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Abstract

In Spain teachers can take on variety of leadership roles. One of the most
important is the tradition of selecting the principal from among the school’s
teaching staff. The teacher candidate proposes a program for school improvement
and serves for one or two periods as principal before returning to the teaching
role. This system ensures teacher leadership by requiring that the principal have
classroom experience and a teacher’s perspective. Teachers exercise leadership
by taking a turn at administration. In this article, we present the findings of
research on aspects of teacher leadership using the framework of social justice.
We conducted a basic qualitative analysis of interviews with teachers who became
principals in five primary and secondary educational institutions in Catalonia,
Spain. We examined how these principals viewed issues of social justice and what
support strategies enabled them to confront the challenges posed by increasingly
diverse educational environments. We identified a gap in the training programs
for teachers who become school leaders, as they do not encompass aspects related
to transition and leadership handover or inclusion processes, which may impact
the sustainability of educational initiatives.

Keywords: Principals; teacher leaders; training programs; transition; social
justice; inclusion; sustainability

The aim of schools in a democratic society is to educate for equity and maximize the
development of all students without exception (Antiunez, Silva & Salter, 2019). Educating to
promote diversity, equity and inclusion is a professional challenge for teachers in the classroom,
and they also have a role to play as teacher leaders in the school. This article will address the
Spanish model for teacher leadership in Catalonia.

We begin with a review of the challenge of immigration in Catalonia and the need for a
social justice lens (Farreras, 2025). Teacher leaders have an important role to play in what can be
described as participative, cultural, and distributive justice (Cribb & Gewirtz, 2003). The
research questions focus on how a sample of teachers’ view issues of social justice when they
assumed the role of principal, what support they received, and how they planned for their
succession to the next teacher leader.

Before hearing their voices in the results section, we describe the Spanish management
model for teachers to become principals, and how they make the transition. Then we define
teacher leadership to include collaborative action research and the formation of communities of
practice, and professional learning communities.
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In the Methodology section we describe a qualitative phenomenological study that was an
analysis of interviews with teachers who became principals in five primary and secondary
educational institutions in Catalonia (Spain). In the Results section we report how these
principals coped with issues of social justice and what support strategies enabled them to
confront the challenges posed by increasingly diverse educational environments. We identified a
gap in the training programs and make recommendations for teachers who become school
leaders in the concluding section.

Immigration in Catalonia, Spain

Spain is separated into 17 autonomous communities. Catalonia is an autonomous
community of eight million residents. It has become a destination for people migrating from
North Africa, Eastern Europe, Latin America and several Asian countries. Approximately 40%
of these people do not have the resources to be self-sufficient (Catalan Social Action Entities
ECAS, 2020).

Of the immigrants with jobs, many only have a temporary employment contract and lack
housing, and education. They struggle to learn a new language and strive to become part of the
community. These migratory phenomena have had serious social consequences. Especially in
neighborhoods with a high concentration of families in difficult economic and social situations.

These social changes have led to an increase in the responsibilities and demands for
educational leadership at the school level. New challenges demand new professional practices,
especially when it comes to carrying out tasks that are not included in the functions that
educational laws traditionally assign to principals (Gil-Espinosa, et al., 2024). Teacher leadership
is one of the ways that Catalonian schools can respond to issues of social justice.

Social Justice Framework

The core principals of social justice should be those that are typical of democratic
countries. Respect, freedom, justice and social cohesion, equality, equity, inclusion,
sustainability, legality, participation and transparency are among the most important.

Wenner and Campbell (2017) noted a lack of attention to social justice in teacher leadership.
Projects may improve schools by focusing on what makes them run more efficiently, but there
are more profound needs to be addressed from persistent gaps in achievement that result in
disadvantages for students of color (Hanushek, Peterson, Talpey, & Woessmann, 2019). These
differences can be approached by using a social justice lens.

Cribb and Gewirtz (2003) defined three types of social justice. Participative justice refers
to the right of people to participate in decisions. Cultural justice has to do with respect and
recognition of people as members of a group. Distributive justice relates to overcoming social
and economic inequalities.

The Spanish Management Model for Teachers to Become Principals

The management model in public schools in Catalonia (Spain) is expressed in the
regulations (Law 12/2009, developed in Decree 155/2010 and Decree 29/2015). Access to the
position is made through a merit-based competition among the candidates who for the most part
are teachers of the school itself.
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The Transition from Teacher Leader to Institutional Leader

Candidates must meet the following requirements: (a) have at least five years’ seniority
as a career civil servant; (b) have taught directly for a period of the same duration in primary or
secondary schools; ¢) have competence in the Catalan language; d) have the certification
accrediting that they have passed a training course on the exercise of the managerial function,
authorized by the Catalan Education Administration or those of other Spanish Autonomous
Communities; and €) must make a management plan for an initial period of four years (Decree
29/2015).

This action plan includes all areas of school management: academic, administrative,
economic, governance, relations with the environment, etc. It constitutes a commitment of the
candidate with the management team with the entire school community (Antunez & Gtiell, 2019;
Montero, 2007).

The selection of candidates

In each school, the selection is carried out by a commission. It is made up of four
representatives of the central education administration and one representing the local authority, a
person from the school board who is not a teacher, usually a parent of a student, although it could
be a student in the second cycle of secondary education (over 16 years of age); three teachers of
the school elected by the faculty, one of the four representatives of the central education
administration, who is an inspector, chairs the commission.

The selection process is governed by the principles of equality, merit, ability, suitability
and publicity. To evaluate the candidacies, the following are objectively considered: a) academic
merits; b) the merits related to the professional competence and experience of the applicants in
the field of management and teaching; c¢) the positive assessment of the previous work carried
out in a managerial position, where appropriate, and of the work carried out as a teacher; d) the
candidate’s leadership capacity; and e) the assessment of the management plan.

Continuity or succession

At the end of the first four years, the principal may choose to continue in office for three
more successive periods of four years for a maximum of 16 years in total, provided that the
principal’s work has been positively evaluated with an update of the management plan. The
leader and the teachers of the school decide together whether he continues or a successor is
sought as principal.

The dismissal of the principal from his position occurs for the following reasons: end of
the term of office, personal resignation, order of the educational authorities for failure to perform
duties or supervening physical or mental incapacity.

The implementation of the model in Catalonia, has not managed to stabilize the
permanence of principals in office during all those years, or even for a reasonable period.
Changes are very frequent. Consequently, the relays and transition and succession processes are
also important. These are events that, due to various circumstances, occur more frequently than
would reasonably be expected (Antinez, 2002; Aramendi & Teixidd, 2010). It can be deduced
from the successive annual reports of the State School Council. Costa (2021) accurately lists and
details a good number of these causes. Some coincide with the most common ones identified by
Murillo and Pérez (1998). Among them is that the greater the frequency of the replacements, the
fewer applicants apply for the position because they are aware of the setbacks of the managerial
function.
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There is a general consensus in studies on new managers, especially if they are taking up
the position for the first time. It is common for them to suffer to varying degrees the negative
impact of a clash with reality (Antinez & Silva, 2024; Garcia Gardufio, Slater & Gorosave,
2011). The reality of managerial practice is not always what they imagined, perhaps naively, and
that even the collision is experienced as a traumatic experience, often accompanied by a feeling
of professional isolation and loneliness.

Frequent changes are also very common in international contexts (Schmidt-Davis &
Bottoms, 2011) and the reasons are similar to those of Spain. Taylor and Youngs (2018) list the
main causes that deter and reduce the pool of potential aspirants to leadership: a) prioritizing the
family; (b) safeguarding health; ¢) concerns about bureaucracy, paperwork and workload; and d)
reluctance to move away from teaching and they remind us of another reason that, less obvious
at first glance, explains them in the present times. They refer to the significant and imminent
burnout of talent that occurs as baby boomers retire, which places the need for succession
planning in management positions as a strategic issue.

Wildy and Clarke (2008) mention that the obstacles to accessing the position are based on
the fear of facing four key challenges: dealing with the place (everything that happens in the
school and in its context); dealing with people (students, teachers, families, supervisors, social
community, etc.); dealing with the system (Administration) and dealing with oneself (insecurity,
lack of preparation, motivations, etc.).

Prior teaching experience is an important factor for new school principals in the Spanish
leadership model. This professional background provides them with a profound understanding of
the school environment, classroom dynamics, and the specific needs of students and teachers.
Having previously served as educators, new school principals are better equipped to tackle
leadership challenges from an empathetic and effective perspective, thereby fostering
communication and collaboration within the educational community. Moreover, this experience
equips them with the skills necessary to manage interpersonal relationships, administrative
bureaucracy or emotional competences (Antiinez, Silva & Salter, 2019).

Defining Teacher Leadership

The field of teacher leadership has developed relatively recently. York, Barr and Duke
(2004) reviewed the literature at the beginning of this century and noted a lack of a consistent
definition. Teacher leaders could be working on a variety of different projects with different
titles and objectives.

Schott, van Roekel, and Tummers (2020) completed a systematic review of literature on
teacher leadership to update both Wenner and Campbell’s (2017) and York, Barr, and Duke’s
(2004) reviews and called for more conceptual clarity. Wenner and Campbell (2017) noted that
teacher leadership had started with small individually initiated projects and moved on to be a part
of whole school reform. They argued that there was a lack of attention to social justice, which
should be at the heart of teacher initiatives. There has also been a lack of clarity and continued
debate about how to define teacher leadership (Cheung, Reinhardt, Stone, & Little, 2018).

Berg and Zoellick (2019) reviewed the literature to arrive at four considerations for
teacher leadership: the legitimacy that gives teachers the authority to influence others, the
support that they need to be successful, the objectives of their work, and the methods they use.
On an international level, Nguyen, Harris, and Ng (2019) synthesized studies between 2003 and
2017 to determine what was currently known about the nature, practice, conditions and impact of
teacher leadership.
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They stressed the centrality of influence as a variable in teacher leadership with trust and
collaboration at the heart of the process. The intent of the process is to improve instructional
quality, school effectiveness, and student learning. They found five key elements that influence
the quality of teacher leadership: school culture, school structure, principal leadership, peer
relationships and person-specific factors.

Wenner and Campbell (2017) defined teacher leaders as, “...teachers who maintain K—12
classroom-based teaching responsibilities, while also taking on leadership responsibilities outside
of the classroom” (p. 140). This definition would include the Spanish model in which teachers
spend most of their time as administrators during their term as headteacher. Continuing their
craft in the classroom takes advantage of their instructional perspective. When this type of
teacher leadership functions well, it is likely to incorporate collaborative action research,
communities of practice, professional learning communities and social justice.

Collaborative Action Research

Teacher leadership has much in common with collaborative action research (CAR).
Gordon and Solis (2018) presented studies of collaborative action research (CAR). They explain
that CAR began with Kurt Lewin (1948) and was applied to education by Corey (1949). The
stages of CAR are selection of the problem, needs assessment, planning, taking action,
evaluating, and then repeating the planning, action, and evaluation cycle.

The most critical aspect of the process is the relational trust among group members. They
need a reduced workload and embedded training. For this and another reasons, a Royal Decree
on training to strengthen management functions is currently underway in Spain (Ministry of
Education, Vocational Training and Sport, 2025).

Curry, Mania-Singer, Harris, and Richardson (2018) studied two schools that were
following the five phases of action research: analysis, planning, action, monitoring, reflection,
and action again. They found evidence for Capobianco and Feldman’s (2006) framework that
suggested that quality action research programs come from communities of practice with shared
goals and values.

They not only make improvements in the school, but they create communities of
knowledge (epistemic communities). The participants understood the purpose of their actions,
they knew how to pursue research in a practical setting, and they recognized a moral dimension
to their work.

Communities of Professional Practice

Wenner and Campbell (2017) cited communities of professional practice (CoP) as a
common framework to understand teacher leadership. Wenger (1998) described a community of
practice (CoP) that includes the disciplines of domain, community, practice, and convening. The
domain is the focus or area of concentration of the CoP. Community refers to the relationships
among members and how they think and act in common ways. Practice includes the routines and
artefacts that have emerged from members working together. In Catalonia, we have some
experience with CoPs for principals. The study by Gairin, Armengol and Silva, (2013) concluded
that convening is the extent to which members take joint responsibility.

Sustained mutual relationships with intertwining identities, the ability to assess one
another’s work, and a shared discourse were important parts of communities of practice that
Wenger studied in business and industry. They are also integral to professional learning
communities in the field of education.
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Professional Learning Community
In the field of education DuFour and DuFour (2009) have popularized the term
professional learning community (PLC), which they define as:

Educators committed to working collaboratively in ongoing processes of collective
inquiry and action research to achieve better results for the students they serve.
Professional learning communities operate under the assumption that the key to improved
learning for students is continuous job-embedded learning for educators (p. 14).

Professional Learning Communities focus on shared mission, vision, collaborative
culture, collective inquiry into best practices, action orientation, commitment to continuous
improvement, and a results orientation. Collaborative leadership combined with individual
reflection makes people feel valued and allows them to take ownership to implement ideas as
members of a team. This means acknowledging diverse points of view and empowering group
members (DuFour, 2004). Individual self-reflection accompanies empowerment, when the
teacher leader has time to consider feedback and connect practice with theory (Schon, 1983).

Methodology

We conducted a qualitative phenomenological study (Fuster Guillen, 2019; Castillo-
Lopez, Romero & Minguez, 2022). It was designed to understand and interpret the professional
practices of school leaders in response to the challenges posed by the new realities of schools
such as migration, changes in school dynamics, and attention to values such as social justice,
equity, and inclusion. Phenomenology is currently one of the fundamental theoretical bases of
qualitative research. Its relevance lies in investigating phenomena from the perspective of
people, making it an appropriate methodology for studying the meanings and intentions of those
involved in educational practices.

Castillo-Lopez, Romero and Minguez, (2022), concluded that this type of methodology is
particularly relevant to be applied in marginal educational contexts or those of specially
vulnerability because it facilitates access to the subjectivity of the participants and their
interpretations of reality. Our objective was to understand the professional practices of the
leaders themselves. We analyzed them to derive results and conclusions aimed at proposing
improvement strategies, Simultaneously, we made recommendations to enhance leadership
competencies through training processes.

The research questions for this study addressed social justice, support for teacher leaders
and plans for succession. To what extent did teachers view social justice as inclusive and
sustainable leadership when they assumed the role of principal? What support did teachers
receive as they assumed the leadership role? How did teacher leaders plan for succession beyond
their term as principal?

Sample

The sample included five principals, four of whom were primary school principals and
one who was a secondary school principal. In our study, purposive sampling was used because
the participants were directly relevant to our objective. We ensured that they had specific
experiences or characteristics that were essential for a deep understanding of the topic.
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This method of sample selection allowed us to include diverse perspectives, capturing
different points of view, contexts, and experiences to reflect the complexity of the topic. We
were able to optimize resources and time because we focused on the most significant and
relevant cases (McMillan & Schumacher, 2010). Below, we listed some characteristics:

e Principal 1: He has been a school teacher for 19 years, and he has been a principal for
18 years in the same school. He started in management before 2010 and did not
require specific training. He recently completed leadership training at the University
of Barcelona.

e Principal 2: She was a primary school teacher for 14 years, and she has been a
principal for 2 years. She was the middle school coordinator. She completed
management training and pedagogical leadership in the Department of Education.

e Principal 3: She was a primary education teacher for 14 years. She has been a school
teacher for 12 years and has been a principal for 2 years. She completed management
training and pedagogical leadership at University of Barcelona.

e Principal 4: She has been a principal for 20 years, and she came to the school at
request of Department of Education with the objective of improving educational
results. She has been a principal for 2 years in the same school. She started in
management before 2010 and did not require specific training.

e Principal 5: She was a secondary school teacher for 16 years. She has been a school
teacher for 15 years in the same school. She has been a principal for 1 year at a
different secondary school. She completed management training and pedagogical
leadership at Institute of Continuing Education of the University of Barcelona.

Site

We selected three schools located in the metropolitan area of Barcelona that have high
concentrations of migrant families. School principal 1 is in a region that has a large concentration
of people from Morocco and China. School principals 2 and 3 are located in a municipality
adjacent to the city of Barcelona with a population of approximately 15,000 inhabitants. More
than 20% of its population is of foreign origin, mainly from South and East Asia and North
Africa (IDESCAT, 2024). Principals 4 and 5 are located in the city of Barcelona. All of them
have between 350 and 600 students. Table 1 shows general information.

Table 1
Characteristics of the schools
Schools
1 2 3 4 5

Number of students 440 350 446 312 650
Staff number 32 29 30 23 75
Population of the city 120,000 13,100 24,400 1686,000 1686,000
Population born outside of 60,000 4,500 3,066 900,000 900,000

Catalonia (IDESCAT, 2024)
Source: Compiled by the authors.
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Data Collection

The main method of data collection was the semi-structured interview with a duration of
between 50 and 70 minutes. The interview protocol was reviewed and validated by school
principals and experts on the subject. The interviews were carried out in the schools themselves.
Participation was voluntary and everyone agreed to the informed consent. The topics discussed
with principal interviews focused on training programs, transition, succession, inclusion and
sustainability.

Data Analysis

Data analysis was performed using Atlas-ti v25 qualitative data software. An inductive
process was carried out to identify the units of meaning, categories and core concepts. Five
interviews were analyzed, obtaining 22 categories and 4 meta-categories (Sabariego Puig, Vila &
Sandin, 2014). The results and their discussion are presented below.

Results and Discussion

In this section we report the teacher leaders’ views of the importance of their experience
as teachers, and then we address the research questions.

Actions aimed at inclusive and sustainable leadership

In this section the results of the first question are presented: To what extent did teachers
view social justice as inclusive and sustainable leadership when they assumed the role of
principal? Careful planning in these times of constant change ensures the sustainability of
institutional policies, the continuity of projects, and the possibility of incorporating ideas and
approaches that enrich leadership and management (Hargreaves & Fink, 2011).

Leaders highlighted significant shifts when transitioning from teaching to management
roles, emphasizing social justice and inclusion as central to their leadership approach. They
stressed that teacher leaders who are still in the classroom and who, in the future, want to move
into school leadership, will have to demonstrate a strong commitment to addressing diversity by
providing tailored support to meet the unique needs of each situation. Their work will be oriented
toward driving meaningful change and improvement, supported by well-structured teams,
strategic medium- and long-term planning, and effective conflict resolution mechanisms.

Teacher leaders aim to build strong external connections by working collaboratively
within networks and engaging with the wider community beyond academic activities, further
enhancing inclusion and social justice.

A long-term sustainable vision was also emphasized, with leaders focusing on developing
enduring projects capable of achieving lasting outcomes. This required building consensus and
securing the support of all stakeholders, including teachers, students, families, and community
partners. Through these efforts, teacher leaders placed social justice and inclusion at the core of
their management practices, ensuring these principles shaped their strategic and operational
decisions.

We have seen teacher leader’s ability to adapt to an ever-changing environment does not
guarantee the sustainability and institutionalization of educational proposals. A commitment is
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required in the medium and long term. Strategic planning and leadership development geared
towards social justice and inclusion are indispensable to building education policies that endure
and evolve with the needs of the education community (UNESCO, 2009).

The implementation of committed structures and the creation of external links strengthen
the support network necessary to give continuity to the educational project of the school and to
carry out a succession of management because, as Hargreaves and Fink (2011) point out, once
the handover and transition have been carried out, a longer-term phase begins because it includes
the preparation of the people who will be the future successors and includes several years of
training.

Teacher Experience and Leadership

The Education Law established the foundations for the professionalization of
management several years ago (Law 12/2009). This law was deployed, mainly, through Decrees
102/2010 and 29/2015 that point out that one of the key components to professionalize the
principalship is training and experience as classroom teachers. The decrees state that this training
must be innovative and adjusted to the demands and challenges faced by school principals.
Studies such as that of Silva, del Arco and Flores (2018) have shown how, management training
has developed leadership competencies.

Training as principals before taking up the position has been a success according to one
of the principals: “The training has contributed to the improvement of my work. I believe that it
generates commitment to yourself, to the teachers and the management team and has helped me
to establish clear and defined goals™ (P5).

Having previous experience allowed classroom teachers to face the task with a more
situated knowledge because they know the school reality of the needs of classroom teachers, and
they know the needs of families. Two of the principals accessed by indications of higher
instances before 2010 in 2008.

I arrived at school and that same year the principal told me, “-I don’t want to continue
and, as you are one of the few permanent ones in this school, I see you are capable of
taking the position”. So after a year of being at the center I found this proposal and that’s
how I agreed.

Previous training was not a requirement at that time, and it caused the principal to
dedicate himself to trying to understand the operation, he pointed out that “to be honest in the
first years, I dedicated myself to surviving and little else. I entered the principalship with little
experience and without any training. A little training ... would have helped me” (P1).

Spending a few years working as a teacher and then working as a principal allowed him
to gain authority to influence others, to have the support he needed to succeed and he was able to
guide the objectives of his work.

The evaluations of the participants identified that the training they received as principals
could be updated. Lifelong learning is necessary. The majority of training programs had uniform
and standardized learning content that did not include content related to the analysis of the
diversity of specific contexts. Principal 2 said, “I think that the master’s degree in directing is
only instructive. I have also been doing leadership training for emotional well-being and in the
master's degree this topic is addressed only in a very general way” (P2).
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Support and collaboration

The second research question could be the heading of this section: What supported
teachers as they assumed the leadership role?

Principals alluded to strategies of mutual support of school leaders. They could assist
each other in their professional development. The implementation of strategies aimed at
professional development has allowed them to be reflective managers who are implementing
projects that are coherent with the school reality. This idea coincides with the study carried out
by Harris, et.al. (2017). Principal 5 said,

In order to have good practices it is necessary to reflect on our work, sharing the
knowledge and experience that already exists in the school is essential. Learning from
others and with others brings us closer together as a teaching team (P5).

There are three key aspects of support that contribute to the Spanish model of training
school leaders working more and more and complementing the previous training they receive
before entering the position. First inspectors provide support. Segura, Gairin, and Silva, (2020)
state that school inspectors can help managerial leadership improve through counseling,
evaluation, and supervision. For their part, Antiinez and Silva, (2020) mention that the inspector
has elements to diagnose whether the leadership that is being developed in the school is the most
appropriate. They have the necessary formal and informal information channels and, above all,
direct observation through their frequent visits and face-to-face meetings with principals.

This is what one of the participants commented. “The project is from the school, but the
inspector knows it very well and thoroughly. In my opinion, for it to take root in the school, the
continuity and support of the inspectors is desirable” (P1). Another of the principals told us that
he has not always had good inspectors, but that, currently the service has improved, “I have to
say that we are very happy with the inspector, there is very good communication. He explains
everything to you, helps you and is very present at school” (P4).

We are convinced that in order for teacher leadership initiatives to take root in the school
culture and to motivate other principals to access the position, it is crucial to have inspectors who
are not only present, but also actively engaged with the educational community. This
collaboration can be a decisive factor in improving the quality of education and fostering a more
effective and dynamic working and collaboration environment.

Second, communities of professional practice are a key strength to school leadership.
Reflecting on professional practices allows learning from the experience of other people who are
in similar situations (Schon, 1983). Experience has taught us that when concerns are shared with
colleagues, the dimension is revitalized. The advantages of using and belonging to a professional
community of practice (CPP) creates nodes of collaboration and knowledge management. We
have experiences that have worked, such as Network of care for families and children in the
Raval area [ XAFIR by its acronym in Catalan] (Bosco & Iglesias, 2015), which have taught us
that continuity is essential. One of its conclusions is precisely that changes affect the
achievement of objectives. Therefore, it is necessary to plan its development and think about
sustainability because it is an effective tool that benefits schools and is feasible to implement
(Cross, 2013).

If we consider that schools are organizations that face increasingly diverse challenges,
these CPPs can help people who exercise managerial tasks to advance in the search for solutions,
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strategies and concrete proposals (Wenner & Campbell, 2017). Some of the topics that principals
address in their continuing education seminars are, for example: development of protocols for
deploying regulations; “strategies to improve meetings; actions to renew the internal and external
image of schools; emotional management, actions to address diversity in classrooms, strategies
to promote curricular reforms” (Decree 175/2022).

This strategy constitutes a valuable action for personal and group self-regulation.
Seminars promoted by principals and inspectors in schools have made it possible to strengthen
knowledge and training. The seminars arose from informal administrative meetings where the
main objective was planning and, currently, they have become spaces to review their projects
and contrast their own experience with that of other schools.

We set a day every two weeks. We have an area training program. I like that we do core
training, huh! I think this enriches a lot and above all it enriches the experience of all of
us as principals together with the Inspectorate (P2).

Third, school principals design and manage their own professional development.
Learning from expert colleagues based on individual initiatives is an example to start the
journey. Weinstein, et al., (2016) points out that first-time principals tend to attribute greater
importance to the help they receive from colleagues in their closest circles than to certain
institutional supports that are further removed from their reality. When we asked what actions
help principals to lead schools, Principal 4 pointed out:

The experience of the other colleagues puts you on alert. The fact that they help you with
their cases and that they warn you that this is not being complacent but something much
more complicated is good because you already know what you are facing. Seminars help
us learn through experience and feeling that you are not alone is very comforting (P4).

Reflection on practices and collective learning from similar experiences has enabled
principals to find effective solutions to the challenges they face. Through interaction with
colleagues, principals not only reinforce their knowledge, but also build a sense of community
that helps them face the challenges of a more socially justice-oriented leadership, as Wenner and
Campbell (2017) point out.

Succession of Direction and Educational Change

The third research question could serve as the heading for this section: How did teacher
leaders plan for succession after their term would end? The immigration crisis creates a key
moment for leaders to focus their work on inclusion and sustainability (Farreras, 2025).
Sustainability encompasses a series of processes relating to the decisions and actions that are
carried out in the school to manage the transfer of the principalship from one person to another.
The results obtained coincide with the ideas of White and Cooper (2011) because sustainability
is a process of planning and the design of a strategy that ensures a project of continuity and
leadership. From the moment the position begins to be exercised, the principal is already
thinking about a new cycle of transition that constitutes a continuous cycle of improvement
(Hargreaves & Fink, 2005). In the case of schools in Catalonia, this process is regulated
(Department of Education, 2024). The outgoing principal has to transfer to the incoming
principal all administrative and economic documentation.
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Transition is often conceived as a momentary episode, a formal ceremony of transfer of
powers when, on the contrary, Sorenson, (2005) argues that entry and exit planning is needed
along with the time to plan. The principals said that the succession they experienced was not a
single administrative action, but a series of actions that lasted over time until the period of
adaptation and the transition from the teaching function to the managerial function was
accomplished.

Our study aligns with the findings of Hargreaves (2005) and Loken (2023), as principals
reported that the transition process involved collaborative decision-making with teachers and the
outgoing management team, as well as mentoring from outgoing principals and, in some cases
inspectors facilitated their new leadership.

Effective change planning and its implementation as an institutional practice has been
reflected throughout the organization and in each of the people who work in it. As identified by
Macmillan, Meyer, Northfield (2004), one of the most experienced principals, commented that
the cost of effective handover through planning, implementation, guidance and advice is very
small in relation to the effects that can be caused by a poorly prepared, poorly implemented, or
non-existent process. He pointed out that,

when there is no time to make an adequate replacement and if I do not have some
mechanisms or guidelines to be able to help the person who enters, then it is impossible
to make a good managerial succession...on the other hand, if you know that you have
finished the mission and you already know that you will leave, then you have time to
prepare the person, but otherwise, it is impossible (P1).

This statement coincides with Bartlett (2011) and Gordon and Patterson (2006), in that
the impact of managerial transitions varies drastically depending on the conditions that surround
them. The leadership of teachers who access management is one of the pillars of any
organization. It is necessary to guarantee and generate the conditions so that the decision-making
processes respond to the objectives established. in educational projects and to ensure that actions
promote continuity and sustainability using resources in the most efficient way possible.

Conclusions

Regarding teacher leadership, we believe that a teacher leader develops a vision of the
school, that allows them to better understand classroom dynamics, student needs, family
expectations and, above all, collaboration between teachers. This knowledge is key to making
informed decisions focused on the well-being of the educational community when they decide to
take the lead in a school.

Another element we are interested in highlighting is that by fostering teacher leadership,
teachers acquire essential skills such as conflict resolution, team management, strategic planning
and effective communication. These skills are fundamental to lead a school in an efficient and
collaborative way as highlighted in what will be the new training decree for principals (Ministry
of Education, 2025).

Teachers who take on leadership roles may be more open to implementing changes and
innovations in the classroom. This ability to innovate is crucial when they move into
management roles, as they can drive educational transformations on a larger scale.
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We are convinced that strengthening leadership from the teaching stage prepares future
principals to face the challenges of school management. The accumulated experience enables
them to adapt better to new roles and take on responsibilities more confidently and effectively
because they understand the importance of planning with a strategic and sustainable approach.

It is a good thing that, as part of the Spanish model of school management, all people
have exercised teaching functions before accessing management, the importance of initial and
continuous training is also recognized to enhance professional skills and knowledge of the
educational context. Collaboration and knowledge transfer through communities of practice are
also positively valued because it helps leaders to increase their influence beyond the walls of the
institution, generating a positive impact on the educational community.

We are convinced that, after taking care of the processes of handover and management
transition, leaders maintain a long-term vision, ensuring that educational projects are sustainable
and viable over time. This perspective will allow educational initiatives to be integrated, little by
little and effectively, into the institutional culture, promoting an enriched and sustainable
learning environment that benefits all the people who live and work in the school.

The change from being a classroom teacher to being a school principal entails a
transformation that requires a deep understanding of the educational landscape. For new
principals seeking to assume leadership roles, prior teaching experience and specialized training
have been among the most valued aspects in the Spanish model. Having a comprehensive view
of classroom dynamics, as well as the needs of students and their families, combined with
leadership training, will enable them to develop skills that promote more effective governance in
schools. As Spanish society and educational leadership continue to evolve, the training of teacher
leaders must center on issues such as inclusion, sustainability, and support for transition
processes.

Recommendations
Recommendations resulting from this study include:

e Offer specific training programs focused on inclusive leadership. These programs
should equip teacher leaders with strategies to address diversity, equity, and inclusion
effectively, first in the classroom and after in the school. The training should cover
how to create supportive environments for students with diverse needs, backgrounds,
and learning styles.

e Establish formal mentoring programs that connect experienced principals with
teacher leaders transitioning into leadership roles. These mentor principals can offer
invaluable guidance, support, and practical advice to help address the complexities of
school management.

e Provide tailored resources designed to support teacher leaders during this critical
transition, focusing on essential areas such as strategic planning, conflict resolution,
and effective communication. Emphasize the significance of well-structured
succession processes to uphold a long-term vision and ensure the sustainability and
continuity of educational projects within the school community.

e Training is crucial before accessing the position, at the beginning of the management
period and during its development, however, having experience as teachers and
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becoming school leaders is a success of the Spanish model and the people who
participated in our study confirmed it. These ideas are in line with the Ministry’s new
guidelines for the training of school principals (Ministry of Education, Vocational
Training and Sport, 2025). Even so, it is too early to draw conclusions about
improvements. We can say that the process of strengthening teacher’s leadership
competences is in progress.

Ethical Statement

The research was carried out respecting the ethical principles of confidentiality and
anonymity. Informed consent was obtained from all participants, who were duly informed about
the objectives, procedures, and possible implications. Documents and interviews were made in a
safe and respectful environment. Both the design of the study and its implementation complied
with the ethical guidelines of the University of Barcelona.

Funding
This article is derived from the project “Transition and succession in schools in

Catalonia”. Coordinated by Dr. Silva, P. and Dr. S. Antiinez and with funding from Department
of Didactics and Educational Organization. University of Barcelona.



International Journal of Teacher Leadership Silva et al. ® Spanish Model School Leaders 120
Volume 14, Number 2, Fall 2025 ISSN: 1934-9726

References

Antunez, S. (2002). I don’t want to be a director either. Educational organization and
management.: Journal of the European Forum of Education Administrators, 10(2), 15-18.
Available in https://dialnet.unirioja.es/ejemplar/32803

Antunez, S. & Giiell, M. (2019). Self-direction. Guidelines for school principals. Horsor1.

Antunez, S., Silva, P. & Salter, C. L. (2019). Factors affecting emotional management in highly
complex schools. The case of two Spanish schools. In Oplatka & Arar (edit). Emotion
Management and Feelings in Teaching and Educational Leadership, 149-170. Emerald
Publishing Limited.

Antanez, S. & Silva, P. (2020). The training of school principals and the Educational
Inspectorate. Advances in Educational Supervision, (33).
https://doi.org/10.23824/ase.v0i33.688

Antunez, S. & Silva, P. (2024). Chapter 6. Replacement and transition in the management of
schools. In Gairin-Sallan, (Coord.) Management and leadership of educational centers.
Nature, development and professional practice. Narcea.

Aramendi, P. & Teixido, J. (2010). Access to school management in public schools in the
Basque Country. Spanish Journal of Pedagogy, 68(246), 313-332. Available in
https://dialnet.unirioja.es/servlet/articulo?codigo=3206706

Bartlett, C. (2011). Principal succession: Trends and impacts. University of Houston. Available
in http://search.proquest.com/openview/91b6229d02ele7cb6tbedcb271c3b004a/1?pg-
origsite=gscholar&cbl=18750&diss=y

Berg, J. H., & Zoellick, B. (2019). Teacher leadership: toward a new conceptual framework.
Journal of Professional Capital and Community, 4 (1), 2—14.
https://doi.org/10.1108/JPCC-06-2018-0017

Bosco A., Iglesias, E. (2015). Capitulo 6. Comunidades de practica en el ambito educativo y
social: andlisis de dos experiencias. In Gairin, J. (2015). Las comunidades de practica
profesional. Creacion, desarrollo y evaluacion. Wolters Kluwer.

Capobianco, B. M., & Feldman, A. (2006). Promoting quality for teacher action research:
Lessons learned from science teachers’ action research. Educational Action Research,
14(4),497-512. https://doi.org/10.1080/09650790600975668



https://dialnet.unirioja.es/servlet/revista?codigo=1613
https://dialnet.unirioja.es/servlet/revista?codigo=1613
https://dialnet.unirioja.es/ejemplar/32803
https://doi.org/10.23824/ase.v0i33.688
https://dialnet.unirioja.es/servlet/articulo?codigo=3206706
http://search.proquest.com/openview/91b6229d02e1e7c6fbe4cb271c3b004a/1?pq-origsite=gscholar&cbl=18750&diss=y
http://search.proquest.com/openview/91b6229d02e1e7c6fbe4cb271c3b004a/1?pq-origsite=gscholar&cbl=18750&diss=y
https://doi.org/10.1108/JPCC-06-2018-0017
https://doi.org/10.1080/09650790600975668

International Journal of Teacher Leadership Silva et al. ® Spanish Model School Leaders 121
Volume 14, Number 2, Fall 2025 ISSN: 1934-9726

Castillo-Lopez, M., Romero Sanchez, E., & Minguez Vallejos, R. (2022). El método
fenomenologico en investigacion educativa: una revision sistematica. Revista
Latinoamericana de Estudios Educativos (18,2),241-267. Retrieved from
https://www.redalyc.org/journal/1341/13417570601 1/html/

Catalan Social Action Entities ECAS (2020). Social indicators in Catalonia in relation to the
state and European context. Monograph 11, Migrations and vulnerability. Retrieved from

https://acciosocial.org/wp-
content/uploads/2020/01/INSOCATI11_ Migracions_2020_ECAS.pdf

Cheung, R., Reinhardt, T., Stone, E., & Little, J. W. (2018). Defining teacher leadership: A
framework. Phi Delta Kappan, 100(3), 38-44.

Corey, S. M. (1949). Curriculum development through action research. Educational Leadership,
7(3), 147-153.

Costa, X. (2021). The Management of Management Transition Processes in Primary Education
Schools in Catalonia: A Case Study. Doctoral dissertation. University of Barcelona.
Available in http://hdl.handle.net/2445/187180

Cribb, A., & Gewirtz, S. (2003). Towards a sociology of just practices: an analysis of plural
conceptions of justice. In C. Vincent (Ed.), Social justice, education and identity, pp. 15 -
30. RoutledgeFalmer.

Cross, J. (2013). Unity of knowledge. Communities of Practice. Fundacié Factor Huma.

Curry, K., Mania-Singer, J., Harris, E., & Richardson, S. (2018). Teacher Collaborative Action
Research: The Complexity of Professional Development in Rural Environments. Journal
of School Leadership, 28(2), 173-201. DOI:10.1177/105268461802800202

Decree 155/2010, of 2 November, of the management of public educational centres and of the
professional teaching management staff. DOGC 5753 — 11.11 (2010). Available in
https://portaljuridic.gencat.cat/eli/es-ct/d/2010/11/02/155

Decree 175/2022, of 27 September, on the organization of basic education. DOGC 8762
29/09/2022.

Decree 29/2015, of 3 March, amending Decree 155/2010, of 2 November, on the management of
public educational centers and professional teaching management staff. DOGC 6824 -
5.3.2015 (2015). Available in https://portaljuridic.gencat.cat/eli/es-ct/d/2015/03/03/29



https://www.redalyc.org/journal/1341/134175706011/html/
https://acciosocial.org/wp-content/uploads/2020/01/INSOCAT11_Migracions_2020_ECAS.pdf
https://acciosocial.org/wp-content/uploads/2020/01/INSOCAT11_Migracions_2020_ECAS.pdf
http://hdl.handle.net/2445/187180
https://doi.org/10.1177/105268461802800202?urlappend=%3Futm_source%3Dresearchgate.net%26utm_medium%3Darticle
https://portaljuridic.gencat.cat/eli/es-ct/d/2010/11/02/155
https://portaljuridic.gencat.cat/eli/es-ct/d/2015/03/03/29

International Journal of Teacher Leadership Silva et al. ® Spanish Model School Leaders 122
Volume 14, Number 2, Fall 2025 ISSN: 1934-9726

Denzin, N., & Lincoln, Y. (Eds.). (2005). Sage handbook of qualitative research (3ed.) Sage.

Department of Education (2024). Documents for the organization and management of centers.
Management of the center. Curs 2024-2025 Available in
https://educacio.gencat.cat/ca/arees-actuacio/centres-serveis-
educatius/centres/organitzacio-gestio/doigc/

DuFour, R. (2004). What is a professional learning community? Educational Leadership, 61(8),
6-11.

DuFour, R., & DuFour, R. (2009). Revisiting Professional Learning Communities at Work New
Insights for Improving Schools. Solution Tree Press.

Farreras, C. (28 de agosto 2025). Uno de cada ocho alumnos que estudia en las escuelas
espafiolas es extranjero. La Vanguardia. Retrieved from
https://www.lavanguardia.com/vida/20250825/10998787/ocho-alumnos-estudia-escuelas-
espanolas-extranjero.html

Fuster Guillen, D. E. (2019). Investigacion cualitativa: Método fenomenolégico hermenéutico.
Propositos y representaciones, 7(1), 201-229.
http://dx.doi.org/10.20511/pyr2019.v7n1.267

Gairin, J., Asparo, C. & Silva, P. (2013). El «bullying» escolar. Consideraciones organizativas y
estrategias para la intervencion. Educacion XX1, 16(1), 19-38.
https://doi.org/10.5944/educxx1.16.1.715

Garcia Gardufio, J.M., Slater, C.L., Lopez-Gorosave, G. (2011). The novice school director: state
of research and theoretical approaches. Ibero-American Journal on Quality, Efficacy and
Change in Education, 93(3), 31-50.

Gordon, S. P., & Solis, R. D. (2018). Teacher leaders of collaborative action research:
Challenges and rewards. i.e.. inquiry in education, 10(2), 3. Retrieved from:
https://digitalcommons.nl.edu/ie/voll10/iss2/3

Gordon, J., Patterson, J. (2006). School leadership in context: Narratives of practice and
possibility. International Journal of Leadership in Education, 9(3), 205-228.
https://doi.org/10.1080/13603120600797831

Grissom, J. A., Egalite, A. J., & Lindsay, C. A. (2021). How principals affect students and
schools. Wallace Foundation.


https://educacio.gencat.cat/ca/arees-actuacio/centres-serveis-educatius/centres/organitzacio-gestio/doigc/
https://educacio.gencat.cat/ca/arees-actuacio/centres-serveis-educatius/centres/organitzacio-gestio/doigc/
https://www.lavanguardia.com/vida/20250825/10998787/ocho-alumnos-estudia-escuelas-espanolas-extranjero.html
https://www.lavanguardia.com/vida/20250825/10998787/ocho-alumnos-estudia-escuelas-espanolas-extranjero.html
https://doi.org/10.5944/educxx1.16.1.715
https://doi.org/10.1080/13603120600797831

International Journal of Teacher Leadership Silva et al. ® Spanish Model School Leaders 123
Volume 14, Number 2, Fall 2025 ISSN: 1934-9726

Hanushek, E. A., Peterson, P. E., Talpey, L. M., & Woessmann, L. (2019). The achievement gap
fails to close. Education Next, 19(3), 8-17.

Hargreaves, A. & Fink, D. (2011). Succeeding Leaders: Supply and Demand, in White, R. &
Cooper K. (Eds.). Principals in Succession. Transfer and rotation in Educational
Administration, p 11-26. Springer. https://doi.org/10.1007/978-94-007-1275-1 3

Hargreaves, A. (2005). Leadership succession. The educational forum 69(2), 163-173. Taylor &
Francis Group.

Hargreaves, A., & Fink, D. (2005). Sustainable leadership. The essentials of school leadership,
173-189.

Harris, A., & Jones, M. (2019). Teacher leadership and educational change. School Leadership &
Management, 39(2), 123-126. htps://doi.org/10.1080/13632434.2019.1574964

Harris, A.; Ng Foo Seong, D.; Jones, M.; Don Thanh, N. (2017). Liderazgo docente en
perspectiva: evidencia, implicaciones y rumbos futuros, en Weinstein, J. & Muioz G.
(ed). Mejoramiento y liderazgo en la escuela. Nueve miradas. Santiago de Chile.
https://bibliotecadigital. mineduc.cl/handle/20.500.12365/17524

IDESCAT, Institute of Statistics of Catalonia. (2024). Foreign population on 1 January. By
municipalities. Available in https://www.idescat.cat/

Jacobs, J. Gordon, S.P., & Solis, R. (2016). Critical issues in teacher leadership: A national look
at teachers’ perceptions. Journal of School Leadership. 26(3), 374-406.

Law 12/2009, of 10 July, on education. Catalonia, DOGC 5422 of 166/07/2009. Available,
https://portaljuridic.gencat.cat/ca/document-del-pjur/?documentld=480169

Leithwood, K., Seashore, K., Anderson, S., & Wahlstrom, K. (2004). Review of research: How
leadership influences student learning. Wallace Foundation.

Lewin, K. (1948). Resolving social conflicts: Selected papers on group dynamics. Harper &
Row.

Loken, C. L. (2023). Supporting School Transitions for Veteran Principals. Doctoral
dissertation. University of Portland School of Education. Available in
http://core.ac.uk/download/pdf/571265147.pdf



https://doi.org/10.1080/13632434.2019.1574964
https://bibliotecadigital.mineduc.cl/handle/20.500.12365/17524
https://www.idescat.cat/
https://portaljuridic.gencat.cat/ca/document-del-pjur/?documentId=480169
http://core.ac.uk/download/pdf/571265147.pdf

International Journal of Teacher Leadership Silva et al. ® Spanish Model School Leaders 124
Volume 14, Number 2, Fall 2025 ISSN: 1934-9726

Macmillan, R. B., Meyer, M. J., & Northfield, S. (2004). Trust and Its Role in principal
Succession: Preliminary Examination of a Continuum of Trust. Leadership and Policy in
Schools, 3(4), 275-295. https://doi.org/10.1080/15700760490901993

McMillan, J. H., & Schumacher, S. (2010). Research in Education: Evidence-Based Inquiry.
MyEducationLab Series. Pearson.

Ministry of Education, Vocational Training and Sport, 2025. Draft Royal Decree developing the
characteristics of the training programme on the development of the management
function.

Montero, A. (2007). Management project and managerial exercise. Wolters Kluwer Education.
Murillo, F. J., & Pérez, M. J. (1998). Implications of the stability of the directors in the dynamics

of the educational center. Bordon, 50(2), 145—158. Available in
https://dialnet.unirioja.es/servlet/articulo?codigo=54591

Murillo, J., & Hernandez, R. (2011). Towards a concept of social justice. Ibero-American
Journal on Quality, Efficacy and Change in Education, 9(4), 7-23. Available in
http://www.rinace.net/reice/numeros/arts/vol9num4/art1.html.

Nguyen, D., Harris, A., & Ng, D. (2019). A review of the empirical research on teacher
leadership (2003—-2017): Evidence, patterns and implications. Journal of Educational
Administration. 58(1), pp. 60-80. DOI: 10.1108/JEA-02-2018-0023

Organic law 3/2020, de 29 de diciembre, por la que se modifica la Ley Orgénica 2/2006, de 3 de
mayo, de Educacion. art. 13. Available in https://www.boe.es/eli/es/10/2020/12/29/3

Pan, H. L. W., & Chen, W. Y. (2021). How principal leadership facilitates teacher learning
through teacher leadership: Determining the critical path. Educational Management
Administration & Leadership, 49(3), 454-470.

Sabariego-Puig, M., Bafos, R. V., & Sandin-Esteban, M. P. (2014). Qualitative data analysis
with ATLAS. It. REIRE Journal of Innovation and Research in Education, 7(2), 119-133.

Schmidt-Davis, J., & Bottoms, G. (2011). Who’s Next? Let’s Stop Gambling on School
Performance and Plan for Principal Succession. Southern Regional Education Board
(SREB). Available in https://eric.ed.gov/?1d=ED528727

Schon, D. A. (1983). The reflective practitioner. Jossey-Bass.


https://doi.org/10.1080/15700760490901993
https://dialnet.unirioja.es/servlet/articulo?codigo=54591
https://www.boe.es/eli/es/lo/2020/12/29/3
https://eric.ed.gov/?id=ED528727

International Journal of Teacher Leadership Silva et al. ® Spanish Model School Leaders 125
Volume 14, Number 2, Fall 2025 ISSN: 1934-9726

Schott, C., van Roekel, H., & Tummers, L. (2020). Teacher leadership: A systematic review,
methodological quality assessment and conceptual framework. Educational Research
Review, 100352.

Seashore Louis, K., Leithwood, K., Wahlstrom, K. L., & Anderson, S.E. (2010). Investigating the
links to improved student learning. Minneapolis, MN: University of Minnesota, Center
for Applied Research and Educational Improvement.

Segura, J., Gairin, J., & Silva, P (2020). Implications of the Educational Inspectorate in Catalonia
in the Process of Autonomy of Centres. REICE. Ibero-American Journal on Quality,
Effectiveness and Change in Education, 19(1), 61-82.
https://doi.org/10.15366/reice2021.19.1.004

Silva, P., Del Arco, 1., & Flores, O. (2017). The training of school principals in Catalonia.
Lessons learned five years after the Decree of Direction, Bordon, p109-124.
https://doi.org/10.13042/Bordon.2017.49427

Slater, C.L., Antinez, S., & Silva, P. (2021). Social justice leadership in Spanish schools:
Researcher perspectives. Leadership and Policy in Schools Journal, 20(1), 111-126.
https://doi.org/10.1080/15700763.2020.1838553

Sorenson, R. (2005). Helping new principals succeed. American School Board Journal, 192(4),
61-63.

Taylor, S. & Youngs, W. (2018). Leadership Succession: future-proofing and Deaf Education.
Journal of Deaf Studies and Deaf Education, 23(1), 71-81.

UNESCO, United Nations Educational, Scientific and Cultural Organization, (2009). Policy
Guidelines for Inclusion in Education. UNESCO.

Weinstein, J., Cuéllar, C, Hernandez, M. & Fernandez, M. (2016). Director for the first time. A
study on the experience and socialization of novice principals in municipal
establishments in Chile, Calidad de la Educacion, 44(July), 12-45.
http://dx.doi.org/10.4067/S0718-45652016000100002.

Weinstein, J. & Muioz G. (2017). Mejoramiento y liderazgo en la escuela. Nueve miradas.
Ediciones Universidad Diego Portales. Available in
https://bibliotecadigital. mineduc.cl/handle/20.500.12365/17524

Wenger, E. (1998). Communities of Practice: Learning, Meaning, and Identity, Learning in
Doing Social, Cognitive and Computational Perspectives. Cambridge University Press.


https://doi.org/10.15366/reice2021.19.1.004
https://doi.org/10.1080/15700763.2020.1838553
http://dx.doi.org/10.4067/S0718-45652016000100002
https://bibliotecadigital.mineduc.cl/handle/20.500.12365/17524

International Journal of Teacher Leadership Silva et al. ® Spanish Model School Leaders 126
Volume 14, Number 2, Fall 2025 ISSN: 1934-9726

Wenner, J. A., & Campbell, T. (2017). The theoretical and empirical basis of teacher leadership:
A review of the literature. Review of educational research, 87(1), 134-171.
https://doi.org/10.3102/00346543166534

White, R. E. & Cooper, K. (Ed.) (2011). Principals Succession. Transfer and rotation in
Educational Administration. Springer.

Wildy, H., & Clarke, S. (2008). Charting an arid landscape: The preparation of novice primary
principals in Western Australia. School Leadership and Management, 28(5), 469—487.

Yin, R.K (2009). Case Study Research. Design and Methods. Sage.

York-Barr, J., & Duke, K. (2004). What do we know about teacher leadership? Findings from
two decades of scholarship. Review of educational research, 74(3), 255-316.
https://doi.org/10.3102/00346543074003255



https://doi.org/10.3102/0034654316653478
https://doi.org/10.3102/00346543074003255

