the support identified in the Leadership Preparation Programs?  

Despite the developmental inclination identified by the researcher, all educational leaders 

perceived the programs they attended had a positive impact on their professional practice, as 

seen in major Finding 3. The impact was perceived as gains in professional development (career 

advancement, personal growth, confidence, or leadership skills development), accessing 
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knowledge needed for school improvement, or acquiring tools for coaching and feedback. Most 

of the impact perceived by participants was related to the programs’ features and teaching 

approaches experienced as particularly supportive or identified as desirable for an ideal 

Leadership Preparation Program. The elements perceived as ideal and experienced as supportive 

by participants were having a situated to practice curriculum, a student-centered approach, and 

receiving feedback     . Each of these three elements will be analyzed through the lens of 

participants' ways of knowing tendencies.  

 

Situated to Practice as a Supportive Program Feature 

 

All participants, regardless of their ways of knowing inclination, believe that situated to 

practice, i.e., linking theories to practice, having internships, and being rigorous and efficient in 

the use of time management while teaching, is a feature that any ideal Leadership Preparation 

Program should have. However, participants had different perspectives when explaining the 

reasons for perceiving situated to practice as particularly supportive for them or the reason for 

describing it as an ideal feature for any Leadership Preparation Program. Appendix J provides 

evidence of the perceived supports and relevance Situated to Practice had among participants 

with Instrumental, Socializing, Self-Authoring, and Self-Transformer’s ways of knowing 

tendencies.  

     Instrumental Way of Knowing. For the instrumental way of knowing, situated to 

practice is relevant because it offers a structure and concrete examples for implementing what 

they learn. More specifically, being rigorous and efficient in the use of time management while 

teaching was perceived as a critical element for the three participants with an instrumental way 

of knowing inclination. The rigorous and efficient use of time management offered participants 

an external structure that allowed them to organize themselves and perceive that the time 
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invested in learning had a clear goal; they always knew what to do and what was expected. 

Consequently, the structure had a positive and concrete impact on their learning and professional 

practice. As Jayce explains, “Something that I really liked is the optimization of their times. I 

was always struck by how they used their time. That is, all the sessions had time stamps where 

one knew what to do, which were the spaces to work as a group, individually, the time for 

reading.” 

Linking theory to practice and having internships were also perceived as particularly supportive 

because these features offered participants concrete examples of the theories they learned and 

how to implement them. Ann highlights the importance of internships in her program. “[The 

internship] made me put my feet on the ground and realize that this model (the one taught by the 

program) was not as perfect as I thought, and that was good because it gave me real examples 

and guidance on how I could act in my context.”  

Socializing Way of Knowing. For the socializing way of knowing, a situated to practice 

curriculum is relevant because the rigorous and efficient use of time management represents a 

signal of respect, acknowledgment, and consideration for the demanding role participants have as 

educational leaders. As Ernest explains, “We all have little time. We are not students who stop 

working. So, of course, in their planning, the program acknowledged that.” Additionally, 

internships and linking theory to practice were seen as opportunities for participants to compare 

and validate their practice according to what the program’s facilitator showed them when visiting 

other schools or showing examples of how the theory looks in practice. As Lu mentioned, 

internships provide a way for program participants to compare and measure individuals’ 

strengths and weaknesses. “[Internships] allow you to learn how others are succeeding in those 
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aspects that you are failing, and it also allows us to say, hey, this thing does work in my school, 

and here it does not.” 

Self-Authoring Way of Knowing. For the self-authoring way of knowing, a situated to 

practice curriculum is relevant because the rigorous and efficient use of time management allows 

participants to experience a challenging learning environment to develop their own standards and 

competencies. Joe emphasizes how his challenging course pushed him to learn more. “The 

course structure was intense, very intense; we had to do a lot of work, which is a great thing 

because it pushes you to learn even more.” Similarly, internships and linking theory to practice 

are perceived as tools for understanding others' practices and adapting them to their own 

contexts, interests, and needs. As Olga explains, internships are vital because they help people to 

set goals, receive feedback, and inspire rich learning. 

I think it is the only way to deepen learning when there is a personal interest in doing 

something, not because somebody tells you what to do. That is why internships can serve 

as an experience, as feedback or a greater resource only because I believe that when 

someone challenges themselves when they set a goal for themselves, that is when you 

learn. 

 

Self-Transforming Way of Knowing. For the one participant with a self-transforming 

way of knowing inclination, situated to practice was relevant because being rigorous and linking 

theory to practice allows the learner to enhance his understanding, engage in meaningful 

discussions, and grasp a deeper understanding of the complexities of authentic contexts and 

leadership practices, which makes the implementation of theories even more challenging. Hence, 

when discussing internships, Oscar posits that he was able to see all elements he learned as a 

whole through internships. 

   All these elements began to click together as I observed them in reality, which is an 

important issue. So, within a complex reality, how do they look? When you study it, you 

see it separately...But in internships, I was able to look at them as a whole. 
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Student-Centered Approach as a Supportive Teaching Approach 

 

A substantial majority of participants claimed that having a student-centered approach, 

i.e., opportunities for active learning from peers, problem-based learning, and critical reflection, 

is a desirable teaching approach for an ideal Leadership Preparation Program. The reason for 

describing a student-centered approach as an ideal teaching approach and its supportive nature 

varies among participants with different ways of knowing tendencies. Appendix K provides 

evidence of the perceived supports and relevance a Student-Centered Approach had among 

participants with Instrumental, Socializing, Self-Authoring, and Self-Transformer’s ways of 

knowing tendencies. 

Instrumental Way of Knowing. Participants with an instrumental inclination 

appreciated a student-centered approach because it allowed them to share their experiences about 

their own specific contexts or see cases that offered them concrete steps to deal with the 

challenges they confront in their practice. Kathy explains that she was able to share particular 

cases and receive guidance on how to solve them. 

   They structured the class in such a way where they gave you the content, they gave you 

the application, we looked for the solution to problems, participatory, and there were 

instances where you could expose to the teacher or classmates your particular case. 

 

Socializing Way of Knowing. For participants with a socializing inclination, a student-

centered approach was relevant because of the opportunities to share their thoughts, experiences, 

and perspective with facilitators and classmates. This allowed participants to assess their 

leadership based on what faculty or colleagues said. Beatriz makes note of the ways she and 

other students would share experiences. “You interact with the other students, and they tell you 

their experiences, you can tell them something, and they tell you how they would have done it so 

that you can compare with them.” This sharing of experiences permits participants to engage in a 
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reflective process supported by others, which is highlighted by Lidio. “So, you would approach a 

faculty member and say ‘hey, how can we innovate?’ and they would take you seriously and say 

‘hey…,’ or that they would take the time to suggest or challenge you to do something new.” 

Self-Authoring Way of Knowing. For leaders with a self-authoring inclination, a 

student-centered approach was relevant because the opportunities to share their thoughts, 

experiences, and perspective with facilitators and classmates gave them space for having debates, 

discussions, and reflecting on their performance. As Rob mentioned when talking about the 

discussions and debates he experienced among peers, most resulted in rich debate:  

   There were no discussions that ended with an agreement, or we were all happy, 

‘someone won,’ no. Many times, it was about listening and reflecting...So you could 

draw the conclusion from the discussion that the others were having, and that is learning. 

 

Self-Transforming Way of Knowing. During the interview, Omar did not explicitly 

mention if a student-centered approach was a particularly relevant or necessary approach for an 

ideal Leadership Preparation Program. However, when talking about the facilitator’s quality, 

Omar explicitly mentions how important it is to have experienced facilitators who know how to 

adjust their teaching practices and decide on which topics students should dig deeper into, so 

they can promote more relevant discussions among peers around those topics.  

   They know what the strong ideas are, they have assimilated them, so they promote 

more relevant discussions. There is better handling of the staging, which makes those of 

us present achieve a little more assimilation and understanding. That produces a learning 

moment that is not like, “do that, that, and that,” but it gives you time to think, reflect, 

and assimilate what you are learning. 

 

Feedback as a Supportive Teaching Approach 

 

A strong majority of participants said that feedback, i.e., continuous feedback, coaching, 

and process evaluation, was particularly supportive in their learning experience. Furthermore, 

more than half claimed that feedback is an ideal teaching approach for any Leadership 
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Preparation Program. The reason for understanding feedback as supportive and a desirable 

teaching approach for any Leadership Preparation Program varied among participants with 

different ways of knowing tendencies. Appendix L provides evidence of the perceived supports 

and relevance Feedback had among participants with Instrumental, Socializing, Self-Authoring, 

and Self-Transformer’s ways of knowing tendencies. 

Instrumental Way of Knowing. Participants with an instrumental way of knowing 

inclination appreciated feedback, particularly the ongoing feedback and coaching. They 

perceived these practices as an opportunity to have someone else identify areas of improvement 

for them and suggest what to do to overcome them. Jayce describes how having a coach guiding 

him on what to change was key to his improvement. “I am not going to improve my mistakes if 

there is not a coach who is accompanying me, is monitoring me, telling me what to change, and 

is mobilizing me to improve my practices.” 

Socializing Way of Knowing. For participants with a socializing way of knowing 

inclination, continuous feedback and coaching were relevant because these teaching approaches 

allowed them to build a relationship with someone who had more educational leadership 

expertise. Due to coaching and continuous feedback, participants felt the program and facilitators 

had a genuine concern for them, creating a safe space to share their practices. As Lu mentions, 

“the one-on-one meetings were the only place I could express myself.” In these safe spaces, 

participants were able to confirm what they had been doing right while identifying relevant 

growth areas as well. Ruth points out the value of having coaches. “I love the accompaniment 

because they [the coaches] can tell you what you are doing fine and you like that, and they can 

also tell you if you are making some kind of mistake that you can improve.” 
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Self-Authoring Way of Knowing. For participants with a self-authoring way of knowing 

inclination, feedback was relevant because of the information that continuous feedback, 

coaching, and process evaluation gave them about their performance. Process evaluation through 

diverse assessments, observation, and feedback was perceived as an opportunity to develop their 

own ideas, demonstrate their performance level, and reflect on what they need to improve. As 

Lia explains, “the quality of the evaluations really helped you demonstrate to yourself what you 

knew and what you were learning.” 

Self-Transforming Way of Knowing. Omar did not explicitly mention feedback as an 

ideal teaching approach for Leadership Preparation Programs. However, he recognized that the 

feedback model presented by the program he attended supported his practice because it served as 

a starting point for building a coaching model for the teachers at his school. However, for Omar, 

unlike other participants, the purpose of coaching is to support the coachees in changing their 

perspective so they can develop the skills needed to be educational leaders. In other words, to 

develop in these future leaders a different way of understanding the school and the challenges 

they face, to develop those capacities required to discern and decide by themselves, what are the 

correct steps that they must take with their team. 

Analytic Category 2: Teaching informed by educational leaders' context and practice can 

be challenging for different learners' ways of knowing 

The second analytic category will be used to analyze the challenging aspect of research 

question 4, i.e., How do participants make meaning of the challenges identified in the leadership 

preparation programs? A substantial majority of participants perceived situated to practice, 

feedback, and a student-centered approach as desirable elements for Leadership Preparation 

Programs. However, situated to practice, feedback, and student-centered approaches were most 

frequently identified as challenging elements by participants. According to participants, aspects 
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of these elements or how programs implemented them were perceived as obstacles that 

negatively impacted their learning. How participants perceived these elements as challenging 

varied according to their way of knowing inclination identified by the researcher. The challenge 

of each element was analyzed according to participants’ way of knowing tendencies. 

 

Situated to Practice as a Challenging Program Feature 

 

A majority of participants perceived that linking theory to practice, having internships, or 

being rigorous and efficient in the use of time management was challenging. Participants with 

instrumental, socializing, self-authoring, and self-transforming ways of knowing gave different 

arguments when explaining the challenging aspect of situated to practice. Appendix M provides 

evidence of the difference among participants with different ways of knowing tendencies in the 

perceptions of the challenges a situated to practice approach presented.  

     Instrumental Way of Knowing. For participants with an instrumental way of 

knowing inclination, the rigorous use of time management was particularly challenging. 

According to Jayce and Ann, the rigorous use of time management requires the program to have 

a structure and steps for participants to identify the performance expectation and the impact the 

learning experience can have on their professional practice. However, when participants could 

not identify the purpose or positive consequences for their personal gains from that structure, it 

became an obstacle or a challenge. For example, Jayce mentions that the structure for learning 

data analysis was a waste of time because he already knew the content, and the program was 

forced to follow the structure because other students needed it. Similarly, Ann explains that she 

hated the structure of the program because it was too regimented.  

   It was like a military regiment: You have a certain amount of seconds for speaking, 

they would give you a given number of minutes for your interventions, you have thirty 

seconds to answer a question if you needed more time, you just have to drop the pencil, 
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all with signs and applauses. It shocked me too much; I was like, let me finish writing; 

I'm not in pre-kindergarten.  

 

However, her perception changed, and she began to accept that structure after she realized that 

thanks to the structure, "you could learn much of everything in little time." 

Socializing. Participants with a socializing way of knowing inclination claimed that 

rigorous use of teaching time was challenging because they perceived that being rigorous often 

implied less flexibility needed to attend to particular needs. For example, facilitators did not give 

participants enough flexibility regarding assignment deadlines, grading standards, or attendance 

expectations due to rigorous structures. Participants said they were forced to comply with 

program demands, even in situations that were counterproductive for their learning. In Elie's 

words, "Many times I felt very pressured to comply more than to take care of myself." For Lia, 

however, the most challenging aspect of the program's structure was the facilitator's lack of 

flexibility when listening and considering opinions that dissent from the main ideas proposed by 

the program's curriculum. "You could give arguments and facilitators would reply ‘no, this is 

how it is,’ and ‘all right, ok,’ in the end, you stop arguing because…your opinions did not 

matter." 

The structure also affected the perceived rigor of the program. Participants with a 

socializing way of knowing inclination criticized when program facilitators or professors set 

minimum expectations for assignments that were not challenging enough, making their teaching 

less rigorous. When talking about the program's final assignment, Lisa said there was "too much 

flexibility and a very low bar for students to decide the research topics." 

Self-Authoring. Participants with a self-authoring way of knowing inclination claimed 

that the challenging aspects of a situated to practice curriculum were when the program did not 

adapt their teaching practices, content, or exercises to link theory to practice appropriately. 
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Consequently, classes were less rigorous and a waste of time. According to Cruz, it was an 

obstacle having exercises that were "not so contextualized to practice" because such exercises 

fail at being intellectually challenging. In Rob's words: "what bothered me the most about the 

program were those moments where there was no learning impact." 

Moreover, too much flexibility regarding assignment standards or deadlines was 

perceived as challenging for participants with a self-authoring way of knowing inclination. As 

we heard from Itzkia before, one of the challenges she experienced in her program was receiving 

a deadline extension for a group assignment because one of the group members did not complete 

their part. From her point of view, this leniency toward deadlines was irresponsible. 

   The other thing that bothered me was this complacency…I don't like it at all. I find that 

times are times, deadlines are deadlines, the assignments have to be delivered on time, 

and it is your responsibility to deliver them. I think it is a very bad practice to not comply 

with schedules or assignment deadlines. 

 

Self-Transforming. For Omar, a situated to practice curriculum can be challenging if the 

program establishes an over-structured plan for being rigorous and efficient in the use of 

teaching time. According to his experience, the program he attended had such structured lesson 

plans to be efficient in the use of time that facilitators could not stop and address the topics or 

engage in discussions that came out during a lesson. According to Omar, that structure "made us 

lose important learning experiences." Therefore, being too rigorous and efficient in the use of 

teaching time can become an obstacle when trying to address "anything that is good and 

necessary." 

Student-Centered Approach as a Challenging Teaching Approach 

A student-centered approach was the second most recurrent challenging element 

identified by participants. Different aspects of learning from peers, case studies, and critical 

reflection were mentioned as challenging by different participants. Those with instrumental, 
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socializing, self-authoring, or self-transforming ways of knowing tendencies gave different 

arguments when explaining how these teaching approaches were perceived as challenging. 

Appendix N provides evidence of the difference among participants with different ways of 

knowing tendencies in the perceptions of the challenges a student-centered approach presented. .  

Instrumental. For participants with an instrumental way of knowing inclination, learning 

from peers and case analysis were two aspects of a student-centered approach perceived as 

challenging. Actively learning from peers was challenging because group work or discussions 

among colleagues are not always the most effective way to acquire new knowledge when 

attending a Leadership Preparation Program. Peers' experiences and knowledge can be accessed 

outside the program, whereas accessing an expert's knowledge is harder. Moreover, learning 

from peers can be challenging when colleagues' performance or lack of competence jeopardizes 

effective learning. As Kathy mentions, "Unpleasant situations were when I had to work with 

irresponsible classmates." 

Case studies were also perceived as a challenging aspect of a student-centered approach 

when the cases did not come from the students themselves and did not represent the exact reality 

participants were living in their practice. Therefore, the solutions explored during these case 

studies were irrelevant since participants thought they were impossible to apply in their context. 

As Kathy notes, "those are the solutions for that school, what about mine?" 

Socializing. For participants with a socializing way of knowing inclination, case studies 

and learning from peers were challenging because participants often felt exposed when engaging 

in discussions with classmates or facilitators. For example, Lisa describes that one of the most 

challenging moments during the program was analyzing a case study taken from the school she 

worked at. Although the solution or learnings that emerged from the discussion were tailored to 
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the context Lisa was experiencing, it was difficult for her to talk in front of an audience about the 

challenges her school was facing. "I felt exposed because the program facilitator showed the 

errors and challenges my school had." 

Even when participants were not analyzing their particular context, exchanging points of 

view and ideas through discussions among peers and facilitators was quite challenging as well. 

Some of them perceived that their points of view were not considered or accepted among peers, 

that discussions were too "passionate" and divided the group, or that exchanging opinions ended 

up in judging or questioning the points of view and practices of each other. As Ruth said, "I had 

to argue a lot because they did not believe me." 

Self-Authoring. Olga was the one participant with a self-authoring way of knowing 

inclination that perceived an “active learning from peers” approach as challenging. From her 

point of view, facilitators and classmates held assumptions about certain educational contexts 

that jeopardized open discussions and the exchange of ideas. Moreover, those assumptions 

excluded the visions or values of those who did not share the same beliefs. Their opinions and 

points of view were not considered when engaging in discussions among peers or with 

facilitators. Hence, Olga was required to embrace assumptions and values she did not share for 

the sake of learning. Given she did not embrace such beliefs, she could not have high-quality 

discussions with colleagues who had opposing points of view or visions. "The challenges or 

points of view from those who came from charter or private schools were not even considered 

during the discussions. So, there was no relevant learning for me in that program." 

Self-Transforming. Critical reflection, one aspect of a student-centered approach, was 

experienced as a challenging element for Oscar. According to his experience, the Leadership 

Preparation Program addressed a plethora of relevant topics that can change the way of looking 
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at leadership. However, reflection and time are needed to digest and assimilate all the knowledge 

one is exposed to. Since the program he attended lasted only one academic year, the assimilation 

and understanding of the knowledge Oscar was exposed to came several months after the 

program, which was unexpected for him. Therefore, assimilating all this new knowledge without 

enough time or tools for reflection was overwhelming for Oscar. "That is perhaps a bit 

overwhelming, and it took me way more than a year to digest what I learned, to be able to 

change my mind and understand the correct steps I had to take in the school. And that is not 

taught by the program." 

Feedback as a Challenging Teaching Approach 

Feedback was the third most frequent element identified as challenging by participants. 

Particularly process evaluation and continuous feedback were challenging for participants for 

various reasons according to their ways of knowing tendencies. Appendix O provides evidence 

of the difference among participants with different ways of knowing tendencies in the 

perceptions of the challenges Feedback presented. . 

For participants with an instrumental way of knowing inclination, receiving feedback 

from a facilitator, coach, or academic advisor was challenging when the information was not 

specific enough and gave no concrete indications on what steps to take to improve.  

For participants with a socializing way of knowing inclination, feedback was perceived 

as challenging when constructive feedback was too demanding and exposed a lack of 

participants' competence in front of others. Additionally, feedback was challenging when it was 

delivered in a fashion that did not consider participants' feelings. 

Lia was the one participant with a self-authoring way of knowing inclination who 

perceived feedback as challenging. According to her testimony, feedback was challenging when 
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it was focused on the results instead of the learning process. In other words, feedback aiming at 

informing if a performance standard was or was not met was irrelevant. On the contrary, Lia 

expected feedback that would support her thinking to challenge herself to improve. 

Omar, the only participant with a self-transforming way of knowing inclination, never 

mentioned any challenging aspects of feedback throughout the interview.  

Summary of Analysis 

 

After reading participants' descriptions of their experiences when attending leadership 

preparation programs and their interpretation of the challenges and support they lived as 

students, the researcher identified expressions that could be associated with different ways of 

making meaning. Based on the frequency these expressions appeared during the interviews, the 

researcher identified four ways of knowing tendencies: instrumental, socializing, self-authoring, 

and self-transforming. The study's findings, clustered into two analytic categories, were 

examined through the lens of these four ways of knowing tendencies. 

Leadership Preparation Programs that focus on educational leaders' context and 

professional practice were perceived to significantly impact participants' professional 

development (career advancement, personal growth, confidence, or leadership skills 

development), school improvement knowledge, or improving leaders’ coaching and feedback 

skills. Supportive and desirable elements that contributed to such perceived impact are having a 

situated to practice program, a student-centered teaching approach, and feedback.  

However, focusing on educational leaders' context and practices can be challenging 

depending on learners' ways of knowing. Therefore, aspects of a situated to practice program, a 

student-centered teaching approach, and receiving feedback can be challenging as well. 
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Participants with an instrumental way of knowing inclination perceived that situated to 

practice programs, a student-centered teaching approach, and receiving feedback offered a 

structure that allowed them to stay organized and understand what was expected of them, while 

providing tangible examples and concrete steps to implement the theories they had been learning 

and how to improve their practices. However, when participants could not identify a concrete 

benefit or personal gains from having a rigid structure, coaches or academic advisors, peer 

discussions, or even case studies, then a situated to practice program, a student-centered teaching 

approach, and receiving feedback became challenging elements.  

For participants with a socializing way of knowing inclination, a situated to practice 

program, a student-centered teaching approach, and receiving feedback presented multiple 

opportunities to compare and validate their practice with other realities, peers, and facilitators. 

Visiting various schools or accessing case studies from other realities allowed them to compare 

their performance with different contexts. Sharing their experiences with peers and coaches or 

academic advisors while receiving constructive feedback from experts was perceived as 

supportive. However, aspects of a situated to practice program, a student-centered teaching 

approach, and receiving feedback were perceived as challenging as well. Being rigorous and 

efficient in the use of time management implied the program did not consider participants' 

particular needs and circumstances. Case studies, peer discussions, and feedback often meant 

presenting your points of view in front of others, which forced participants to confront their 

views with opposing and conflictive ideas. 

For participants with a self-authoring way of knowing, aspects of a situated to practice 

program, a student-centered teaching approach, and receiving feedback were supportive because 

they created a rigorous learning environment that allowed them to share different points of view 
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through discussions, learn from others' realities, and enhance their understanding of their 

performance and leadership through feedback. However, an overly structured program with not 

much flexibility can be counterproductive when the structure forbids the facilitator to adapt and 

spend more time than what was expected in promoting deeper discussions, or when the program 

fails at granting time and tools for reflections that are critical for the learner to assimilate and 

grasp a deeper understanding of what they are learning. 

Similarly, for the participants with a self-transforming way of knowing inclination, 

aspects of having a situated to practice curriculum, a student-centered teaching approach, and 

receiving feedback were supportive because they allowed the learner to enhance his 

understanding, engage in meaningful discussions, and grasp a deeper understanding of the 

complexities of authentic contexts and leadership practices. However, an overly structured 

program with not much flexibility regarding time management can be counterproductive when 

the structure forbids the facilitator to adapt and spend more time in promoting deeper discussions 

and reflection that are critical for the learner to assimilate and grasp a deeper understanding of 

what they are learning.  

Interpretation 

The insights gained during the analysis of the interviews conducted with the twenty 

educational leaders who attended different Leadership Preparation Programs are explored in this 

section. The researcher presents opinions and possible explanations for each finding highlighted 

in the analysis section. These explanations are supported by the literature and the researcher’s 

experience. The interpretation is organized using the analytic categories introduced in the 

analysis section of this chapter. 
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Although the researcher does not possess the qualifications to identify the study’s 

participants' developmental level, the data drawn from interviews have yielded some valuable 

data to suggest a developmental inclination in nineteen out of the twenty participants.  

Analytic Category 1: Teaching informed by educational leaders’ context and practice 

benefits their learning 

As seen in the analysis section, most educational leaders perceived that those programs 

with a student-centered teaching approach, multiple feedback opportunities for students, and a 

situated to practice curriculum were better at considering leaders’ contexts and practices, making 

learning more meaningful and impactful. These program characteristics and teaching approaches 

have been identified as common characteristics of Leadership Preparation Programs by previous 

research (Darling-Hammond, 2007, Ni et al., 2019). However, the reasons for considering a 

focus on leaders' practice and contexts as critical for learning changed among participants with 

different ways of knowing tendencies.  

For participants with an instrumental way of knowing inclination, programs focusing on 

their practice and contexts helped them identify what was right and wrong about their practices 

and allowed them to rely on rules and a set of directions to accomplish their goals (Drago-

Severson, 2012; Kegan, 1982). 

For example, a situated to practice program with a rigorous and efficient use of time 

management while teaching often had defined goals and a designated time for each activity. This 

structure allowed participants to rely on external rules and help them organize themselves and 

understand what was expected of them while providing tangible examples and concrete steps to 

improve their leadership practices. Moreover, a situated to practice program that links theory to 

practice and has internships offers concrete examples and specific advice on implementing the 

theories learned in the program. Coherently, a student-centered teaching approach with case 
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study analysis that allows participants to present the challenges they are experiencing in their 

practice and discuss solutions proposed by their peers and facilitators was also a key element in 

their learning. Lastly, ongoing feedback and coaching was also an essential element for their 

learning because of the concrete and specific steps learners needed to improve their practice. 

This interpretation is supported by Drago-Severson's (2009) description of environmental 

support for instrumental knowers. According to Drago-Severson, setting clear goals and 

expectations, sharing concrete examples, and engaging in dialogue that provides specific advice, 

skills, and information about practice are supportive characteristics of a holding environment for 

instrumental knowers (2009). 

For participants with a socializing way of knowing inclination, a program that focuses on 

their practice and contexts allowed them to find sources of internal validation, orientation, or 

authority (Patton et al., 2016). 

Hence, a situated to practice program with rigorous use of teaching time often had a tight 

schedule that demonstrated respect for participants' time. Moreover, internships and linking 

theory to practice were opportunities for participants to see and compare their practices with 

other exemplary educational leaders, which validated their practice. Similarly, a student-centered 

teaching approach with multiple options for presenting their cases and learning from peers 

allowed them to share their perspectives and receive support from facilitators and peers, making 

them feel supported and accepted while validating their practice. Lastly, feedback in the forms of 

continuous feedback and coaching allowed participants to build relationships with facilitators -

often considered academic authorities or experts - which confirmed their beliefs and made them 

feel known and accepted.  
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According to Drago-Severson's (2009) description of environmental support for 

socializing knowers, ensuring that the learner feels known and accepted, having authorities 

confirm the learners' beliefs, and having facilitators and colleagues showing acceptance are 

common characteristics of a holding environment for socializing knowers. 

For participants with a self-authoring way of knowing inclination, focusing on their 

practice and contexts allowed them to establish their own sets of values and ideologies or visions 

about education (Drago-Severson, 2012; Patton et al., 2016). 

A situated to practice program with rigorous and efficient use of time management 

created a challenging learning environment that emphasizes the development of competencies. 

Furthermore, internships and linking theory to practice allowed participants to access the points 

of view of other practicing leaders, compare them, and learn about their own leadership. A 

student-centered approach with plenty of opportunities to engage in discussions and debates 

among peers and facilitators gave participants the option to analyze and critique different ideas 

while learning about diverse points of view. Similarly, feedback approaches such as continuous 

feedback and coaching allowed participants to demonstrate and discuss their competencies with 

mentors or facilitators. Additionally, process evaluation allowed participants to keep track of 

their own learning and ensure that they were absorbing knowledge from the process. 

Providing opportunities to learn about diverse points of view, analyzing and critiquing ideas, 

ensuring that learning from the process takes place, and demonstrating competencies through 

dialogue are common characteristics of a holding environment for self-authoring knowers, 

according to Drago-Severson's (2009) research.  

For participants with a self-transforming way of knowing inclination, focusing on their 

practice and contexts allowed them to understand that their perception of educational leadership 
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was partial or incomplete since reality is complex and often implies a contradiction with their 

views (Kegan & Lahey, 2010). 

A situated to practice program that linked theory to practice and offered internships 

allowed learners to understand the complexities of implementing theories in real contexts and 

learn from others on how to address complex leadership issues. Additionally, a student-centered 

teaching approach that emphasizes learning from peers through discussions allows participants to 

learn from others while contributing to the learning from their colleagues. Lastly, continuous 

feedback and coaching allows learners to develop relationships with facilitators or mentors that 

supported the learner's exploration of different meanings of educational leadership theory and 

practices.  

   According to Drago-Severson (2006), learning from the self and others, learning from 

complex projects, and building deep relationships that support the exploration of new meanings 

are common characteristics of a holding environment for self-transforming knowers.   

Analytic Category 2: Teaching informed by educational leaders' context and practice can 

be challenging for different learners' ways of knowing 

According to research, learning environments can put in place developmentally 

appropriate elements for a given way of knowing, thus helping the learner expand their meaning-

making structures (Drago-Severson, 2012; Kegan, 1982). However, programs that do not 

consider participants' individual ways of knowing can put in place counterproductive elements 

for students with different ways of knowing, jeopardizing the learner's growth and performance 

(McCauley et al., 2006, Van Velsor & Drath, 2004). Hence, although participants identified that 

focusing on leaders' context and practices supports learning, aspects of a situated to practice 

curriculum, a student-centered teaching approach, and feedback have been identified as 

challenging for participants with different ways of knowing tendencies. 
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For participants with an instrumental way of knowing inclination, focusing on 

educational leaders' contexts and practices has become challenging when the program fails to 

give participants concrete steps and rules for learning and applying what they have learned in 

their context.  

For example, a situated to practice program that failed to communicate the purpose, 

goals, and concrete consequences of having a rigorous and efficient use of time management was 

perceived as challenging. Similarly, a student-centered approach with discussion among peers 

and case studies was perceived as challenging. According to participants with an instrumental 

way of knowing inclination, case studies did not represent the exact reality participants were 

experiencing in their practice. Discussing them required a considerable amount of abstract 

thinking to understand different points of view and transfer their knowledge to their specific 

context. Lastly, feedback was also challenging, specifically when facilitators or coaches did not 

offer concrete instructions on what steps were needed to improve. 

Learning about multiple perspectives through dialogue, demanding abstract thinking, and 

not giving specific advice, skills, and information about practice are described by Drago-

Severson (2009) as challenging elements for instrumental knowers.  

Participants with a socializing way of knowing inclination experienced the focus on 

educational leaders' contexts and practices as challenging when the social environment created in 

the program became a threat to the participants' sense of belonging, beliefs, or perspectives. 

For example, a situated to practice program with a rigorous and efficient use of teaching time 

implied having less flexibility regarding deadlines or workload. The lack of flexibility made 

participants feel less valued by their supervisors, as learners felt that the program did not know 

their specific contexts, or that the program did not accept their opinions. A student-centered 
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teaching approach was also perceived as challenging. Case studies and peer discussions often 

encourage participants to expose their views or beliefs in front of others, which generates 

discussions among individuals with conflicting points of view. Socializing knowers can perceive 

that kind of exposition as threatening and might jeopardize interpersonal relationships. Lastly, 

feedback that included process evaluation and ongoing feedback was also challenging for 

participants because it can demonstrate a lack of competence in the learner, jeopardizing the 

approval and feeling of acceptance from facilitators and colleagues.  

Accepting conflicting points of view without feeling threatened, not feeling known and 

accepted, or jeopardizing interpersonal relationships are common challenging elements for 

socializing knowers, according to Drago-Severson (2009). 

For self-authoring knowers, it was challenging when the focus on leaders' practice and 

context became an obstacle to setting goals according to the learners' own values, standards, and 

agenda (Kegan, 1994). 

A situated to practice program that simplified theories which linked them to practice 

more effectively or had flexibility regarding expectations for students became challenging 

because of the lack of rigor. For self-authoring knowers, flexibility and simplifying theories can 

jeopardize learning from the process and give little opportunities to demonstrate their own 

competencies. Moreover, a student-centered approach that encourages learning from peers 

through discussion was challenging when participants and facilitators held conflicting 

assumptions or values. Consequently, learners needed to embrace opposing alternatives, critique 

their own vision, and accept diverse ways to address issues for the sake of learning, which was 

rather difficult. Similarly, feedback was also perceived as challenging when continuous 

feedback, process evaluation, and coaching focused on giving specific advice, directions, or 
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standards for practice rather than opportunities to analyze and explore their own learning and 

goals. 

Letting go of one’s own perspectives and embracing diametrically opposing views, 

accepting diverse ways of problem-solving approaches, setting aside one’s own standards for 

practice, and being open to other values are common characteristics of a challenging 

environment for self-authoring knowers, according to Drago-Severson (2009). 

For self-transforming knowers, the focus on leaders’ context and practice was 

challenging when that focus forbids them to step back and reflect on the limits of their own 

knowledge, ideology, or authority (Kegan & Lahey, 2010). A situated to practice program with 

rigorous and efficient use of teaching time was challenging when the structure was so fixed and 

relevant that adapting the learning experiences became impossible, even when that adaptation 

would have allowed learners to engage in meaningful discussions about relevant topics and build 

meaningful relationships for learning.  

Additionally, the self-transforming knower perceived the reflective aspect of a student-

centered teaching approach as challenging because learners need to assimilate a considerable 

amount of knowledge in a short time with little or no support from the program. Facilitators gave 

no time or coaching to support this reflective process, allowing learners to explore deeper 

meanings of their leadership. Withholding opportunities to grow and support others and the lack 

of support while reflecting and exploring deeper meanings can make a learning environment 

challenging for self-transforming knowers (Drago-Severson, 2009). 

It was interesting to notice that even though the researcher analyzed the demographic 

inventory data and participants responses, there was no concrete data that would affect the 

findings or interpretation of them. 
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Summary of Interpretation 

Leadership Preparation Programs contribute to educational leaders’ learning by teaching 

around their practice and context. Programs that are situated to practice, include a student-

centered teaching approach, and have feedback instances can be beneficial for instrumental, 

socializing, self-authoring, and self-transforming knowers. 

For instrumental knowers, the programs focusing on their practice and contexts helped 

them identify what was right and wrong about their practice and allowed them to rely on rules 

and a set of directions to accomplish their goals. For socializing knowers, programs with such 

focus allowed them to find sources of internal validation, orientation, or authority. For self-

authoring knowers, programs that allowed them to establish their own sets of values and 

ideologies or visions about education were most effective. Lastly, for self-transforming knowers, 

programs were best received when they supported them in realizing that their perception of 

educational leadership was partial or incomplete and that reality is complex and often implies a 

contradiction with their views. 

However, participants also identified that focusing on educational leaders' context and 

practices can be a challenge and an obstacle to learning. Programs that have a situated to practice 

curriculum, a student-centered teaching approach, and feedback practices but fail to adjust their 

implementation according to participants' ways of knowing can turn those practices and 

characteristics into challenges or obstacles to learning. 

Hence, for instrumental knowers, focusing on educational leaders' contexts and practices 

can become challenging when the program fails to give participants concrete steps and rules for 

applying what they have been learning to their context. Case studies that do not represent the 

exact reality participants are experiencing or feedback that does not offer concrete steps or 

actions to take are examples of challenges for instrumental knowers. For socializing knowers, 
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such focus can be challenging when it turns the program's social environment into a threat to 

participants' sense of belonging, beliefs, or perspectives. A rigorous implementation of time 

management without much flexibility, peer discussions, or case studies that require participants 

to expose the challenges they face are examples of challenges for socializing knowers.  

For self-authoring knowers, it can be challenging when the program's focus on leaders' 

context and practices becomes an obstacle to setting goals according to the learners' own values, 

standards, and agenda. For example, it was challenging for self-authoring learners when 

discussions among peers, case studies, and feedback presented opposing views or diverse ways 

of approaching problems that did not match the learners' standards or visions. Finally, it can be 

challenging for self-transforming knowers when the focus on leaders' context and practices 

forbids them to step back and reflect on the limits of their own knowledge, ideology, or 

authority. Challenges are presented for self-transforming knowers when the rigorous and 

efficient use of time management becomes an obstacle for meaningful discussions among peers 

or when the program does not give enough space or tools for reflection.  

Summary of Analysis, Synthesis, and Interpretation 

This study has shown how Leadership Preparation Programs with characteristics and 

teaching approaches that focus on educational leaders' context and practices can support their 

learning experiences. Thus, such programs can significantly impact educational leaders' 

professional development (career advancement, personal growth, confidence, or leadership skills 

development), school improvement knowledge, or improving leaders coaching and feedback 

skills.  

Coherent to these findings, research has shown that impactful Leadership Preparation 

Programs have an active, student-centered teaching approach (Ni et al., 2019; Darling-Hammond 
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et al., 2009), a concept that Darling-Hammond (2009) operationalized as "employing pedagogies 

that facilitate the integration of theory and practice and stimulate reflection, such as problem-

based learning; action research; field-based projects; journal writing; and portfolios that feature 

substantial use of feedback and ongoing self, peer, and faculty assessment" (p. 145). 

However, an "active, student-centered teaching approach," or focusing on educational 

leaders' context and practices can be challenging and an obstacle for learning when the programs 

do not consider the learners' ways of knowing and fail to adjust the implementation of such 

characteristics and teaching approaches.  

Hence, participants with an instrumental way of knowing inclination perceived that 

programs with a situated to practice curriculum, a student-centered teaching approach, and 

feedback mechanisms offered a structure that allowed them to identify what was right and wrong 

about their practices and rely on a set of rules and directions to accomplish their goals. However, 

when these practices fail to give concrete steps and rules for learning and apply what they have 

been learning in their context, they become challenging. 

Participants with a socializing way of knowing inclination, a situated to practice 

curriculum, a student-centered teaching approach, and giving feedback presented multiple 

opportunities to compare and validate their practice with other realities and leaders, allowing 

them to find sources of internal validation, orientation, and authority. However, when these 

elements force participants to confront their views with opposing and conflictive ideas, the 

program's social environment threatens participants' sense of belonging, beliefs, or perspectives, 

making the environment an obstacle to learning. 

For participants with a self-authoring way of knowing, a situated to practice curriculum, a 

student-centered teaching approach, and receiving feedback are supportive because they create a 
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rigorous learning environment that allows them to share different points of view through 

discussions, learn from others' realities, and enhance their understanding of their performance 

and leadership through feedback. Consequently, a program with the aforementioned elements 

allows them to establish their own sets of values, ideologies, or visions. However, when the 

program grants too much flexibility and discussions force participants to consider diverse and 

opposing points of view, and feedback focuses on the result instead of on the learning process, 

the program becomes an obstacle to setting goals according to the learners' own values, 

standards, and agenda. 

For self-transforming knowers, programs with a situated to practice curriculum, a 

student-centered teaching approach, and feedback mechanisms are supportive because they allow 

the learner to engage in meaningful discussions and grasp a deeper understanding of the 

complexities of authentic contexts and leadership practices. Hence, a program can support them 

in realizing that perceptions of educational leadership are always partial or incomplete and that 

reality is complex and often contradicts their views. However, when the structure of the program 

does not allow participants to engage in meaningful discussions or fails at giving the time and 

tools needed for reflection, learners cannot step back and reflect on the limits of their knowledge, 

ideology, or authority, which makes the learning process more challenging.  

The vast majority of Leadership Preparation Programs share all or some of the 

instructional strategies and features described above, which are accepted as practicable among 

scholars (Taylor et al., 2009; Byrne-Jiménez et al., 2016). However, as seen in this research, for 

these instructional strategies to support learning, programs would need to examine and adjust 

their implementation to meet the needs of learners with different ways of knowing.  
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Revisit Assumptions 

As discussed in Chapter I, the researcher held three assumptions related to this study. The 

following is a discussion of each of the assumptions in light of the findings presented in Chapter 

IV and the analysis presented in the current chapter. 

The first assumption underlying this research is that despite the cultural differences 

between Chile and the US, both countries have similar educational leadership and leadership 

development challenges. This assumption was proved through the interviews with research 

participants, the findings, and the literature review, which showed that Leadership Preparation 

Programs and educational leaders from both countries face similar challenges. 

The second assumption underlying this research was that Kegan's constructive-

developmental framework can be used to examine the experience of Latino and Latina teachers, 

although it was developed mainly by white males. This assumption held true, given that Kegan's 

theory played a critical role in coherently analyzing participants' ways of making meaning of the 

perceived supportive and challenging elements experienced when attending the Leadership 

Preparation Programs.  

The third assumption underlying this research was that people have different ways of 

interpreting the world and their experiences; therefore, what seems good and beneficial for one 

individual can be harmful or detrimental to others. This assumption was also held to be true, 

particularly when a participant described one situation as helpful and supportive for their 

learning while another participant described a similar situation as counterproductive. 
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Contributions to the Literature 

The first contribution to the literature is to reinforce the notion that Leadership 

Preparation Programs share a set of teaching strategies and characteristics that are perceived to 

impact educational leaders' learning and practice.  

The second contribution to the literature is to offer a more specific and accurate 

description of these teaching practices and characteristics that are perceived to have an impact on 

Educational Leaders' learning and practice, i.e., situated to practice (linking theories to practice, 

internships, and rigorous and efficient use of teaching times), student-centered approach (active 

learning from peers, case studies, and critical reflection), and feedback (continuous feedback, 

coaching, and process evaluation). 

The third contribution to the literature is to suggest that Leadership Preparation Programs 

should consider educational leaders’ ways of knowing when adapting these characteristics and 

teaching practices to meet learners' needs and make them genuinely supportive.  

 

 

 

 

  



177 

 

CHAPTER VI: CONCLUSIONS AND RECOMMENDATIONS 

Introduction 

The purpose of this study was to explore with 20 educational leaders their experiences in 

four leadership preparation programs to identify how the programs' features and teaching 

approaches meet the learning needs of participants. The researcher explored the perceived impact 

Leadership Preparation Programs had on leaders’ professional practice and careers, what 

teaching approaches and program features were perceived as desirable, and how leaders, with 

presumably different developmental levels, experienced some of the desired teaching approaches 

and program features as challenging or supportive. This study yielded insights into how 

Leadership Preparation Programs can incorporate and adapt the design and implementation of 

desired features and teaching approaches to improve their effectiveness at meeting educational 

leaders’ learning needs.   

Conclusions 

 

The researcher has drawn three conclusions based on the findings of this case study.  

Conclusion 1 

The researcher concludes that the most critical aspect of Leadership Preparation 

Programs is to focus on educational leaders' contexts and adapt their structures, systems, and 

teaching approaches to make them relevant and applicable to educational leadership practice. 

Following the results of this study and the academic literature on desirable teaching approaches 

and program features, the researcher concludes that linking theory to practice, including 

internships, rigorous and efficient use of time management while teaching, offering feedback and 



178 

 

coaching, and establishing a student-centered teaching approach are teaching strategies and 

features that best support educational leaders learning.  

Conclusion 2 

The researcher concludes that Leadership Preparation Programs that consider their 

students' contexts and learning needs can significantly impact school and student learning. 

Although Leadership Preparation Programs are not perceived to have a predominantly direct 

impact on school improvement or development of instructional leadership skills such as 

instructional coaching and feedback, participants do perceive a relevant effect on leaders' career 

trajectory, personal growth, and understanding of what it means to be an educational leader. This 

can, in turn, have an indirect but relevant impact on students learning.  

Conclusion 3 

The researcher concludes that Leadership Preparation Programs can enhance their impact 

by knowing the ideal features and teaching approaches, but most importantly, by paying special 

attention to the adaptation and implementation of such features and teaching approaches 

according to participants’ practicing contexts and learning needs. An overwhelming majority of 

participants of this study considered having a situated to practice or a student-centered approach 

as ideal elements for any Leadership Preparation Program. However, participants experienced 

these features and teaching approaches as challenging when programs implemented them 

without considering participants' contexts or learning needs. 

Recommendations  

The complexity and relevance of educational leadership and educational leadership 

training require collaboration among various stakeholders. Therefore, the researcher offers 
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recommendations for Leadership Preparation Program designers, scholars, policymakers, and 

current or aspiring educational leaders.  

Recommendations for LPP Designers 

It has been well documented that Leadership Preparation Programs can play a critical role 

in improving the quality of educational leaders. They can do this by following a variety of 

general teaching approaches and program features that academic literature has identified as 

desirable, such as having faculty members with expertise, giving feedback and coaching, 

offering well-designed and supervised internships, providing a curriculum that emphasizes 

transformational and instructional leadership, and having an active, student-centered teaching 

approach (Darling-Hammond et al., 2007; Darling-Hammond et al., 2009; Davis & Darling-

Hammond, 2012). However, research has not provided an accurate definition of these teaching 

approaches and program features, nor an orientation on how to implement them successfully. 

Therefore, the researcher recommends Leadership Preparation Program designers to 

explicitly define the teaching strategies and program features that will constitute the core of the 

programs they will be offering to aspiring educational leaders. Considering previous research 

and the findings of this study, the researcher suggests designing programs that are 1) situated to 

practice (defined as a program that links theory to practice, has internships, and is efficient and 

rigorous in managing time when teaching), 2) have a student-centered and practice-oriented 

teaching approach (defined as including teaching strategies such as learning from peers, 

problem-based learning, critical reflection, role-play and modeling, on-the job-exercises, and 

learning by doing), and 3) offer ongoing feedback and coaching to students (defined as giving 

students on-going feedback and academic advice from facilitators and peers). 
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Additionally, the results of this study suggest that said program features and teaching 

approaches are not always supportive of learning. Depending on students' developmental stages 

and practicing contexts, being situated to practice, having a student-centered and practice-

oriented teaching approach, and offering feedback and coaching can be an obstacle to learning. 

Therefore, programs should invest time and effort in understanding participants' contexts and 

gather data regarding students' developmental levels to adapt their teaching strategies and 

systems to meet students’ learning needs. 

Recommendations for Scholars and Policymakers 

Considering the empirical evidence and consensus among scholars regarding the 

relevance and impact of educational leaders, different educational systems have designed and 

implemented various policies - some with more impact than others - that encourage and promote 

the creation and improvement of Leadership Preparation Programs (Levine, 2005; Perrone & 

Tucker, 2019; Walker et al., 2013; Young, 2015). However, scholars have warned us about the 

poor quality of most Leadership Preparation Programs and the lack of research exploring the 

characteristics and impact of high-quality Leadership Preparation Programs (Normore & Lahera, 

2019; Young & Crow, 2016). 

Hence, given the academic literature and the findings of this study, the researcher 

recommends scholars and policymakers to develop more empirical research with the purpose of 

further identifying 1) the impact of Leadership Preparation Programs on educational leaders' 

performance and school improvement, 2) the specific teaching approaches and features that 

contribute the most to this impact, 3) how educational leaders’ developmental level affects their 

learning experience when attending Leadership Preparation Programs, and 4) the consequences 
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of having Leadership Preparation Programs that adapt the design and implementation of program 

features and teaching practices according to their students’ developmental needs. 

Research with these four purposes in mind will shed light on what specific guidance and 

requirements policymakers should establish for school districts, graduate schools, or training 

organizations dedicated to developing and offering Leadership Preparation Programs.   

Recommendations for Educational Leaders or Aspiring Leaders 

Given the variety of Leadership Preparation Programs available in educational systems, 

the number of poor-quality programs (Normore & Lahera, 2019), and the findings from this 

study, educational leaders or teachers must be careful when choosing a Leadership Preparation 

Program. Hence, the researcher recommends teachers who aspire to become educational leaders 

and current leaders to 1) reflect on their own way of making meaning, their learning needs, and 

their professional goals and context, 2) invest time and effort in scouting the variety of programs 

available, and 3) conduct research and understand the programs’ features and teaching 

approaches to assess if the program meets their learning needs and professional goals. 

Educational leaders play a crucial role in school improvement, therefore, deciding the right 

Leadership Preparation Program that best suits leaders’ learning needs and professional goals 

will impact not only educational leaders’ development but their K-12 students as well.  

Recommendations for Future Research 

The Leadership Preparation Program features and teaching approaches the academic 

literature recommends has limited empirical evidence on the direct or indirect impact they have 

on student learning or leaders' performance. Moreover, as seen in this study, similar program 

features and teaching approaches can be supportive for some leaders while counterproductive for 

others. Given the relevance of educational leadership and the role Leadership Preparation 
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Programs play in the educational system, further research is needed to measure the impact of 

these teaching approaches and program features on leaders' performance and student learning. 

Moreover, at the beginning of this study, the researcher discussed the importance of 

Adult Development theory and the potential contribution at explaining the phenomenon of 

educational leaders' learning experiences. As noted, Adult Development theories focus on the 

way individuals evolve throughout their lifespan, and this evolution can be observed in different 

domains such as biological, moral, cognitive, spiritual, and psychological development (Merriam 

et al., 2006). This study focused particularly on Kegan's Constructive Developmental theory. 

However, it's important to note that other adult development theories, such as Loevinger's theory 

of ego development, Perry's theory of cognitive and ethical development, Gilligan's theory of 

moral development, and Fowler's theory of faith development, could also provide valuable 

insights into understanding how educational leaders perceive their learning experiences when 

attending Leadership Preparation Programs. Future studies incorporating these theories could 

help us to get a more comprehensive understanding of how educational leaders perceive their 

learning experiences and how could these programs adapt to meet learners needs.  

Lastly, if using Kegan´s theory, conducting research with valid data regarding 

participants' developmental levels through the implementation of Subject-Object interviews 

could help us identify more accurately why some elements of specific teaching approaches and 

program features are supportive for some leaders while an obstacle for others. Hence, the 

academic literature could recommend what features and teaching approaches to adapt and how to 

do it to meet the learning needs of educational leaders at different developmental levels. 
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Appendix A: Conceptual Framework 

● LPP Features 

 

o Situated to Practice 

▪ Theory relevant to practice 

▪ Internships 

▪ Rigor, Flexibility, and Time Efficiency 

o Leadership Emphasis 

▪ Leadership Skills and Resource Management 

▪ Instructional Leadership 

▪ Transformational Leadership 

o Attracting talented people 

▪ Recruitment and Selection 

▪ Faculty quality - Academic expertise 

▪ Faculty quality - Field Experience 

o Curriculum alignment 

▪ Alignment to State Policies 

▪ Alignment to School Policies 

 

● LPP Teaching approaches 

 

o Feedback 

▪ Continuous feedback 

▪ Coaching 

▪ Assessment 

o Practice Orientation 

▪ Role Play and modeling 

▪ On-the-job exercises 

▪ Learning by doing 

o Student-centered approach 

▪ Active learning from peers 

▪ Problem-based learning 

▪ Critical Reflection 

 

● Impact 

 

o Professional Development 

▪ Career Advancement 

▪ Personal Growth and confidence 

▪ Improve Leadership Skills 

o School Improvement 

o Tools for coaching and feedback 

▪ Give Feedback 

▪ Monitor Student Learning 
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● LPP Supportive and Challenging elements 

 

o Aspects of the following elements can be challenging and supportive: 

▪ Feedback 

▪ Situated to Practice 

▪ Student-centered Approach 
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Appendix B: Contact E-mail to Participants 

 

Below is a sample of the e-mail the researcher used to contact potential participants.  

 

Dear [Participant]. 

 

My name is Max Ortuzar; I am a co-founder of CREE Cerro Navia School and am now pursuing 

a Doctorate in Education at Teachers College, Columbia University. 

 

I am writing my thesis and would like to know if you are interested in having an interview with 

me to help me with my research project. I am interested in understanding your learning 

experience when you participated in the [insert program name]. 

 

If you agree to participate in this study, please answer this e-mail (or text me at +56932171618) 

with your phone number, and I will call you to give you more details about the purpose of the 

study and what I will require from the participants.  

 

I am sure your experience will contribute to improving Leadership Preparation Programs in 

Chile, which play a critical role in improving our educational system. 

 

Best regards. 

Max 
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Appendix C: Informed Consent 

 

INFORMED CONSENT FORM 

 

Leadership Preparation Program Graduates 

 

DESCRIPTION OF THE RESEARCH: You are invited to participate in a research study that focuses on 

exploring Educational Leaders’ experiences when attending Leadership Preparation Programs, 

particularly on their perception of the programs’ features, their teaching approaches, and the impact they 

had on leaders practice.       

Your selection for this study is based on the following criteria:  

1. You attended and graduated from a Leadership Preparation Program between the 2018 and 

2019 academic years. 

2. You hold a teaching degree and had at least two years of teaching experience in K-12 schools 

when attending the Leadership Preparation Program. 

3. You are currently working in a K-12 school holding a leadership position. 

4. You have no formal relationship with the Leadership Preparation Program. 

You will be asked to share your experiences attending these programs, and what teaching approaches and 

program features were challenging and supportive for your learning and leadership practice.   

If you agree, the interview will be audio-taped to allow the researcher a more accurate reflection of your 

views.  The research will be conducted by Mr. Maximiliano Ortuzar, a doctoral candidate at Teachers 

College, Columbia University. The study will take place in a location that is mutually convenient to you 

and the researcher. 

RISKS AND BENEFITS: Potentially, the risks associated with participating in this study are minimal and 

only carry the same amount of risk that an adult will encounter during a job meeting. However, your 
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participation in this study may allow you to experience the intrinsic benefits of (1) sharing your 

experiences with leadership development and (2) helping others understand how Leadership Preparation 

Programs can improve. 

 

DATA STORAGE TO PROTECT CONFIDENTIALITY: The audio-taped interviews, transcriptions, and 

written materials will be held in confidence, and kept in a secure and locked cabinet in the researcher’s 

home. Only the researcher will have access to the materials. Data files on the researcher’s computer will 

be password protected. Moreover, the participants, the school’s name where they work, and the 

Leadership Preparation Program they attended will be substituted with pseudonyms to ensure 

confidentiality.  

TIME INVOLVEMENT: Your participation will require one phone call and one interview. The phone 

call will take approximately 10 minutes and the interview will take approximately 45 minutes.  

HOW WILL RESULTS BE USED: The results of the study will be published as a dissertation, which is a 

partial fulfillment for the degree of Doctor of Education at Teachers College, Columbia University. In 

addition, information may be used for educational purposes in professional presentation(s) and / or 

educational publication(s). 
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Appendix D: Demographic Inventory 

 

Participant Age Gender Education 
Teaching 

Experience 
School type 

Years 

at 

School 

Role Program 
Graduation 

year 

Ann 29 Female Bch. 5 Charter/Public 5 Assistant 

Principal 

APTUS 2018 

Jayce 42 Male MA 10 Charter/Public 7 Principal APTUS 2018 

Ellie 44 Female MA 20 Charter/Public 5 Principal APTUS 2016 

Omar 43 Male MA 16 Charter/Public 16 Principal APTUS 2017 

Philomena 0 Female MA 14 Private 1 Assistant 

Principal 

PUC 2017 

Bridget 55 Female MA 20 Charter/Public 4 Principal PUC 2018 

Lidio 50 Male MA 17 Charter/Public 2 Principal PUC 2018 

Beatriz 60 Female MA 20 Charter/Public 10 Principal Los Andes 2016 

Itzkia 54 Female MA 19 Charter/Public 20 Principal PUC 2017 

Lia 36 Female MA 7 Private 1 Assistant 

Principal 

PUC 2018 

Rob 48 Male MA 12 Charter/Public 8 Assistant 

Principal 

CPEIP 2017 

Lu 40 Female Bch. 10 Charter/Public 8 Assistant 
Principal 

APTUS 2017 

Kathy 35 Female MA 11 Charter/Public 8 Assistant 

Principal 

Los Andes 2019 

Lisa 36 Female MA 15 Charter/Public 15 Assistant 

Principal 

Los Andes 2016 

Cruz 61 Female MA 20 Private 4 Assistant 

Principal 

CPEIP 2018 

Olga 63 Female MA 20 Charter/Public 20 Principal CPEIP 2018 

Ernest 40 Male MA 18 Charter/Public 11 Assistant 
Principal 

Los Andes 2018 

Ruth 62 Female Bch. 20 Private 13 Principal CPEIP 2016 

Emy 48 Female MA 15 Private 4 Principal Los Andes 2017 

Joe 47 Male MA 20 Charter/Public 2 Principal CPEIP 2018 
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Appendix E: Document Review 

 

The following is a list of all the documents reviewed by the researcher. The purpose of 

reviewing these documents was to gain more contextual data regarding the programs participants 

attended.  

APTUS: PFLI 

 

1. Organization website: www.aptus.org 

2. APTUS School Leadership Asvisory service website: : 

www.aptus.org/plan2021/asesoria/ 

3. APTUS Book Publishing website: https://www.aptuschile.cl/myaptus/public/tienda 

4. Books declared to be at the core of the Program Curriculum: 

a. Bambrick-Santoyo (2018a) 

b. Bambrick-Santoyo (2018b) 

c. Bambrick-Santoyo (2016) 

CPEIP: Programa de Formación de Directores 

5. Organization Website: https://www.cpeip.cl/ 

6. CPEIP School Leadership Continous Training website: https://www.cpeip.cl/formacion-

directiva/ 

7. CPEIP Leadership Preparation Plan Program bylaws: https://www.cpeip.cl/bases-plan-

de-formacion-de-directores/ 

8. CPEIP Leadership Preparation Program FAQ for applicants: https://www.cpeip.cl/wp-

content/uploads/2021/08/Manual-de-Preguntas-Frecuentes-2021_Becarios.pdf 

9.  CPEIP Leadership Preparation Plan Application website: 

https://www.cpeip.cl/formacion-directores-

http://www.aptus.org/
http://www.aptus.org/plan2021/asesoria/
https://www.aptuschile.cl/myaptus/public/tienda
https://www.cpeip.cl/
https://www.cpeip.cl/formacion-directiva/
https://www.cpeip.cl/formacion-directiva/
https://www.cpeip.cl/bases-plan-de-formacion-de-directores/
https://www.cpeip.cl/bases-plan-de-formacion-de-directores/
https://www.cpeip.cl/wp-content/uploads/2021/08/Manual-de-Preguntas-Frecuentes-2021_Becarios.pdf
https://www.cpeip.cl/wp-content/uploads/2021/08/Manual-de-Preguntas-Frecuentes-2021_Becarios.pdf
https://www.cpeip.cl/formacion-directores-2021/#:~:text=Este%20programa%20formativo%20del%20CPEIP,de%20septiembre%20de%202021%20%C2%A1Postula
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2021/#:~:text=Este%20programa%20formativo%20del%20CPEIP,de%20septiembre%20

de%202021%20%C2%A1Postula! 

Universidad Los Andes: Master en Gestión y Liderazgo Escolar 

10. Graduate School website: https://postgradosuandes.cl/ 

11. Master Program’s website: https://postgradosuandes.cl/magister/magister-en-direccion-y-

gestion-escolar/#folleto 

12. Program’s 2021 brochure: www.uandes.org-brochure-ms-liderazgoescolar 

13. Programs promotional videos for 2022 cohort: 

a. https://www.youtube.com/watch?v=i_--kxedIxQ 

b. https://www.youtube.com/watch?v=xyDsRL7aNDw 

c. https://www.youtube.com/watch?v=jyb5VbHnOGc 

Universidad Católica: Master en Liderazgo Escolar 

14. Graduate School website: https://admision.uc.cl/tipo_postgrado/magister/ 

15. Master Program’s website: https://educacion.uc.cl/2015-01-08-21-56-40/magister-en-

educacion/9-postgrado/424-mencion-direccion-y-liderazgo-educacional 

16. Program’s 2022 curricular structure: 

https://educacion.uc.cl/images/documentos/magister/01_Mencion_Direc_Liderazgo_Edu

c.pdf 

17. Programs’s 2018 brochure: 

https://educacion.uc.cl/images/sitio/postgrado/magister/Informacion_Programa_Magister

_version_regular_2018.pdf 

18. Program’s 2022 faculty members : https://educacion.uc.cl/2015-01-08-21-56-

40/magister-en-educacion#docentes-del-programa  

https://www.cpeip.cl/formacion-directores-2021/#:~:text=Este%20programa%20formativo%20del%20CPEIP,de%20septiembre%20de%202021%20%C2%A1Postula
https://www.cpeip.cl/formacion-directores-2021/#:~:text=Este%20programa%20formativo%20del%20CPEIP,de%20septiembre%20de%202021%20%C2%A1Postula
https://postgradosuandes.cl/
https://postgradosuandes.cl/magister/magister-en-direccion-y-gestion-escolar/#folleto
https://postgradosuandes.cl/magister/magister-en-direccion-y-gestion-escolar/#folleto
https://drive.google.com/open?id=14FgXyfAuMSRxXf1Wg6b5-o58JHnBSiMi&authuser=maxortuzar%40colegioscree.cl&usp=drive_fs
https://www.youtube.com/watch?v=i_--kxedIxQ
https://www.youtube.com/watch?v=xyDsRL7aNDw
https://www.youtube.com/watch?v=jyb5VbHnOGc
https://admision.uc.cl/tipo_postgrado/magister/
https://educacion.uc.cl/2015-01-08-21-56-40/magister-en-educacion/9-postgrado/424-mencion-direccion-y-liderazgo-educacional
https://educacion.uc.cl/2015-01-08-21-56-40/magister-en-educacion/9-postgrado/424-mencion-direccion-y-liderazgo-educacional
https://educacion.uc.cl/images/documentos/magister/01_Mencion_Direc_Liderazgo_Educ.pdf
https://educacion.uc.cl/images/documentos/magister/01_Mencion_Direc_Liderazgo_Educ.pdf
https://educacion.uc.cl/images/sitio/postgrado/magister/Informacion_Programa_Magister_version_regular_2018.pdf
https://educacion.uc.cl/images/sitio/postgrado/magister/Informacion_Programa_Magister_version_regular_2018.pdf
https://educacion.uc.cl/2015-01-08-21-56-40/magister-en-educacion#docentes-del-programa
https://educacion.uc.cl/2015-01-08-21-56-40/magister-en-educacion#docentes-del-programa
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Appendix F: Frequency Chart Finding #1 

 

Research Question #1: How do participants describe the features of an ideal Leadership 

Preparation Program?  

 

Major Finding: All participants (100%) considered that ideal Leadership Preparation Programs 

should be Situated to Practice, i.e., the programs should link the theories to practice, offer 

internships, and be rigorous and efficient in the use of time management while teaching. 

 

Participants 
Situated to 

Practice 

Emphasis on 

educational 

leadership  

Attracting 

talented 

facilitators and 

students 

Program 

Curriculum is 

aligned to public 

policies  

Ann x x x x 

Bridget x x x x 

Beatriz x  x  

Kathy x x x x 

Lisa x x  x 

Cruz x x x x 

Elie x x   

Philomena x x  x 

Ernest x x x  

Joe x x x x 

Rob x x x x 

Ruth x x x x 

Lidio x x x x 

Emy x x x x 

Lu x x x  

Itzkia x x x x 

Lia x x x x 

Olga x x x x 

Omar x x x  

Jayce x x x   

Total 20 19 17 14 

% 100% 95% 85% 70% 
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Appendix G: Frequency Chart Finding #2 

 

Research Question #2: How do participants assess the teaching approaches and practices 

implemented in the program?  

 

Major Finding: A strong majority of participants (80%) claimed that having a practice 

orientation, i.e., teaching strategies such as role-play, modeling, learning by doing, and on-the-

job exercises, is an ideal teaching approach for Leadership Preparation Programs. 

 

 

 

  Practice Orientation 
Student-centered 

approach 
Feedback 

Ann x x x 

Bridget x x x 

Beatriz x x x 

Kathy x x x 

Lisa   x  

Cruz   x  

Elie x x x 

Philomena x x x 

Ernest   x  

Joe x  x 

Rob x x  

Ruth x x x 

Lidio x x  

Emy x x x 

Lu x x  

Itzkia x   

Lia x x x 

Olga   x  

Omar x   

Jayce x   x 

Total 16 16 11 

% 80% 80% 55% 
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Appendix H: Frequency Chart Finding #3 

 

Research Question #3: In what ways do participants perceive the Leadership Preparation 

Programs impact their professional practice? 

 

 

Major Finding: A majority of participants (70%) perceived that the program they attended had a 

positive impact on their professional development, i.e., it helped them advance their careers, gain 

more confidence, and broaden their understanding of leadership. 

 

 

  
Professional 

Development 
School Improvement 

Tools for coaching and 

feedback 

Ann x  x 

Bridget x x  

Beatriz x   

Kathy x x  

Lisa x x x 

Cruz x   

Elie    x 

Philomena x  x 

Ernest   x  

Joe x x  

Rob x x  

Ruth x   

Lidio x  x 

Emy x x  

Lu x x x 

Itzkia x  x 

Lia x   

Olga     

Omar   x x 

Jayce     x 

Total 15 9 9 

% 75% 45% 45% 
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Appendix I: Frequency Chart Finding #4 

 

Research Question #4: How do participants make meaning of the support they find and the 

challenges they identify in the Leadership Preparation Programs? 

 

Major Finding: A majority of participants (70%) reported that aspects of a situated to practice 

program were challenging for their learning, specifically the rigorous and effective use of time 

management while teaching. On the other hand, 75% of participants reported that feedback, 

particularly the coaching aspect, was the most supportive element for their learning. 

 

 Supportive Elements Challenging Elements 

Participants Feedback 

Situated 

to 

Practice 

Student-

centered 

approach 

Attracting 

talented 

facilitators 

and 

students 

Situated 

to 

Practice 

Student-

centered 

approach 

Feedback 

Attracting 

talented 

facilitators 

and 

students 

Ann X X    X X     

Bridget X x  X X     

Beatriz   X X X   X X  

Kathy X X    X X X  

Lisa X  X X X X    

Cruz X  X X X    X 

Elie X     X     

Philomena X  X         

Ernest X X    X     

Joe X X    X     

Rob    X   X    X 

Ruth X X      X   X 

Lidio    X X   X X X 

Emy X     X  X  

Lu X   X X     

Itzkia    X   X     

Lia X        X  

Olga    X     X   X 

Omar X X    X X    

Jayce X X     X       

Total 15 9 8 6 14 8 5 5 

% 75% 45% 40% 30% 70% 40% 25% 25% 
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Appendix J: Evidence Table - Expressions Arguing That Situated to Practice is a 

Supportive Element 

Below is a sample evidence table that the researcher prepared, which illustrates the reasons 

participants with different Way of Knowing tendencies cite when explaining why a situated to 

practice approach supported their learning.   

WOK 

Inclination 
Participant 

Expressions associated with a developmental 

capacity 

Main 

Orienting 

Concerns 

Instrumental 

Ann 

“The internship made me put my feet on the 

ground and realize that this model (the one 

taught by the program) was not as perfect as I 

thought, and that was good because it gave me 

real examples and guidance on how I could act 

in my context.” 

Concern 

about “the 

right way” 

of doing 

things 

Jayce 

“Something that I really liked is the optimization 

of their times. I was always struck by how they 

made use of their time. That is, all the sessions 

had time stamps where one knew what to do, 

which were the spaces to work as a group, 

individually, the time for reading.” 

Dependency 

on external 

rules 

Socializing 

Beatriz 

“It is very enriching to go to a school, meet with 

the leadership team, visit classrooms, ask 

questions and have them tell you how what has 

worked and what has been challenging. The 

experience, the sharing of the experience allows 

you to learn a lot and realize how are you 

actually doing in your own school. And the 

program had that in place, they made as visit 

some schools and we were told about how these 

schools work.” 

Concern for 

others' 

judgment 

Philomena 

“We did an internship with P.V. in the leadership 

class. We had to accompany a school principal 

all day with our instructor. I had a school 

director at La Cisterna and I was with her all 

day, and it was like...I went to all the meetings, 

the teachers' councils, the school council, the 

dynamics that they had installed in the 

school. And that was super enriching because 

one saw in practice how she led her school, what 

she did, which was quite different to how my 

principal worked.” 

Dependency 

on external 

authority, 

acceptance, 

and 

affiliation 

Ernest 

“We all have little time. We were not students 

who had no jobs. So, of course, in their planning, 

the program acknowledged that.” 

Concern for 

others' 

judgment 
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Lu 

“because you can see other realities, things that 

work fine elsewhere (…) when you go out to 

other places it allows you to learn how others are 

succeeding in those aspects that you are failing, 

and it also allows us to say ‘hey, this thing does 

work in my school and here it does not.’ That 

gives you a different perspective and vision.” 

Concern for 

others' 

judgment 

Self-

Authoring 

Cruz 

“the course structure was intense, very intense; 

we had to do a lot of work, which is a great thing 

because it pushes you to learn even more.” 

A concern 

with one’s 

own 

competence 

and 

performance 

Joe 

“That's another thing, the program was adapted 

to the times available to people who hold 

leadership positions, that is, there were 

bibliographies for those who wanted to go 

beyond and deepen whatever they feel like 

learning, and there were also a minimum amount 

of reading to make sure there was a minimum 

rigor.” 

A concern 

for internal 

values and 

standards 

Olga 

“I think it is the only way to deepen learning 

when there is a personal interest in doing 

something, not because somebody tells you what 

to do. That is why internships can serve as an 

experience, as feedback or a greater resource 

only, because I believe that when someone 

challenges themselves when they set a goal for 

themselves, that is when you learn.” 

A concern 

with one’s 

own 

competence 

and 

performance 

Itzkia 

“In terms of the program's structure, internships 

would be important, just like undergraduates 

who are doing internships from the first day 

nowadays. I think that in a leadership program, 

you should have a kind of field learning 

experience or research-application experience to 

expand your understanding of what is possible.”  

A concern 

for internal 

values and 

standards 

Self-

Transforming 
Omar 

“Because one leaves the paper and sees what you 

are learning embodied in people and systems, 

what can be done, what can be achieved, they 

are not idealistic or utopian things, but real 

things, and it starts to makes sense and you can 

immediately say “I can do it, in my school it 

could work this way”, and all these elements 

began to click together as I observed them in 

reality, which is an important issue. So, within a 

A capacity 

to 

understand 

and manage 

tremendous 

complexity 
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complex reality, how do they look? When you 

study it, you see it separately...But in internships, 

I was able to look at them as a whole.” 
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Appendix K: Evidence Table - Expressions Arguing That Student-Centered Approach is a 

Supportive Element 

Below is a sample evidence table that the researcher prepared, which illustrates the reasons 

participants with different Way of Knowing tendencies cited when explaining why a student 

centered approach supported their learning. 

WOK 

Inclination 
Participant 

Expressions associated with a developmental 

capacity 

Main 

Orienting 

Concerns 

Instrumental 

Ann 

There were many different cases or challenges 

among us, we all had different cases, but they 

only presented to us one type of cases, so in the 

end we all felt like spectators of something they 

showed us, something that was not a part of our 

school community. So, I think programs should 

present more cases taken from the schools were 

students come from. Well, it seems that now it 

was going to be like this, a girl I know who is 

there told me it would be like this. 

Experiencing 

others as 

obstacles or 

help to meet 

concrete 

needs 

Kathy 

I just make that point, I think that in general it 

went very well because they structured the class 

in such a way where they gave you the content, 

they gave you the application, we looked for the 

solution of problems, participatory, and there 

were instances where you could expose to the 

teacher or classmates your particular case.  

Concern 

about “the 

right way” of 

doing things 

Socializing 

Beatriz 

you interact with the other students, and they tell 

you their experiences, you can tell them 

something, and they tell you how they would 

have done it, so you can compare with them. 

There is a rich dialogue between the students, 

apart from the presentations that the teachers 

give you, which are very rich because they are 

experts in each subject. 

Dependency 

on external 

authority, 

acceptance, 

and 

affiliation 

Philomena 

So, you would sign up, and there were other 

master's candidates, five or six, who were also 

going to present, and we all gave feedback to 

each other…Having presented before in smaller 

groups, with colleagues in a more secure 

place…and having had such a powerful 

accompaniment makes you more confident when 

you are in front of the commission where you 

have to present… 

Concern for 

others' 

judgment 

Lidio 
In general, they encouraged reflection…And it 

was supported by facilitators and a super 

Dependency 

on external 
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updated bibliographic proposal, I appreciate it a 

lot, I don't know, I approached the studies of 

Robinson and other authors, metadata, which 

was a privileged opportunity, which for a 

working principal is almost impossible to engage 

in reflection when you are so connected with 

what is happening on a daily basis, so you would 

approach a faculty member and "hey, how can 

we innovate?" and that they would take you 

seriously and say “hey…,”or that they would 

take the time to suggest or challenge you to do 

something new was... 

authority, 

acceptance, 

and 

affiliation 

Self-

Authoring 

Cruz 

Getting to know in these programs colleagues 

who are looking forward to the same thing, 

sharing common interests about education and 

educational Leadership, was great. Because we 

were all practicing leaders. Learning from them, 

learning from their experiences seemed 

challenging to me, and I think that educators are 

so used to practice, to jump into action, that we 

forget to think and reflect about what we are 

doing, so these spaces generate the intellectual 

challenge of rethinking how to act as leaders. 

A concern 

for internal 

values and 

standards 

Rob 

Because in general we came from different 

contexts, from different types of schools, some 

came from public schools, others from private 

ones, others from charter schools, and we held 

different positions and had different educational 

visions, and also different beliefs…so there were 

no discussions that ended with an agreement or 

we were all happy, "someone won," no. Many 

times, it was about listening and reflecting... So, 

you could draw the conclusion from the 

discussion that the others were having, and that 

is learning. 

Viewing 

conflict as 

natural and 

an 

opportunity 

to enhance 

learning 

Olga 

Olga: Case analysis and different ways of 

approaching cases, was for me, like, the most… 

Not new, but more relevant approach.  

[Interviewer] Why was that methodology or that 

case analysis so relevant? 

Olga: Because it started from the vision of a 

theoretical expert, how he approached the case, 

and then we had group discussions, 

presentations, and debates. And in the final 

discussion forum, each group shared how it had 

been resolved, because each group made 

A concern 

with one’s 

own 

competence 

and 

performance 
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different decisions, some more aligned to the 

expert’s vision and some others in complete 

opposition... And it actually, it was very 

educational 

 

Self-

Transforming 
Omar 

Experienced faculty members have more 

management, flexibility, timing, criteria for 

defining the topics that requires more time and 

discussions because they understand that that 

topic is transcendental, whereas others can be 

left out and nothing will happen. They know 

what the strong ideas are, they have assimilated 

them, so they promote more relevant 

discussions. There is a better handling of the 

staging, and that makes those of us present 

achieve a little more assimilation and 

understanding. That produces a learning moment 

that is not like, “do that, that and that,” but it 

gives you time to think, reflect and assimilate 

what you are learning. 

An interest 

in self-

exploration 

 



211 

 

Appendix L: Evidence Table - Expressions arguing that Feedback is a supportive element 

Below is a sample of evidence table that the researcher prepared, which illustrate the reasons 

participants with different Way of Knowing tendencies cited when explaining why feedback 

supported their learning.  

WOK 

Inclination 
Participant 

Expressions associated with a developmental 

capacity 

Main 

Orienting 

Concerns 

Instrumental 

Jayce 

We all have or make mistakes, so in reality, I am 

not going to improve my mistakes if there is not a 

coach who is accompanying me, is monitoring me, 

telling me what to change and is mobilizing me to 

improve my practices. 

Dependency 

on external 

rules 

Kathy 

I do believe that in an ideal master's degree there 

should be an accompaniment, an interview that is 

not only the initial one but also at different 

moments, to identify areas of improvements for 

you to know what to do, what do you need. 

Concern 

about “the 

right way” 

of doing 

things 

Socializing 

Elie 

This constant feedback on practice is what makes 

one improve and achieve it in such a short time. It 

was constant feedback, present both virtual and 

right here in the classroom. Well, the tutor is an 

expert, he gave advice immediately. 
 

Dependency 

on external 

authority, 

acceptance, 

and 

affiliation 

Philomena 

I felt or saw that I was also highly valued by the 

teacher I worked with, by my academic advisor 

when he said, "look, look at that!" or "you have 

this great bibliography that will allow you to 

develop that idea in this way”. 

Concern for 

others' 

judgment 

Ernest 

“The person in charge of the group (the academic 

advisor) would call you on Tuesday and would 

ask, 'Ernest, how are you? How are you doing in 

the class? Are you missing something? Will you 

be able to go?'. That made you see a concern for 

the person more than for the student pursuing a 

degree." 

Dependency 

on external 

authority, 

acceptance, 

and 

affiliation 

Ruth 

Because it was on the ground. This amazing 

professor came and visited us, met the colleagues 

that we work with, he came, followed us up, 

talked a lot with the teachers at the school as well, 

and gave guidance. I love the accompaniment 

because they [the coaches] can tell you what you 

are doing fine, and you like that, and they can also 

Concern for 

others' 

judgment 
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tell you if you are making some kind of mistake 

that you can improve 

Lu 

"With John -the coach- you could talk in the one-

on-one meetings… It's just that that's crazy, too, 

the one-on-one meetings were the only place I 

could express myself, and I would tell him "it 

seems like this to me, or “I think I'm going to 

work this around here…" And suddenly he would 

come up with an idea like "this is what I would 

like you to do" and we would discuss next steps 

and so…. So, I think that helped me a lot." 

Concern for 

others' 

judgment 

Self-

Authoring 

Cruz 

The fact of developing ideas when writing the 

papers. I really like to develop my own ideas. I 

think it also allows you to support your own ideas, 

to defend ideas against the school board, actually. 

If a principal of a public school has no clarity 

about what he wants for his school, the school 

board will run over you. 

A concern 

for internal 

values and 

standards 

Joe 

My academic advisor worked under a format that 

was not a typical analysis of the strengths and 

weaknesses of a school, no. Instead, He would 

always look for the opportunity to improve 

something. That caught my attention, and I have 

always replicated that way of looking at things. I 

can always identify where the weaknesses are, but 

where is the opportunity, where am I going to 

improve, and what path I should follow… that's 

the hard part." 

A concern 

with one’s 

own 

competence 

and 

performance 

Lia 

He gives you constant feedback, and he actually 

checks your work, he's not one of those teachers 

who tell you "I've already checked it, keep moving 

forward", no. You pass him the printed work and 

he is going to give it to you all scratched, and from 

those lines you have to figure out what to do, and 

that is great because you know what you have to 

improve...The quality of the evaluations really 

helped you demonstrate yourself what you knew 

and what you were learning. 

A concern 

with one’s 

own 

competence 

and 

performance 
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Self-

Transforming 
Omar 

At our school we trust and believe in the potential 

of each one, and we think about them in the 

medium and long term within the institution. 

Therefore, from that perspective, the program 

gave us this performance management cycle that 

is something like a feedback structure. But unlike 

what the program suggests, we set the goals 

together with the teachers and we then accompany 

them to achieve those goals, and we offer a 

repertoire of tools to achieve them. Because what 

we want is to develop in these future leaders a 

different way of understanding the school and the 

challenges, to develop those capacities needed to 

discern and decide, -by themselves, not us for 

them- what are the correct steps that they must 

take with their team. 

An interest 

in self-

exploration 
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Appendix M: Evidence table - Expressions arguing that Situated to Practice can be a 

challenging element 

Below is a sample of evidence table that the researcher prepared, which illustrate the reasons 

participants with different Way of Knowing tendencies cited when explaining how a situated to 

practice approach can be an obstacle for their learning.  

WOK 

Inclination 
Participant 

Expressions associated with a developmental 

capacity 

Main 

Orienting 

Concerns 

Instrumental 

Ann 

As I mentioned before, at the beginning I hated 

them, I disliked going to the Program, it was too 

tight, it was a very “Gringo” thing in a different 

context...By gringo I mean that everything was 

too organized, ordered, we all have to speak in a 

certain amount of minutes, we all have to write in 

a certain amount of minutes, everyone has to 

participate a certain number of times in class ... It 

was very structured, it was like a military 

regiment: You have a certain amount of seconds 

for speaking, they would give you a number of 

minutes for your interventions, you have thirty 

seconds to answer a question, if you needed more 

time, you just have to drop the pencil, all with 

signs and applauses. It shocked me too much, it 

was like “let me finish writing, I'm not in pre-

kindergarten.” 

Concern with 

concrete 

consequences 

Jayce 

When you had to make the data that was being 

developed at that time, you had to follow a whole 

teaching structure based on a data, which was 

very long, when one could make it shorter and 

much more precise, and one could have delayed 

much less time. It's okay because not all of us had 

the same level of mathematical knowledge, but it 

was like, "now, let's sit down and put together an 

Excel, let's put together a database, extract the 

data from there." And it was like, "you could 

send me the data, and I will analyze it in an 

afternoon, and we are ready," but no, the whole 

process had to be done just like the rest. 

Experiencing 

others as 

obstacles or 

help to meet 

concrete 

needs 

Socializing Lisa 

But in the end, we were all doing the work in our 

comfort zone because I did it here at my school, I 

was the preschool leader, so I did it with my 

team, with my people...And it wasn't a real 

challenge because it was a topic that I already had 

applied at my school. It was already solved 

Dependency 

on external 

authority, 

acceptance, 

and affiliation 
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before I even began the research. And, for 

example, also my friends. What they did was 

already half solved at their school, so, of course, 

you are not dumb, so, obviously you would pick 

something that does not imply starting from 

zero…Too much flexibility and a very low bar 

for students to decide the research topics. 

Elie 

It doesn't matter what is happening to you, if you 

don't perform, you are lost. So, that… the 

program not taking into account the situations 

that may affect you personally forces you to be 

available for any program demand, and in the end 

it takes a toll on you socially-emotionally, it 

affects you, it stresses you…In that sense, I felt 

very pressured many times to comply more than 

to take care of myself, for example. 

Holding 

others 

responsible 

for their own 

feelings 

Lu 

The program was very much in control of the 

truth, and that thing still bothers me a lot, and I 

think it bothers me because I have learned in 

leading schools that one is not the owner of the 

truth, we can believe in ourselves and during our 

first year as leaders we hit the ground and said, 

"we didn't know anything." So that really 

shocked me, like you could give arguments and 

facilitators would reply “no, this is how it is,” and 

“alright, ok,” in the end you stop arguing 

because…your opinions did not matter…I think 

that the little flexibility is because they believed 

themselves to be owners of the truth. So, when 

you believe you are the owner of the truth, in the 

end, it's like what I think is right and what you 

believe is wrong, that bluntly. So, for example, 

you would say, hey, we could do this in another 

way, or I don't like this, and facilitators would 

reply, no, this is the case, and because the author 

says that, this is the only way. 
 

Perceived 

conflict and 

criticism as 

threatening 

Self-

Authoring 
Cruz 

The exercises were not so contextualized to 

practice. It was rather small things, like, "a 

teacher told a student to study, or you are going 

to be poor..."make an analysis of that. That might 

be a relevant scenario for some classmates that 

were more like rookie teachers, but I think that 

we have to go a step further. I have seen 

principals who fell trying to solve a striking 

problem; I have seen principals who were unable 

A concern 

with one’s 

own 

competence 

and 

performance 
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to manage the school cash flow and died in the 

process. I believe that teachers who want to be 

principals must be challenged intellectually so 

that they can generate or develop proposals for 

resolving conflicts in schools, we cannot stop at 

small things. 

Rob 

It was school culture and the Head of the 

Program delivered the whole part of the 

normative context, the public policy of school 

culture, and it was something that we could have 

read. It was something that should not have been 

there for two hours…I mean, what bothered me 

the most about the program were those moments 

where there was no learning impact.  

Evaluating 

criticism 

according to 

internal 

standards 

Itzkia 

The other thing that bothered me was this 

complacency… I don't like it at all. I find that 

times are times, deadlines are deadlines, the 

assignments have to be delivered on time and it is 

your responsibility to deliver them. I think it is a 

very bad practice to comply with schedules or 

assignment deadlines…Once we had to do a 

group work...I am super studious, super 

responsible, and super structured, so if the 

assignment is due on the fifteenth at four in the 

afternoon, I will have it on the fifteenth at nine in 

the morning. And we had a classmate who was 

going to give us his part at the last minute … So, 

I said to the professor, “look, we have the 

assignment ready; we did the part for him 

because I knew that he was not going to do it”… 

And the professor replied, “No, don't worry, just 

take one more day,” so I told him, "I'm going to 

give it to you, if you want to give him one more 

day, give it to him, but not to me because I'm 

going to give it to you complete with his part 

included, and if you want to put the same grade to 

all of us, do it, it's your decision." 
 

A concern for 

internal 

values and 

standards 
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Self-

Transforming 
Omar 

There was a script. You could notice that when 

the conversation went a little off the script and 

the facilitator was very rigid and was not able to 

address other situations or complexities or topics 

in that minute because he had to stay on the 

script. Even in situations that needed to be 

addressed, in those conversations that sometimes 

are more enriching than the content the program 

is teaching, the facilitator would not address 

them. I think it as too rigid and there were no 

spaces for that…I do not know if it was a 

problem of the structure itself or of the facilitator. 

I do not know where the problem was because I 

was only a student, I saw it only as a student. It is 

good to have a structure, to have the story in 

order. But having such a tight structure and times 

forbids you to address anything that is good and 

necessary, because you would run out of time, 

and that made us lose important learning 

experiences. 
 

An interest in 

self-

exploration 
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Appendix N: Evidence table - Expressions arguing that Student-Centered Approach can be 

a challenging element. 

Below is a sample evidence table that the researcher prepared, which illustrates the reasons 

participants with different Way of Knowing tendencies cited when explaining how a student-

centered approach can be an obstacle to their learning. 

WOK 

Inclination 
Participant 

Expressions associated with a developmental 

capacity 

Main 

Orienting 

Concerns 

Instrumental 

Ann 

There were too many different solutions to the 

situations they posed to us; we all had different 

points, but they only gave space for those who had 

the same way of responding to the problem, so in 

the end, I felt like a spectator of something they 

showed me, something that had nothing to do with 

my context or how I would have approach those 

situations. 

Concern 

about “the 

right way” of 

doing things 

Obviously, I prefer to learn from experts or from 

an exemplar as RGSE School because they know 

their business, they are excellent at what they do, 

and I have no way of accessing that knowledge. 

Whereas, If I am interested in the experience of 

one of my peers, I can call a friend who works at X 

School, and I can access that experience. 

Therefore, of course I'm going to a program that 

offers an expert knowledge that I don't have to 

access to, rather than a program that focuses more 

on having discussions among peers. Leadership 

programs are not the only place where I can listen 

to what others’ have to say. 

Experiencing 

others as 

obstacles or 

help to meet 

concrete 

needs 

Kathy 

"Unpleasant situations were when I had to work with 

irresponsible classmates, but it was not detrimental to 

me or my grades, so I do not make a big deal out of it."  

(…)"I was like… It is practically like working with 

kids. You put together the group, you take 

responsibility, and someone fails… what do you 

do? So that never happened to me, happened to a 

person close to me, but what are you going to do, 

"wow, what a bummer," and you have to take and 

do the job for them… what else can you do?" 

Concern with 

concrete 

consequences 
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If the program was flexible enough and allowed you to 

take your cases and present it, like "I have this 

situation, what can we do?", because time is always 

short. So, I feel that methodology would be quite 

positive. Participants should present the cases. 

Otherwise, cases are always ideals, that is the problem, 

“this happened in this school, but these are the 

solutions, so what would you do?”. Already perfect, but 

those are the solutions for that school, what about 

mine? 

Concern 

about “the 

right way” of 

doing things 

Socializing 

Beatriz 

there were four of us and two of members of the 

group took the lead… They didn't want to hear me 

or my colleague’s opinions or… I don't know… 

we were supposed to do a group presentation and 

they presented it before we all approved it… That 

part of the thesis was an unpleasant moment for 

me, unfortunately. It was unpleasant in the sense 

that they wanted to write only what they wanted, 

do only what they wanted, and didn't consider my 

or my classmate’s opinions. That was 

tremendously unpleasant for me 

Dependency 

on external 

authority, 

acceptance, 

and 

affiliation 

Lisa 

At one point in the program, the professor showed 

different case studies from schools, and one of the 

cases that we had was the school where I was 

working, a school that was well known by the 

professor, and yes, it was super awkward. I always 

try to be super cool, low profile, and when 

presenting the case, the professor named me all the 

time and then said terrible things about the school, 

so I was like "no, but it has changed...". And I felt 

exposed (…) Never expose a student, never, it 

doesn't matter what training you're doing, never 

exposed, you don't expose people. And in this 

case, I felt exposed because the program facilitator 

showed the errors and challenges my school had. 

And of course, everyone thought I was one of the 

responsible of those mistakes 

Concern for 

others' 

judgment 

Ruth 

For example, there were different points of view 

regarding school integration. Some schools were 

far behind. Leaders from those schools questioned 

me because at my school, we had paid special 

attention to school integration, it is a well-

advanced issue in our district, we have good teams 

and… So my classmates, especially those from 

Santiago, said that it was impossible to do that, for 

example, to have specialists going into classrooms. 

Concern for 

others' 

judgment 
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They saw it as an obstacle and not a support, as we 

saw it (...)  

They questioned you. Almost everyone from urban 

schools questioned and said that this could not be 

done in ordinary schools with thirty-five students 

in a classroom. Therefore, they argued that 

integration could not be achieved. So I had to 

argue a lot because they did not believe me; they 

did not believe in integration." 

Lidio 

A moment that made me feel very uncomfortable 

was when Professor C presented us with a paper, 

and a colleague raised her hand and got into a 

Byzantine discussion with the teacher, which 

ended up being an ideological discussion. The 

professor had a postgraduate degree in England; he 

was not an average Joe. (…) The discussion was 

too passionate. There was too much tension, some 

colleagues left the room, most of them were 

women, so several went out and some shrugged 

their shoulders, some tried to look at the partner to 

calm her down, but she was so passionate about 

her thing that nobody could calmed her. 

Holding 

others 

responsible 

for their own 

feelings 

Self-

Authoring 
Olga 

One of the things that bothered me a lot -and that 

divided the group until a principal stood up and 

told the class that it was enough- was that 

everyone assumed that all challenges were present 

in district schools only. Therefore, they believe 

that they were the only schools that received 

children with difficulties, the most deprived 

children. That was assumed by the participants 

who came from district schools. Some of them had 

bad experiences, I can understand that. Charter 

schools can have more resources than the 

municipal ones, ok. But the discussions that we 

had about work, even in small groups, focused on 

district schools only, and unfortunately, program 

facilitators did not stop it. The challenges or points 

of views from those who came from charter or 

private schools were not even considered during 

the discussions. So there was no relevant learning 

for me in that program. 

A concern 

with one’s 

own 

competence 

and 

performance 
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Self-

Transforming 
Omar 

Now also - it is my perception - perhaps it may be for 

the duration of the program, which is one year, and 

there are so many topics, that one does not quite 

assimilate them completely because it is a lot, and there 

is a lot of detail too, which is where the differences lies. 

So, it's like, so much that one goes fishing for, so many 

things, and sometimes you get stuck in the middle of 

the forest, where you can see the trees side by side, but 

you don’t have the complete vision of the forest. You 

can’t understand or think strategically. That is perhaps 

a bit overwhelming, and it took me way more than a 

year to digest what I learned, to be able to change my 

mind and understand the correct steps I had to take in 

the school. And that is not taught by the program. 

 

Judging and 

questioning 

his own way 

of making 

meaning 
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Appendix O: Evidence table - Expressions arguing that Feedback can be a challenging 

element 

Below is a sample evidence table that the researcher prepared, which illustrates the reasons 

participants with different Way of Knowing tendencies cited when explaining how feedback can 

be an obstacle to their learning 

WOK 

Inclination 
Participant 

Expressions associated with a developmental 

capacity 

Main 

Orienting 

Concerns 

Instrumental Kathy 

I'm not so sure if that was right, or if it was 

reviewed as it should be because my academic tutor 

took two days to review my worked and gave me 

only general comments. Either I was too 

perfectionist and very capable, or that person didn't 

review my work at all…There was no real 

feedback, I felt that it was like “you might improve 

this part a little, pay attention here if you want, but 

it's ready, perfect, yes, that's it, don’t worry.” 

Concern 

about “the 

right way” of 

doing things 

Socializing 

Beatriz 

However, the evaluations stressed me so much, I 

hated them, they made me terribly nervous…I think 

I hated them because of the fear of being wrong, 

that your grade will be bad, and if you are a person 

who is already in leadership positions, you would 

not like that to be reflected somewhere. We can all 

make mistakes, of course, but being a 

principal…you feel less comfortable with making 

mistakes. 

Concern for 

others' 

judgment 

Emy 

There was a group that had this academic advisor 

who had a very bad mood and when she gave 

feedback, she would ask students to changed 

everything they have made from one day to the 

next. The group had a terrible time, they were about 

to leave program due to the non-coherent acts of 

this person who had an evident personal issue with 

these students, because we all realized how she 

talked to everyone and how she talked to her 

advisees, it was almost a personal thing…People 

didn't want to expose in front of her, I mean, my 

stomach was knotted when I had to present in front 

of her, but she got sick the same day we presented, 

so we got away. We couldn't believe it, but it was a 

total stress to have her as a teacher and it was even 

worse for that group who had her as the academic 

advisor. 

Holding 

others 

responsible 

for their own 

feelings 
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Self-

Authoring 
Lia 

Most of the feedback given by teachers was more 

focused on the result, and in a behavioral way, so to 

speak. "Very good," what is very good? If I take a 

test and they say "excellent" what did I do well on 

in that test, what reasoning I did was good? How 

can I challenge myself? Are there any leading 

questions that I allow you to continue to the next 

level of learning? So it may be that, as I told you, 

this type of more formative evaluation, feedback 

more focused on the learning process, is sort of 

becoming a thing, so to speak. So maybe the 

teachers didn't have the tools to give effective 

feedback. 

A concern 

with one’s 

own 

competence 

and 

performance 
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Appendix P: Interview Protocol 

 

Introduction: 

Thank you for accepting to participate in this interview.  

As I explained to you during our prior conversations, I am investigating how you experienced 

your learning journey when attending the Leadership Preparation Program.  

I will use this interview protocol as a guide. To be respectful of your time, I may move you 

forward from one question to the next. However, if you feel that you have details to add that 

would help my understanding, please feel free to continue.  

I will limit my comments during the interview because I really want to hear what you have to tell 

me. However, if at any point there is information that you would like from me or you require 

clarification on any point, please do not hesitate to ask.  

With your permission, I will audiotape this interview. The purpose of the audiotape is two-fold, 

first, so that I can accurately capture what you share, and second, so that I do not have to write 

extensive notes, allowing me to listen to what you are telling me more fully. I may jot some 

notes down here and there just simply as reminders to myself. To preserve confidentiality, we 

will use pseudonyms for the institutions, colleagues, or students you might refer to and for your 

name in case those are mentioned in the conversation. Only I will be aware of what the 

pseudonyms are referring to.  

 

RQ 1: How do participants describe the features of an ideal Leadership Preparation 

Program? 

 

 

1. In your opinion, how would you describe an ideal Leadership Preparation Program? 

2. What do you think should be the characteristics or features of an exemplar Leadership 

Preparation Program?  

3. Which Leadership Preparation Programs elements are necessary to be effective at 

developing aspiring educational leaders? 

 

RQ 2: How do participants assess the teaching approaches and practices implemented in 

the program? 

 

 

4. How do you assess the teaching approaches and the facilitators' practices from your 

Leadership Preparation Program? 

5. Which teaching approaches or practices that you experienced in your program were the 

most relevant or impacted your learning most notably? 
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6. Do you remember any teaching approach or practice implemented in your program that 

was particularly relevant for your professional development or learning? 

 

RQ 3. In what ways do participants perceive the Leadership Preparation Programs impact 

their professional practice? 

 

 

7. What impact the LPP had in your professional practice as an Educational Leader? 

8. What impact the LPP had on your personal or professional development? 

9. What was the one thing you learned in the LPP that changed how you practice leadership, 

and how did you learn it? 

 

RQ 4: How do participants make meaning of the supports and challenges identified in the 

Leadership Preparation Programs? 

 

3A Supports: 

 

9. Which aspects, moments, situations, or elements of the program you experienced as 

supportive of your professional development? 

10. Could you describe which elements of the program made you feel good, were pleasant, 

and contributed to your learning? 

 

3B Challenges: 

 

11. Which aspects, moments, situations, or elements of the program did you experience as 

challenges for your professional development? 

12. Which elements made you feel bad, were unpleasant, and seemed to be an obstacle to 

your learning? 
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	Student-Centered Approach
	All of us, our colleagues, we were together, we could all give our opinion, get involved in the classes... That's very good because there was an enormous diversity, people from super vulnerable schools to private schools with all the resources in t...
	It is just like this forest metaphor. When one is very inserted in a place, I have been working here for eight years, and I have never been anywhere for so long. What happens when you have been in a place for so long, and you don't see other realit...
	Actively Learning From Peers
	I believe that the richness of a postgraduate or a master's degree is in the learning of the group; that is, one of the things that was most impressive for me was seeing that the answers to a common problem were different depending on the field of ...
	That was fundamental: the research work the program made us do as a team, and how they made us evaluate ourselves every once in a while, that is, it made us look at what was happening in each other’s schools and how we were going to make decisions ...

	Problem-Based Learning
	[The cases presented] things you already knew, but you learn how to visualize them differently. Similar cases with different solutions applied to reality. Although they were ideal cases, it is rewarding to realize the different things you can do to...
	For example, we were presented with a school behavioral case, and we had to analyze it from different points of view...from the teacher's point of view, from the principal's point of view, from the point of view of the multidisciplinary teams we ha...

	Critical Reflection
	When I attended the program, my partner and I would disappear from here on Thursdays and we would go to Santiago and, I don't know. That allowed you to have a different vision, like, getting on the balcony and saying: Today, the only day of the wee...
	A history teacher made us do some dynamics of how to support each other between groups. We had to walk in circles -for example- trust in each other, think about how to trust in each other, then we had to touch each other...At that time, we could to...


	Feedback
	Continuous Feedback
	He gives you constant feedback, and he actually checks your work; he's not one of those teachers who tell you, "I've already checked it, keep moving forward," no. You pass him the printed work, and he is going to give it to you all scratched.
	Another of the practices we did that was extremely valuable for me was when professor P.V. suggested that one of the students should go and present our thesis project to small groups. So you would sign up and there were other master's candidates, f...

	Coaching
	I do believe that in an ideal master's degree there should be an accompaniment, an interview that is not only the initial one but also at different moments, to identify areas of improvement for you to know what to do, what do you need.
	I believe that one can change...because this knowledge that one has to have as a director is a technical part, but most of it is adaptive. We all have or make mistakes, so in reality, I am not going to improve my mistakes if there is not a coach wh...
	We would get together once every five days, and he would review my progress. When I got lazy, he also pressured me and said, "yes, or no, you have to take this out now," and I would take it out. He was dedicated to reviewing my writing, "no, Lia, th...
	Once a week, the program tutor accompanies you to see how your coachee is doing. This tutor is very close to you, very practical, and gives you feedback. For example, you observe a class of your coachee, and you identify an action for the teacher t...

	Process Evaluation
	I remember that we spent the whole semester with a teacher making a strategic plan. We had to frame the problem, and it took us a month to do it; when we got to the presentation, the framing of the problem was still wrong. So, I do not know if I le...
	For me, it was terrible because I didn't know if I had managed to learn what I needed to learn…if we spent the whole semester with a single evaluation, and at the end of the evaluation, I felt that I did not learn…



	Finding #3: Impact
	Professional Development
	After the program, I was hired as an assistant principal, and I had to deal not only with teachers but also with parents. It [the program] gave me a professional security that I did not have before. In other words, for me, there was "a before" and ...
	Career Advancement
	I don't know how much the program contributed because I had already been in leadership positions for many years, so...I remember that my former bosses told me "don't do the program," and I told them that I was going to stay out of the system and th...
	I was head of the department when I started my master's degree, I finished my master's degree as academic coordinator, and now I continue as Assistant Principal, in another school, yes, but in the end, it has allowed me to stay in leadership positi...

	Personal Growth and Confidence
	Participants highlighted how the programs gave them the knowledge and tools to make them feel more confident when facing leadership challenges. For Cruz, the program reinforced her belief that gaining new knowledge and constantly learning are key lead...
	The program helped me with issues that were a bit up in the air for me, for example, things that I didn't do here at my school because, until that moment, I lead the school culture, so that was like my space, my world, and I was very enclosed in th...
	For Beatriz, the learning gains from the program were a boost to her professional confidence. “After the program, I would always say in challenging moments, ‘ah, we would have done this, this was said in the magister,’ which gave me more confidence ab...


	Broader Understanding of Leadership
	By visualizing these critical nodes, I realized I lacked strategies to attack them and address them with concrete management or leadership tools, involving the teachers, etc. That is where the program helped me a lot, not only to appropriate new le...
	The program allowed me to delve into some areas that were not my strengths, such as finances. We had to create a budget for a charter school, I almost threw myself out of the window, I wanted to kill myself, thank goodness I have never worked on th...
	Before my decisions were based more on personal experience: "ah, because I did this, the next time I should do this other thing instead." Now I consider all the other points of view, so I say "now, if we make this decision, in the academic departme...


	School Improvement
	In parallel to the traditional leadership training and all these things, in parallel during the two years we were developing a strategic action plan for the school, and we went through all the stages of a strategic action plan, from the identificat...
	When you design such things, you give real opportunities for your students, especially in places where the kids have so many economic problems, or their aspirations are not very high. You raise their expectations when you introduce new things to th...


	Tools for Coaching and Feedback
	At my school, there was no data analysis, and for me it was so enlightening to see the power of doing data analysis from performance data that you could collect from students. Simple data, such as an exit ticket and how you can make a decision from...
	In that program, I learned that once you have data and evidence, you have only the first step. To sit down and talk with the teacher is step two, and that conversation is the most difficult and valuable because there the person has to take the evid...


	Finding #4: Support Found and Challenges Faced
	Supportive Elements
	Feedback as a Supportive Teaching Approach
	Coaching as a Supportive Element of Feedback. Kathy says that having a professor from her program as an academic advisor was the best support she could have, not because of the relationship she built, but because of the variety of solutions her academ...
	I don't want him to be my friend, it doesn't matter to me, but I need to resolve doubts. Because…I think that when you study, you have many moments of reflection, and those moments of reflection raise doubts, raise queries, raise a dialogue, then s...
	It was super being accompanied by my guiding teacher who was like, "Philomena, we are going to get together every Tuesday and we are going to build this together," and it was super helpful because in my context, in my professional practice, I was a...
	I felt or saw that I was also highly valued by the teacher I worked with, by my academic advisor when he said, "look, look at that!" or "you have this great bibliography that will allow you to develop that idea in this way.”
	With John - the coach - you could talk in the one-on-one meetings…It's just that that's crazy, too, the one-on-one meetings were the only place I could express myself, and I would tell him "it seems like this to me,” or “I think I'm going to work t...
	For example, if you had a class on Thursday, the person in charge of the group (the academic advisor) would call you on Tuesday and would ask, “Ernest, how are you? How are you doing in the class? Are you missing something? Will you be able to go?'...
	You have your ego, and often you say, "I think my way is better than what the coach is suggesting." But in general, that discussion is very valuable, even when you find that you disagree with the coach; even then, the discussion enriches the task a...
	My academic advisor worked under a format that was not a typical analysis of the strengths and weaknesses of a school, no. Instead, he would always look for the opportunity to improve something. That caught my attention, and I have always replicate...

	Process Evaluation as a Supportive Aspect of Feedback. For Lia and Cruz, the process evaluation was the most supportive feedback aspect. Cruz says that what she liked the most about the program was that they had to write plenty of papers and essays, w...
	The fact of developing ideas when writing the papers. I really like to develop my own ideas. I think it also allows you to support your own ideas, to defend ideas against the school board, actually. If a principal of a public school has no clarity ...

	Continuous Feedback as a Supportive Element of Feedback. Bridget and Philomena also agree that continuous feedback was a supportive teaching approach. Both participants shared a similar experience. The program asked them to present their final project...
	All those questions and criticisms were super enriching. And since you had to present it in three different moments to your classmates and your academic advisor, you received plenty of feedback. And that - I would tell you - was super good because ...
	I knew what I had to say, what not, my PPT on this is not clear…Having presented before in smaller groups, with colleagues in a more secure place…and having had such a powerful accompaniment makes you more confident when you are in front of the com...

	Situated to Practice as a Supportive Program Feature
	Internships as a Supportive Aspect of Situated to Practice. For Beatriz, having an internship was one of her most enriching experiences and a feature that every ideal Leadership Preparation Program should have. For her, internships were key because th...
	[The internship] made me put my feet on the ground and realize that this model (the one taught by the program) was not as perfect as I thought, and that was good because it gave me real examples and guidance on how I could act in my context.
	All these elements began to click together as I observed them in reality, which is an important issue. So, within a complex reality, how do they look? When you study it, you see it separately...But in internships, I was able to look at them as a wh...

	Rigorous and Effective Use of Time Management. Other participants believe that effective use of time management while teaching was the most supportive element for their learning. For Kathy, a program that has a detailed plan of what will occur and com...
	The structure allowed me to organize myself; it has to do with that. In other words, if I had had a messy program, as happened to me in previous training programs, if I had had a very messy program, I would not have been able to organize myself and...
	Something that I really liked is the optimization of their times. I was always struck by how they took the use of the times. That is, all the sessions had time stamps where one knew what to do, which were the spaces to work as a group, individually...


	Challenging Elements
	Situated to Practice as a Challenging Program Feature
	It's okay because not all of us had the same level of mathematical knowledge, but it was like, "now, let's sit down and put together an Excel, let's put together a database, extract the data from there." And it was like, "you could send me the data...
	small things, like, "a teacher told a student to study, or you are going to be poor..." make an analysis of that. That might be a relevant scenario for some classmates that were more like rookie teachers, but I think that we have to go a step further....
	But in the end, we were all doing the work in our comfort zone because I did it here at my school, I was the preschool leader, so I did it with my team, with my people... And it wasn't a real challenge because it was a topic that I already had appl...
	I think that both sides [were responsible] because of the guideline that is given because if the guideline that is given grants you space to pick interventions that have been already implemented…So there is also an issue with how you provide the in...
	Once we had to do group work...I am super studious, super responsible, and super structured, so if the assignment is due on the fifteenth at four in the afternoon, I will have it on the fifteenth at nine in the morning. And we had a classmate who w...
	In that sense, I often felt really pressured to comply more than to take care of myself. Feeling under that pressure to perform well in a very competitive program that constantly recognizes the one who did better - which is not always bad because i...
	I felt a little bad; I felt that they didn't care that I had had a terrible time, and it wasn't that I didn't want to attend. I thought so, but I did finish the program anyway... I mean, I wasn't going to lose my master's degree for this...So I acc...
	I think that the little flexibility is because they believed themselves to be owners of the truth. So, when you believe you are the owner of the truth, in the end, it's like what I think is right and what you believe is wrong, that bluntly. So, for...

	Student-Centered Approach as a Challenging Teaching Approach
	I was like…It is practically like working with kids. You put together the group, you take responsibility, and someone fails… what do you do? So that never happened to me, happened to a person close to me, but what are you going to do, "wow, what a ...
	There were too many different solutions to the situations they posed to us; we all had different points, but they only gave space for those who had the same way of responding to the problem, so in the end, I felt like a spectator of something they ...
	Never expose a student, never, it doesn’t matter what training you’re doing…you don’t expose people. And in this case, I felt exposed because the program facilitator showed the errors and challenges my school had. And of course, everyone thought I ...
	I knew that they were going to approach me during the break to ask me about my experience, asking me, "how is the school?" So, I told my closest friends, "don't leave me alone," and asked them to make me something like an iron armor so that they di...
	[She] accused him [the professor] of having ideological bias, which I did not share, but it was like... She kind of became passionate about the issue and raised her voice. The professor, being an academic, tried to talk about the ideas, tried to gi...
	They questioned you. Almost everyone from urban schools questioned and said that this could not be done in ordinary schools with thirty-five students in a classroom. Therefore, they argued that integration could not be achieved. So, I had to argue ...
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