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ABSTRACT 
 
 
 

NURTURING SCHOOL LEADERSHIP FOR AT-RISK SCHOOLS 
 

IN THE GOLDEN TRIANGLE THROUGH ACTION LEARNING 
 
 
 

Apichai Chaiwinij 
 
 

This dissertation examines how 17 school leaders from six at-risk schools in the 

Golden Triangle of Thailand perceived the development of their leadership qualities 

through an Action Learning (AL) leadership development program and what factors in 

the AL program enabled that development. 

The Golden Triangle is the border area between Thailand, Myanmar, and Laos. 

This area in Thailand is considered one of the largest human and drug trafficking 

destinations, sources, and transit countries. The schools here regularly encounter 

leadership and administrative problems, as well as limited resources, while trying to 

deliver a quality education to at-risk students. The Ministry of Education, Thailand 

(MOE) uses the National Institute of Development of Teachers, Faculty Staff, and 

Educational Personnel to provide professional development programs for pre-service and 

in-service school administrators. These programs have not proven effective. 

To provide a more effective development method for leadership behavior, the 

researcher recommended an AL program to MOE. AL is an approach to working with 

and developing people through the real work of the school/organization. The 

recommendation was accepted by MOE, and the researcher co-designed an AL program 

with AL designers and practitioners and local experts and leaders. The researcher then 

designed a qualitative case study to determine if participants perceived a change in their 

leadership behaviors and characteristics and what factors in the AL program may have 



supported that change. The study employed five research methods: a survey with an 

expert panel, self-administered surveys, critical incident questionnaire (CIQ) interviews, 

debriefing sessions with the program coaches, and document analysis. 

The findings from the study showed the school context had a strong influence on 

the results. The design of Critical Success Factors in the AL program helped support the 

development of some leadership qualities and the transfer of that learning back to the 

schools. Results/conclusions indicated participants perceived some improvement in nine 

leadership qualities with strongest results in Communication Leadership, Caring 

Leadership, Collaboration, and Confident Leadership. Recommendations were suggested 

for AL designers and practitioners, MOE administrators, and future research. 
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DEDICATION 
 

In remembrance of King Bhumibol Adulyadej of Thailand, King of Our People 
December 5, 1927 - October 13, 2016 

 

King Bhumibol Adulyadej, who was conferred the title King Bhumibol the Great 

in 1987, was the ninth monarch of Thailand from the Chakri dynasty, titled Rama IX. 

Having reigned since 1946, he was at the time of his death the world’s longest-reigning 

head of state. 

The Golden Triangle, the border area between Thailand, Myanmar, and Laos, has 

been one of the world’s largest human and drug trafficking destinations. The major 

population in this area are hill tribe/minority people. King Bhumipol founded the Royal 

Project Foundation (RPF) in 1969 in order to help improve the quality of life of the hill 

tribe people, decrease opium-growing in the highlands, and prevent the destruction of 

natural resources. His initiative projects focused on making best use of the soil, 

increasing the amount of alternative agriculture, and selling products that benefit 

Thailand’s economy. Today, RPF has 38 development centers across five provinces in 

northern Thailand—Chiangmai, Chiangrai, Lamphun, Phayao, and Mae Hong Son—with 

more than 1,800 projects all serving the core purposes of RPF. 

In order to further his mission to provide education for disadvantaged students, 

when the king found a need for education that was undersupported by the Ministry of 

Education (MOE), he would often build a school to serve those disadvantaged students. 

In 1963, for example, the king raised funds to help children orphaned by a disaster in 

southern Thailand. This fund was used to establish the Rajaprajanugroh Foundation (RF) 

to rebuild 12 schools; later, the king named these schools as Rajaprajanugroh 1, 2, 3, ... 

12 schools. When the foundation received more donations than were required to complete 

these 12 schools, the foundation established more Rajaprajanugroh schools in Mae Hong 

Son Province serving hill tribe children in the north of Thailand. Today, there is a total of 
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58 Rajaprajanugroh Schools in the country serving disadvantaged students—with ten of 

them in the north. 

The king viewed education in a broader perspective than simply meeting basic 

needs for knowledge and thinking. He believed education should also foster ethical 

behavior, perseverance, and the ability to apply knowledge to practice. He stated in 1979, 

“In order to develop the nation, one should have not only knowledge, but other necessary 

qualifications.… These include being ashamed to commit a sin, honest in thought and 

action, grateful to the country and benefactors, unselfish, not willing to exploit others but, 

rather, being good hearted and kind to others.” 

I started my doctoral studies in 2016, the year that Thailand lost our truly beloved 

King Bhumibol the Great. I was, indeed, very fortunate to have been a Thai citizen under 

the reign of King Bhumibol the Great. His missions, projects, and philosophy have 

inspired and motivated me to be good-hearted and kind to others. I am honored to have met 

the king once—in the commencement diploma-awarding ceremony at Chulalongkorn 

University in 1998. Sadly, this was the last year before his health started failing so that he 

could no longer preside over this traditional ceremony, one where the king reminded all 

graduates: 

Self-assessment allows us to understand our own capabilities for 
appropriate work and optimal effectiveness. It also leads [us] to keep gaining 
more knowledge and further experiences in order to take all our abilities to a 
higher level. Ones who employ self-assessment would be able to work better 
than those who do not know about their self-assessment. 
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This study has two objectives that serve one main goal I believe congruent with the 

king’s intentions. My first objective is to help improve leadership qualities for 17 school 

leaders from six participating schools, serving over 4,000 hill tribe and disadvantaged 

students; all six participating schools in this study were either founded or supported by 

the king and his Rajaprajanugroh Foundation, or through the help of the Princess Mother 

and the Princess Sirindhorn: 

1. Rajaprajanugroh 24 School, Payao 

2. Rajaprajanugroh 26 School, Lamphun 

3. Suksasongkrao Chiangmai School, Chiangmai 

4. Suksasongkrao Chiangdao School, Chiangmai 

5. Suksasongkroa Jitaree School under the patronage of H.R.H. the Princess 

Mother, Lampang 

6. Suksasongkrao Mae Chan School, Chiangrai 

My second objective is to explore a more effective way to achieve school 

leadership development for at-risk schools in the northern schools. The findings, 

conclusions, and recommendations are planned to be presented to MOE with the hope 

that any documented positive practices could be further studied, developed, and 

implemented at other schools in the Golden Triangle—optimally resulting in both 

improved school leadership and consequent improvement in the quality of education for 

hill tribe students. 
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In sum, it is my profound hope that accomplishment of this project’s two core 

objectives will serve my one overarching goal, furtherance of our King Bhumibol’s 

mission to improve the quality of life of Thailand’s hill tribe people. 
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Chapter I 

INTRODUCTION 

Through a qualitative case study, this dissertation examines how 17 school leaders 

from six at-risk schools in the in the Golden Triangle of Thailand perceived the 

development of their leadership qualities through an Action Learning (AL) leadership 

development program and what factors of the AL program enabled that development.  

It is crucial to understand the context of the research site, so that will be explained 

first. I will then discuss, relevant leadership theories, the method of Action Learning, and 

present the problem statement. I will then provide the purpose statement, research 

questions, research approach, and anticipated outcomes. I will then present my own 

assumptions about the study, what I believe is the rationale, and an argument for the 

significance of the study, and conclude with definitions of key terms.  

Context 

The context to be discussed is the on-going leadership challenges of at-risk schools 

in the Golden Triangle, the border areas between Thailand, Myanmar and Laos (see 

Figures 1.1 and 1.2). Thailand is considered one of the largest human and drug trafficking 

destinations, sources, and transit countries, particularly due to Thailand’s relative 

affluence compared to other Greater Mekong Sub-region (GMS) countries (Biemann, 

2005; Chin, 2016; Spires, 2015). In the 2010 United States Department of state 

Trafficking in Persons Report (TIP), Thailand was listed on the US Tier 2 Watch List 
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which means that Thailand is not complying with the Trafficking Victims Protection 

Act’s (TVPA) (Spires, 2015). 
 
 
Figure 1.1. Topographical Map of Thailand Showing the Mountainous North 
 

 

 Source: Google Maps 
 
 
Figure 1.2. Region of the Golden Triangle in Thailand and Surrounding Countries  
 

 

. Source: http://www.newagebd.com/files/records/news/201805/41744_192.jpg 
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The schools within this area regularly encounter administrative problems as well as 

limited resources while trying to deliver a quality education to their underprivileged 

students (Spires, 2015). In order to support and promote basic education for 

disadvantaged children, the Special Education Bureau (SEB) was founded as a part of the 

Office of Basic Education Commission (OBEC) under the Ministry of Education (MOE) 

to develop and equip disadvantaged students with knowledge and life skills that will 

allow them to live with a good quality of life, happiness, and pride (SEB, 2019). 

Suksasongkroa Schools (SS) are a group of schools under SEB that particularly serve 

over 34,000 disadvantaged students throughout Thailand. Pointedly, the north of 

Thailand was the region where there were the highest number of disadvantaged students 

(approximately 9,500 students or 28% of total Thailand) and the majority of children 

come from minority or very poor families (SEB, 2019). 

As the founder and president of Warwick Hill Tribe Education Foundation, I have 

observed that many school leaders led and managed their teachers with traditional 

authoritarian approaches and the use of rewards and punishment to reinforce teachers 

compliance to what school principals request—the latter reminiscent of what Burns 

(1978) and Bass (1985, 1996) refer to as transactional leadership. According to 

interviews with two well-recognized and influential school principals in the Golden 

Triangle (A. Chaiwinij, Personal Communication, July 25, 2016; A. Chaiwinij, Personal 

Communication, July 31, 2016), many school principals exercised their leadership 

according to their own values and experiences, and manipulated their staff to work on 

their projects without listening to the voices of their staff. Most of the faculty meetings 

were organized for school leaders to inform staff about the progress of their designated 

work and to assign future projects to them. It was nearly impossible to hear the voices of 

teachers in the meetings. Many teachers—often unable to voice their concerns to 

authority figures—become exhausted from balancing teaching and their extracurricular 
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activity duties, and the subsequent stress motivated many to leave for better opportunities 

in the city.  

An example of the issues faced is a critical incident that occurred at an SS school 

in the North. It should be noted that this case might not be representative for all SS 

schools under SEB, but it is an interesting case to analyze in order to understand the 

consequences, as well as the causes and effects, of the organizational and leadership 

challenges that may occur in these schools.  

Among all SS schools under SEB, there was one particular school in the Mae-Jan 

district, the nearest SEB school to the center of the Golden Triangle, where there are 

severe problems with drug trafficking. Students were sent here either because they are 

minorities, their parents are unable to support them, or because of poverty. There were 

(and are) numerous principalship and organizational challenges in administering 

education at these schools. On February 15, 2016, a school principal was accused of 

being an autocrat (Thairath Online, 2016), and was further charged with creating a toxic 

working climate through his authoritarian leadership style. Specifically, he focused 

mainly on using his own personal values, experience, and expertise to lead his followers, 

and barely listened to the opinions of other staff within the school. In addition, his reward 

and punishment system was perceived as unfair and non-transparent. His administration 

constantly created disruptions, conflicts, and frustration that contributed to the creation of 

an oppressive atmosphere in the school. In the end, students, with the support from their 

teachers, decided to report this oppressive situation to officials and commit themselves to 

reform. They walked to the Mae-Jan governing office in order to protest and attempt to 

remove their principal. While the school principal described above was finally removed, 

the organizational and leadership challenges in the school since then have not been 

openly discussed or investigated. And since 2015, there have been at least four other 

school principals in the Golden Triangle accused of having created similar situations 
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(Bangkok Business News, 2015; Jit Isara Chiangdao News, 2017; Thairath Online, 2015, 

2016). 

Leadership 

There are many skills needed (for example, curriculum design, educational 

technology, inclusive learning) for teachers and school administrators in order to provide 

basic education for disadvantaged students in the Golden Triangle as well as to support 

the young to overcome academic and social challenges and live their lives with happiness 

and pride. As the founder and president of the Warwick Hill Tribe Education Foundation, 

however, I observed that there were protests in many SS against leadership in schools 

throughout the north of Thailand. These incidents demonstrated the organizational 

conflicts that had not been solved and ongoing leadership challenges faced by school 

leaders. 

These conflicts and ongoing leadership challenges were critical and kept expanding 

to other SS schools (Bangkok Business News, 2015; Jit Isara Chiangdao News, 2017; 

Thairath Online, 2015, 2016). The need to solve them was urgent. These persistent 

problems in the Golden Triangle motivated me to support the school administrators there 

with leadership development with the hope of helping to equip them with leadership 

qualities needed to overcome their leadership challenges and solve these conflicts in a 

collaborative way. 

Bass (1985, 1996) and Burns (1978) describe transactional leadership as that 

exemplified by leaders who motivate followers by exchanging rewards for services; they 

control the resources and rewards (e.g., salary increases, special benefits) for their 

subordinates and also may utilize punishments in order to achieve compliance from team 

members to solve routine challenges. As a result, they do not effectively create or tap into 
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intrinsic motivation that inspires, motivates, and builds capacity for organization or 

institutional change (Vera & Crossan, 2004). 

This type of authoritarian and transactional leadership style is not likely to generate 

enthusiasm and commitment to task objectives (Bass, 1985). Burns (1978) contrasts 

transactional leadership with transformational leadership in which leaders transform and 

motivate followers by emphasizing the importance of task outcomes, transcending 

followers’ self-interests in favor of the goals of organizations and teams, and highlighting 

followers’ higher-order needs: for recognition, achievement, and self-actualization, rather 

than for satisfaction of immediate self-interest. As a result, transformational leaders gain 

trust, admiration, loyalty and respect from their team, and motivate them to do more than 

meet expectations. 

Sashkin and Sashkin (2003) argue that organizations with cultures built by 

transformational leaders, do more than achieve sustained and outstanding performance. 

They sustain people in their life-long effort to define and construct meaning in their 

work-lives. Bass (1985) argues that transactional and transformational leadership styles 

are different but not exclusive processes, effective leaders often use a combination of 

these leadership styles.  

Building on leadership theorists such as those of Burns (1978), Bass (1985), 

Bennis and Nanus (1985), Kouzes and Posner (1987), Jaques (1986), Parsons (1960), 

Schein (1992), McClelland (1961), and Bandura (1982, 1986), Sashkin and Sashkin 

(2003), and Sashkin (1998) synthesized a combined style consisting of transactional 

leadership, transformational leadership, and organizational-context leadership. They 

suggest a comprehensive leadership theory, named Visionary Leadership Theory (VLT). 

VLT consists of ten elements of leadership behavior and characteristics, including, 

capable management, reward equity, communication leadership, credible leadership, 

caring leadership, creative leadership, confident leadership, follower-centered leadership, 

visionary leadership, and principled leadership (Sashkin & Sashkin, 2003). 
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Action Learning 

School administrators in Thailand need professional development programs to help 

them succeed in leading and empowering the schools, specifically, in the areas of 

educational leadership, organizational leadership, school planning and strategic 

development, and entrepreneurial and marketing initiatives (Gamage & Sooksomchitra, 

2006).  

The Ministry of Education, Thailand (MOE) established The Institute for the 

Development of Educational Administrators (IDEA) in 1978 to provide professional 

development programs for pre-service and in-service school administrators throughout 

Thailand in order to meet the standards of knowledge and performance for school leaders, 

developed by the Teachers’ Council of Thailand (TCT). In accordance, school principals 

are required to maintain their licenses by self-reporting that they have met the TCT 

standards of performance and requirements (OECD/UNESCO (2016). 

In 2005, IDEA was replaced the National Institute of Development of Teachers, 

Faculty Staff, and Educational Personnel (NIDTEP) that also serves teachers, faculty 

staff, and educational personnel under MOE. NIDTEP missions are (1) providing 

professional development programs; (2) promoting and supporting a learning network 

(community of professional development); (3) conducting research and developing 

innovations in professional development; and (4) coordinating and supporting 

professional development programs internationally (NIDTEP, 2019).  

While IDEA/NIDTEP has its own structure and identity, it is perceived primarily 

as the arm for implementing MOE policy under the tradition of centralized bureaucracy 

in Thai education (Hallinger, 2003). A 2010 study, conducted by OBEC, reported that 

42.6% of Thailand school administrators had low competency and 41.1% had a medium 

level of competency in education administration (Vanichseni & Associates, 2012), and 
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these school administrators lacked support when they were in their roles 

(OECD/UNESCO, 2016). 

Many school leaders believe that the available professional development programs 

are too generalized and not relevant to helping them address the adaptive, educational and 

social challenges of leading a school in the Golden Triangle. As a result, many feel 

reluctant to commute to Bangkok for several days in order to attend programs they feel 

are not useful for their real lives (A. Chaiwinij, Personal Communication, July 25, 2016; 

A. Chaiwinij, Personal Communication, July 31, 2016). Moreover, traditional 

professional development programs require significant time away from one’s workplace. 

Due to the limited resources and the understaffing of SS schools, it is difficult for school 

leaders in these venues to leave their responsibilities at the schools, even for a 

constructive/formal professional development program. Indeed, there is not enough staff 

to work in their place while they are away. In many cases, they assign their assistants or 

senior teachers to attend such programs on their behalf, and many of those representatives 

are not subsequently able to transfer what they learned and applied in these programs 

back to their workplace situations (A. Chaiwinij, Personal Communication, July 25, 

2016; A. Chaiwinij, Personal Communication, July 31, 2016). 

Historically, formal training in the classroom setting was the main means for 

conducting professional development programs. However, there are several weaknesses 

in this structure, such as costs, time spent on such activities, and the lack of transfer of 

what was learned (Marsick & Volpe, 1999; Phillips & Phillips, 2002). In the 

organizational environment of today, this type of training is no longer as useful as it once 

was, and there is a need to differentiate between training versus learning—and 

importantly, as seen below, learning that does not have to be done outside of the work 

context (Marsick & Volpe, 1999; Zuboff, 1988). 

Action learning is an approach to working with and developing people by 

(1) letting learners work on an actual project or problem as the way to learn, (2) teaming 
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learners in small groups to take action to solve problem, (3) fostering participants’ 

learning how to learn from actions taken in solving a problem, and (4) having learning 

coaches help the team members learn how to balance their work, itself, with the learning 

from that work (O’Neil & Marsick, 2007). AL is widely recognized as a cost-effective 

approach that enables leaders to develop capabilities while working to solve urgent 

organizational and social problems (Volz-Peacock et al., 2016). AL incorporates situated 

learning, informal and incidental learning, and learning from experience that can 

precipitate and foster transformative learning and critical reflection (Lamm, 2000; 

Marsick, 1990; Marsick et al., 2006; O’Neil & Marsick, 1994; Stein, 2001; Watkins & 

Marsick, 1993). AL constructs knowledge collectively with learning participants and 

learning community striving to solve difficult problems with no known solutions in work 

situations (Stein, 2001). Through dialogue and framing in authentic work situations, 

learners gain new insights, along with knowledge from, e.g., texts, expert sources and 

instructions (O’Neil & Dilworth, 1999) in order to allow them to apply gained insights 

and knowledge in new ways and situations.  

Similar to informal and incidental learning, AL allows learners to work on their 

real personal and organizational challenges in their workplace setting. The key difference 

is that AL incorporates learning from structured real life experiences—creating a more 

formal setting for learning informally or incidentally from experience (Marsick et al., 

2006). Furthermore, AL fosters transformative learning in the leadership areas of self-

understanding and inclusiveness, along with reflective action (Lamm, 2000). 

Theorists point out that AL helps increase learning and direct transfer of learning 

through a continuous cycle of action and reflection on real organizational problems 

leading to improved performance of the organizations (Ward, 2008; Yorks et al., 1998). 

In this project, leadership skills, behaviors and characteristics of visionary and 

transformational leadership were built through the AL process, including fostering self-

awareness, empowering teams, and facilitating team building (Choi, 2005; Lee, 2005; 
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Rahman, 2013). Most importantly, AL programs enhance human “soft-skill” qualities in 

leadership, including, empathy, humility, tolerance, and patience (Lamm, 2000) and 

effectively create a supportive environment and safe space for members to operate 

(Acker-Hocevar et al., 2002; Choi, 2005; Hartog et al., 2014; Lee, 2005; Rahman, 2013). 

Problem Statement 

As noted, there is a need for professional development programs for school 

administrators throughout Thailand, and the Ministry of Education needs to alter 

professional development programs to serve specific needs of school leaders in the 

Golden Triangle (A. Chaiwinij, Personal Communication, July 25, 2016; A. Chaiwinij, 

Personal Communication, July 31, 2016; Gamage & Sooksomchitra, 2006; Hallinger, 

2003). Literature on developed countries suggests that participants of AL programs 

enhance leadership behaviors, skills, competencies, and human qualities that lead to a 

creation of a safe space and a supportive working environment for members of the 

participating organizations (Acker-Hocevar et al., 2002; Choi, 2005; Hartog et al., 2014; 

Lamm, 2000, Lee, 2005; Rahman, 2013)—with direct transfer of learning to workplace 

settings and cost efficiency (Volz-Peacock et al., 2016; Ward, 2008; Yorks et al., 1998). 

Although there have been numerous studies on the application of Action Learning 

(AL) in various sectors, these studies have been limited to focusing mainly on the 

application of AL in the business and government sectors in developed countries, i.e., the 

U.S., the U.K., and Korea (Choi, 2005; Knox, 2000; Lamm, 2000; Lee, 2005; 

Raudenbush & Marquardt, 2003; Ward, 2008). There have not been many studies that 

have investigated AL in the context of the education sector in developing countries such 

as that of disadvantaged schools in the Golden Triangle. It has long been evident that 

successful AL applications were not identical in every context in that they could be 
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impacted significantly by the setting in which the study took place (Choi, 2005: Lee, 

2005; Ward, 2008). 

In light of the great need for leadership development in schools of the Golden 

Triangle, it is critical to examine the use of Action Learning (AL) as an alternative 

professional development method for school leaders/administrators there, so educators 

and policymakers will have sufficient evidence to support their informed decision as to 

whether they should implement AL in the Golden Triangle and possibly throughout 

Thailand.  

Purpose Statement 

The purpose of the study is to determine how 17 school leaders from six 

participating schools in the Golden Triangle perceived the development of their 

leadership qualities through an AL program and what factors of the AL program enabled 

that development. 

Research Questions 

To carry out this purpose, this study aimed to address two research questions: 

1. How did participants—and their coaches and staff—perceive their leadership 

behaviors and characteristics have changed as a result of attending an AL 

program? 

2. What did participants perceive as the critical success factors of an AL 

program?  
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Approach 

This study employed a qualitative case study methodology to examine six SS 

schools under the Thai Special Education Bureau in the Golden Triangle. I collected data 

using five methods: a survey with expert panel, self-administered surveys, critical 

incident questionnaire (CIQ) interviews, debriefing sessions with learning coaches, and 

document analysis. Among the five data collection methods, CIQ interviews were used as 

the primary source of data while the rest were treated as secondary sources.  

1. A survey with an expert panel was conducted to validate which leadership 

behaviors and characteristics were needed for schools in the Golden Triangle 

before planning the AL professional development program. The expert panel 

consisted of two administrators at the Ministry of Education, and five school 

principals—or school leaders of Vice-Principal status—of schools 

participating in the program, a local social entrepreneur, and the chief 

executive of sub-district administration organization. A questionnaire was 

taken by members of the expert panel before the AL program planning began 

in order to obtain their views on what important and relevant leadership 

qualities were needed in the schools of the Golden Triangle.  

2. Critical incident questionnaire (CIQ) interviews with the 17 participants who 

worked in the AL program were conducted, three months after the program in 

order to measure the changes of leadership that they had self-perceived.  

3. Self-administered surveys were given to all 17 of the program participants and 

staff who worked with the participants at two different points in time: before 

initiation and then at three months post-program thus providing a pre-program 

baseline measure and post-program comparison documentation of perceived 

changes in leadership.  
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4. Debriefing sessions with three learning coaches took place at three different 

points in time during the program to examine the perceived changes of 

leadership and the aspects of action learning programs that were believed by 

participants to have fostered positive leadership changes.  

5. Document analysis was a secondary method of data collection. Document 

analyses were done for the program agendas, text materials, and personal 

reflective journals written by participants during the program.  

Triangulation of data was achieved through the use of four methods of data 

collection: (1) self-administered surveys, (2) critical incident questionnaire (CIQ) 

interviews, (3) debriefing sessions with learning coaches, and (4) the analysis of the 

documents that were periodically collected from participants, and their staff.  

The data were analyzed in two main stages. The first stage consisted of examining 

the change of leadership that participants, their learning coaches and their staff perceived 

to have occurred after the school leaders participated in the action learning program by 

analyzing: (1) CIQ interviews, (2) self-administered surveys, and (3) debriefing sessions 

with learning coaches.  

The second stage was dedicated to understand the critical success factors of the 

action learning program that were perceived to have fostered positive changes in 

participant leadership capabilities. For this purpose, I analyzed the data from (1) CIQ 

interviews and (2) debriefing sessions with learning coaches. Document analysis was 

used to support both stages of the data analysis.  

Anticipated Outcomes 

Findings from this study provide information for better understanding how an 

action learning program helps change leadership. Specifically, there are three parts to the 

anticipated outcomes for this study. First, the findings will establish which leadership 
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behaviors and characteristics Columbia University and Thai education experts found are 

most needed for school leaders in the Golden Triangle. Second, the findings will reveal 

which leadership behaviors and characteristics can be perceived to have been improved 

through participating in an action learning program in the Thai/developing-world context; 

and third, the findings will identify which critical success factors of an action learning 

program were perceived to have helped change leadership behavior and characteristics in 

a positive direction. 

Assumptions 

This study was undertaken under the following assumptions: 

1. My work with the Warwick Hill Tribe Education Foundation may have 

influenced my view of leadership among SS schools of the north. One of the 

roots of conflicts among SS schools in the north may be the lack of support 

for school leaders when they are in leadership positions.  

2. Conflicts in the school and leadership challenges need to be alleviated. As a 

first step, MOE could provide support for school administrators by developing 

a professional development strategy that addresses the needs of school leaders 

in their contexts.  

3. Not all leadership behaviors and characteristics are thought equally important 

and needed for the disadvantaged schools in the Golden Triangle.  

4. Political heads and administrators in the Ministry of Education, along with 

school principals in the Golden Triangle, are willing to sponsor and participate 

before, during, and after professional development programs to help support 

17 participants that were school leaders (vice principals & acting vice 

principals). In parallel, all 17 participants are willing to learn and develop 

themselves.  
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5. School leaders can improve an individual’s leadership behaviors and 

characteristics through various aspects of an action learning program such as 

solving an important, real problem, by working in action learning groups via a 

reflective inquiry process. And they can apply what they have learned from 

the AL program back in their schools. 

Rationale and Significance 

This study has significance for both researchers and practitioners in the areas of 

action learning, adult learning, leadership development, and educational leadership.  

First, the findings add to the knowledge base of action learning by validating the 

impact of AL on perceived changes in leadership behaviors and characteristics as well as 

on which aspects of AL were perceived to have fostered such changes in the specific 

context of Thailand. More specifically, given that empirical research on the impact of AL 

in the developing world is very limited—most studies having been conducted in the 

business sector of developed countries such as the U.S., the U.K., and South Korea—the 

results of this study advance the argument for use of AL to enhance the capabilities of 

leaders in the education sectors of developing countries. The results of this qualitative 

study point to the need for future research that can more substantively examine the 

relationship between action learning and changes in leadership by using objective criteria, 

more statistically valid sampling procedures, and quantitative analysis.  

Second, the findings of this study give valuable insights to all Thai stakeholders: 

school leaders, as well as political heads, policymakers, and administrators at the 

Ministry of Education, on specifically how action learning (AL) can be employed as a 

viable professional development method for school leaders in the Golden Triangle, and 

possibly throughout Thailand. The findings should give all stakeholders further insights 

into what aspects of action learning are perceived to be linked to positive changes in 
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leadership in the Golden Triangle, enabling them to more effectively design pre-service 

and in-service professional development programs for their school leaders.  

The Researcher 

I have years of professional experience in the business and education sectors in 

Asia. My time working in the professional world revealed a great disparity between the 

education offered in urban and rural areas of my country—and, to some extent, in wider 

Asia. My overarching goal is to bridge the quality gap between urban and rural education 

by establishing a research and professional development institute for school leaders and 

teachers that will address educational challenges of students in at-risk rural areas of 

Thailand.  

I began my work in modern educational practice at Wall Street English, a leading 

Thai global language school under Pearson PLC in Bangkok. I helped launch the firm’s 

first online education and multimedia technology platform for practical English study in 

Hong Kong, Indonesia and Thailand, an experience that compelled me to study this area 

further through an M.A. in Instructional Technology and Media at Columbia University–

Teachers College, Columbia’s graduate and professional school of education. 

After completing my M.A. degree, I returned to Thailand to work in both urban 

and rural areas. I have served as the President of Warwick Institute, a college admission 

and test preparation consultancy in central Bangkok that helps bright young hopefuls 

achieve their educational objectives. In the countryside, I was a volunteer teacher serving 

disadvantaged students in the at-risk areas of the Golden Triangle. Most of the villagers 

in these areas are underprivileged hill tribe citizens, minorities, and immigrants, who face 

social problems like drug trafficking, human trafficking, and shifting patterns of 

cultivation.  
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My work as a volunteer allowed me to understand their educational challenges and 

inspired me to assist these children in the Golden Triangle. In 2013, I established the 

Warwick Hill Tribe Education Foundation (WHEF), to support hill tribe students who 

wanted to pursue higher education by conducting workshops and scholarship fundraising. 

Through WHEF projects, I developed key relationships with school leaders and their 

educators in the area that allowed me to observe the ongoing leadership and 

organizational challenges in the local schools. 

The plight of these educators motivated me to reflect on, and further explore, 

research methods, theories and practices in the field of adult learning and leadership. As a 

result, I discovered promising research methods within the broad family of action 

research, including, action learning. I believe these methods are relevant to addressing 

solutions to challenging issues, solutions which would not only assist local school 

principals to generate strategic solutions, but would also help such school leaders, 

administrators and teachers learn and build individual and organizational capacity 

through shared commitment and governance within collaborative cultures. The 

experience of conducting and analyzing the study being reported here convinces me that 

action research and many other methods under its broad umbrella—including action 

learning—offer great potential as a viable tool for effecting organizational change and 

improved administration in at-risk schools in my country ... and quite possibly elsewhere 

in the developing world.  

Definitions 

This is a list of terms specific to this study that will be used throughout this report. 

I provide short definitions here with citations for easier comprehension of much of what 

follows. 
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Key Terms 

• The Golden Triangle: the border areas between Thailand, Myanmar and Laos 

in which Thailand is considered one of the largest human and drug trafficking 

destinations, sources, and transit countries, particularly due to Thailand’s 

relative affluence compared to other Greater Mekong Sub-region (GMS) 

countries (Biemann, 2005; Chin, 2016; Spires, 2015). 

• Action learning is an approach to working with and developing people by 

(1) engaging learners in work on an actual project problem as the way to learn, 

(2) teaming learners in small groups to take action to solve real problem, 

(3) fostering participants learning how to learn from that process, and 

(4) having learning coaches help team members learn how to better balance 

their work with coincident learning (O’Neil & Marsick, 2007). 

• Transactional leadership: characteristics and behaviors of leaders who motivate 

followers by exchanging (often concrete) rewards for services; they control 

resources and rewards (e.g. salary increases, special benefits) for their 

subordinates and also may utilize punishments in order to achieve compliance 

from team members to solve routine challenges (Bass, 1985, 1996; Burns, 

1978). 

• Transformational leadership: characteristics and behaviors of leaders who 

transform and motivate followers used to transactional leadership by 

emphasizing the importance of task outcomes transcending followers’ self-

interests in favor of achieving the goals of their organizations and teams, and, 

in turn, highlighting, stimulating, and satisfying followers’ higher-order needs: 

recognition, achievement, and self-actualization—all rather than seeking their 

immediate self-interest (Burns, 1978). 

• Comprehensive leadership behaviors and characteristics of Visionary 

Leadership Theory (VLT) are capable management, reward equity, 
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communication leadership, credible leadership, caring leadership, creative 

leadership, confident leadership, follower-centered leadership, visionary 

leadership, and principled leadership (Sashkin, 1998; Sashkin & Sashkin, 

2003). 

• Critical Success Factors (CSFs). I decided to use the term Critical Success 

Factors (CSFs) to identify the elements of the AL program that participants 

perceived as helping them in learning their leadership behaviors and 

characteristics. 



 

 

20 

Chapter II 

LITERATURE REVIEW 

The purpose of this study is to determine how 17 school leaders from six at-risk 

schools in the Golden Triangle perceived the development of their leadership qualities 

through an AL program and what factors of the AL program enabled that development. 

The literature review for this study will provide theoretical support for the context and the 

research questions, as well as analysis and interpretation of the findings. Specifically, this 

chapter will cover: 

1. Leadership 

1.1. Trait, behavioral, and contingency theories 

1.2. Transformational leadership theory  

1.3. Visionary leadership theory  

2. Leadership development 

2.1. Intrapersonal content of leadership development 

2.2. Interpersonal content of leadership development 

3. Transfer of learning 

4. Conflict resolution 

5. Action learning 

5.1. Definition  

5.2. Action learning studies 

 5.2.1. Benefits and implications 
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 5.2.2. Limitations and recommendations  

 5.2.3. Action learning and adult learning theories  

5.3. Situated learning  

5.4. Informal and incidental learning  

5.5. Experiential learning 

5.6. Transformative learning  

6. Social action  

7. Conceptual framework 

Leadership 

I started reviewing educational leadership theories and practices with the hope of 

finding the most effective method to support school leaders in the Golden Triangle in 

overcoming their ongoing leadership challenges and solving the conflicts in their schools. 

The processes of educational administration in general involve the arrangement 

and deployment of systems to enable school leaders to implement policies, strategies, and 

action plans to fulfill the schools’ missions (Lewis, Goodman, & Fandt, 1995). School 

leaders need to be equipped to anticipate the future in order to effectively influence the 

behaviors, thoughts, and feelings of all stakeholders in the school system (Peretomode, 

1991) and also to keep improving educational practices and procedures so as to produce 

graduates competent to face the world (Ololube, 2012). 

Through this review, I found that the literature in the areas of school leadership 

addressed only some of the leadership challenges and organizational conflicts faced by 

school leaders in the Golden Triangle. Therefore, I started reviewing further literature on 

global leadership theories and practices, including: 
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1. Trait, behavioral, and contingency theories 

2. Transformational leadership theory  

3. Visionary leadership theory 

Leadership 

Leadership has been a subject of scientific research for centuries; the descriptions 

express images of powerful and dynamic individuals (Yukl, 1981). With a variety of 

concepts created, leadership means many things to individuals in different contexts, i.e., 

leadership is the behavior of an individual … directing the activities of a group toward a 

shared goal (Hemphill & Coon, 1957, p. 7); leadership is the ability to step outside the 

culture … to start evolutionary change processes that are more adaptive (Schein, 1992, 

p. 2); leadership is the process of making sense of what people are doing together so that 

people will understand and be committed (Drath & Palus, 1994, p. 4).  

In the mid-1970s, the field shifted its interest from leadership to management and 

supervision, focusing on traits, behaviors, and situational context (Sashkin & Sashkin, 

2003). Later Burns (1978) suggested a new perspective of leadership—transformational 

leadership theory. This chapter will first discuss the three major theories: trait, 

behavioral, and contingency, before further discussing transformational leadership theory 

and how it leads to visionary leadership theory. 

Trait, Behavioral, and Contingency Theories 

Trait theory is the successor to what was called the great man theory of leadership. 

This theory suggests that great leaders are born that way, so it focuses on leader traits: 

physical or personality characteristics that differentiate leaders from followers, i.e., 

intelligence, alertness, insight, responsibility, initiative, persistence (Mann, 1959; 

Stogdill, 1948, 1974). However, this view was critiqued due to the fact that the traits are 

not reliable predictors of leadership (Kreitner & Kinicki, 2013). Later the field shifted its 

focus to behavioral theories. 
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Behavioral theorists examined leadership from a different lens through which they 

tried to identify leader behaviors that led to greater work group performance. The 

Michigan study suggested employee-centered and task-centered leadership behaviors 

(Katz et al., 1951). The Ohio State study discovered consideration and initiating structure 

(Kreitner & Kinicki, 2013). Later, Bales (1958) at Harvard pointed out two type of 

leadership: socio-emotional and task-centered leadership behaviors. These studies share 

similar theories about the relationships between leader behaviors and subordinate 

satisfaction, and performance. 

The next well-recognized theories are situational contingency theories. These 

theorists propose that the effectiveness of a particular style of leader behavior depends on 

the situation. As situations change, different styles become appropriate, and thus these 

theories challenge the notion of a “best” leadership style (Kreitner & Kinicki, 2013). 

Fiedler (1976) suggests the least preferred co-worker, LPC scale. High scores of LPC 

indicate that a leader is relationship-motivated, and low scores of LPC indicate a task-

motivated style. Additionally, Fiedler integrates favorableness of the situation into 

optimal leadership behavior. This depends on three distinct factors: 

1. Leader-Member Relations— the level of trust and confidence that staff have 

in their leader. A leader who is more trusted and has more influence with the 

group is in a more favorable situation than a leader who is not trusted. 

2. Task Structure—The type of task: clear and structured, or vague and 

unstructured. Unstructured tasks, or tasks where the team and leader have 

little knowledge of how to achieve, are viewed unfavorably. 

3. Leader’s Position Power—The power over the group to provide reward or 

punishment. The more power a leader has, the more favorable is the situation. 

Fiedler identifies power as being either strong or weak. 

As shown in Table 2.1, based on Fiedler’s research, he points out what type is 

likely to be the most effective leader depending on the favorableness of each situation. 
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For example, if leader-member relations are good, the task is structured, and the leader’s 

position is strong, then the most effective leader is likely one with low LPC. 
 

Table 2.1. Breakdown of Most Effective Leader Style 

Leader-Member 
Relations Task Structure Leader’s Position 

Power 
Most Effective 

Leader 
Good Structured Strong Low LPC 
Good Structured Weak Low LPC 
Good Unstructured Strong Low LPC 
Good Unstructured Weak High LPC 
Poor Structured Strong High LPC 
Poor Structured Weak High LPC 
Poor Unstructured Strong High LPC 
Poor Unstructured Weak Low LPC 
 

Hersey and Blanchard (1993) build further on Fiedler’s theory; they argue that 

leaders must be able to adjust their leadership style to match the maturity of the 

followers, i.e., job experience and psychology maturity.  

Transformational Leadership Theory 

Transformative leadership theorists distinguish between transformative leadership 

and transactional leadership (Lamm, 2000). Bass (1985, 1996) and Burns (1978) describe 

transactional leaders as those who motivate followers by exchanging rewards for 

services; they control resources and rewards (e.g., salary increases, special benefits) for 

their subordinates and also may utilize punishments in order to achieve compliance from 

team members to solve routine challenges. As a result, they do not effectively create 

intrinsic motivation that inspires, motivates, and builds capacity for organizational or 

institutional change (Vera & Crossan, 2004). 

Burns (1978) contrasts transactional leadership with transformational leadership in 

which leaders seek to arouse and satisfy followers’ higher needs. Leaders transform and 
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motivate followers by emphasizing the importance of task outcomes, transcending 

followers’ self-interests in favor of the goals of organizations and teams, and highlighting 

followers’ higher-order needs: recognition, achievement, and self-actualization rather 

than satisfaction of their immediate self-interest. As a result, transformational leaders 

tend to gain trust, admiration, loyalty, and respect from a team and motivate them to do 

more than the just meet expectations. 

Bass’s (1985) study built on Burns’s theory by examining behaviors and 

characteristics of transformative leaders. His findings reveal that transactional and 

transformational leadership are two different dimensions—a categorization different from 

Burns’s suggestions that they are at opposite ends of a single dimension. He later 

developed the Multifactor Leadership Questionnaire (MLQ) to measure seven behaviors 

of both transformational and transactional leadership. The former includes the following 

transformational behaviors: (1) idealized influence, (2) individualized consideration, 

(3) inspirational motivation, (4) intellectual stimulation, along with transactional 

behaviors: (5) contingent reward, (6) active management by exception, and (7) passive 

management by exception. 

Kouzes and Poster’s (1987, 1995) studies reveal a different set of transformational 

leadership behaviors: (1) challenging the process—exploring the opportunity for 

improvement and experimenting/taking risks to achieve organizational advancement, 

(2) inspiring a shared vision—creating visions for the future and ensuring follower 

support for visions, (3) enabling others to act—fostering collaboration and supporting 

individuals’ development, (4) modeling the way—showing by example how to achieve a 

goal and making the overarching goals seem realistic and attainable to achieve, and 

(5) encouraging the heart—recognizing followers’ contribution and celebrating those 

achievements. Moreover, their structure includes a set of behavioral characteristics, 

including (1) honesty—truthfulness, integrity, trustworthy, character, (2) forward-

looking—visionary, (3) inspiring, and (4) competent expertise in leadership. 
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Similar to the work of Kouzes and Posner, Bennis (1985) interviewed 90 CEOs in 

both private and public sectors and pointed out several patterns of action these 

distinguished CEOs exercised: strategies, competencies, skills, and ones with similar 

labels (Bennis & Naus, 1985, 1997). Later Bennis invited Naus (1985, 1997) to write and 

identify five leadership behaviors that focus on the relationship between leaders and 

followers: attention, communication, trust, respect, and risk. Synthesizing by integrating 

the models of Kouzes and Posner’s (1987) Leadership Practices and Bennis and Nanus’s 

(1997) Leadership Strategies, Sashkin and Sashkin (2003) suggested five 

transformational leadership behaviors as: focused leadership, communication leadership, 

trust leadership, respectful leadership, and risk leadership. Later they combined focused 

and communication leadership, and called the common category Communication 

Leadership; the rest were renamed Credible Leadership, Caring Leadership, and Creative 

Leadership. 

Visionary Leadership Theory 

Sashkin and Sashkin (2003) argue that organizations with cultures built by 

transformational leaders do more than achieve sustained and outstanding performance. 

They sustain people in their life-long effort to define and construct meaning in their 

work-lives. Bass (1985) argues that transactional and transformational leaderships are 

different but not exclusive processes, as effective leaders use a combination of leadership 

styles. Building on leadership theorists such as Burns (1978), Bass (1985), Bennis and 

Nanus (1985), Kouzes and Posner (1987), Jaques (1986), Parsons (1960), Schein (1992), 

McClelland (1961), and Bandura (1982, 1986), Sashkin and Sashkin (2003) and Sashkin 

(1998) integrate transactional leadership, transformational leadership, and organizational 

context of leadership—evolving a comprehensive leadership theory, which they term 

Visionary Leadership Theory (VLT). 



 

 

27 

VLT comprises ten elements of leadership behaviors and characteristics: two 

transactional behaviors, four transformational behaviors, and four transformational 

characteristics. Their transactional leadership behaviors are: (1) capable management—

performing basic administrative or managerial tasks, and (2) reward equity—making 

goals clear and rewarding goal accomplishment. Both are based on Bass’s (1985) idea of 

effective management in transactional leadership. 

Transformational leadership behaviors consist of (3) communication leadership—

managing and directing others through clear and focused interpersonal communication, 

(4) credible leadership—a leader’s reliability and integrity, (5) caring leadership—a 

leader’s demonstration of respect and concern for others, and (6) creative leadership—

creating opportunities to learn from failure. These components are built from the 

integrated theories of Bennis and Nanus (1997) and Kouzes and Pozner (1995). 

Regarding transformational leadership behaviors, Sashkin and Sashkin (2003) also 

believed that good communication is a crucial foundation of both transactional and 

transformational leaders. But they contrasted communication skills in transactional 

leadership with Communication Leadership under Visionary Leadership Theory (VLT) in 

which Communication Leadership combines skills of focusing attention, making complex 

ideas clear (p. 43), enabling others to act, fostering collaboration, and strengthening 

others (Kouzes & Posner, 1987). In addition, Sashkin and Sashkin (2003) pointed out that 

Caring Leadership, as a transformational leadership behavior, is not only about showing 

respect to followers but also about respecting people and their differences, valuing 

individuals’ special skills and abilities, and lastly, making sure people feel included in the 

group or organization. 

Transformational characteristics are (7) confident leadership—displaying self-

confidence and instilling confidence in others, (8) follower-centered leadership—seeing 

followers as empowered partners and not as pawns to be manipulated, (9) visionary 

leadership—defining and clearly expressing a future, and (10) principled leadership—
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developing and supporting shared values and beliefs. Confident leadership is drawn out 

of Bandura’s (1982) self-efficacy. Follower-centered leadership is built upon 

McClelland’s (1996) idea of leadership motive pattern. Visionary leadership springs from 

the theory of Jaques (1986) that emphasizes the cognitive capability of a leader, including 

ability to think through and understand complex cause-and effect chains over time. 

Principled leadership is based on Schein’s (1992) suggestion that leaders need to 

construct a culture and foster congruent change, and Parsons’s (1960) ideas about pattern 

maintenance— seeing continuance and development of organizational culture as a crucial 

organizational function. This element focuses on building organizational culture. 

Regarding Confident Leadership, Sashkin and Sashkin (2003) elaborated that 

leaders would be more likely to succeed due to their power in situations or contexts 

because the need for power is part of their personality—which is called character. (Power 

need is the need we all feel for being able to control our lives and the world we live in.) 

Pointedly, Bandura (2001) named an individual’s confidence in the ability to perform 

tasks successfully “self-efficacy.” In his work, he also used a parallel descriptor of this 

same phenomenon, efficaciousness or agency—being the agent of one’s own destiny. 

Self-efficacy plays a major role in social cognitive theory because efficacy beliefs help 

people shape and adapt themselves through both their own individual behavior and their 

impact on other determinants of success, including whatever activities and environments 

people choose to involve. In turn, any factor(s) that influence(s) their choice of behavior 

could individually or collectively influence their personal development (Bandura, 2001). 

Bennis and Nanus (1997) described transformational leaders as ones who can 

transform and empower their followers; they are confident in their people and allow their 

people to have important roles working on crucial tasks. 

Self-confidence is a key characteristic of transformational leaders who help 

followers, themselves, transform into self-confident leaders. They are confident in their 

ability to create situations that have minimized risk and ensure that their empowered 
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followers are equipped with the knowledge, skills, and resources needed to succeed. 

Praising and telling followers they can succeed is not a transformational leadership 

quality; by contrast, transformational leaders who exercise Confident Leadership put 

followers into situations where they can succeed and, themselves, gain self-esteem, self-

efficacy, and self-confidence. 
 

Table 2.2. Summary of Selected Leadership Theories  

Theories Theorists Approaches 
Trait theories Stogdill, 1948, 1974; 

Mann, 1959 
Great leaders are born with particular traits: physical 
or personality characteristics.  

Behavioral 
theories 

Katz et al., 1951; 
Bales, 1958 

Two major types of leadership: socio-emotional and 
task-centered leadership behaviors 

Situational 
contingency 
theories  

Fiedler, 1976 The most effective leadership style, either task-
oriented or relationship-oriented, depends on the 
situation: leader-member relations, task structure, 
and position power.  

Transformational 
leadership 
theories  

Bass, 1985, 1996; 
Bennis & Nanus, 
1985; Burns, 1978; 
Kouzes & Poster, 
1987, 1995 

Distinguish two types of leadership: transactional 
leadership—characterized by an exchange of 
rewards for compliance, and transformational 
leadership—arousing and satisfying followers 
higher needs (i.e., motivational, moral) 

Visionary 
leadership theory 

Sashkin & Sahkin, 
2003 

Effective leaders employ both transactional and 
transformational leadership. They identify ten 
components of comprehensive leadership behaviors 
and characteristics from transactional leadership and 
transformational leadership. 

Leadership Development 

Leadership theory and research emerged more than a century ago, but there is only 

a short history of robust theory and research on leader and leadership development 

(Avolio et al., 2009). Day (2000) distinguishes between the development of leaders and 

leadership in which leader development focuses on developing individuals, whereas 

leadership development focuses on a process of development that involves multiple 
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individuals, including followers and peers. Developing individual leaders and leadership 

processes can be a very complex process that cannot simply be nurtured with traditional 

classroom training because it occurs in the context of ongoing adult development, 

research, and theory. Therefore, focus tends to be both on adult development and 

leadership (Day et al., 2009, 2014). 

One of the prevailing reasons that the long history of leadership theory and 

research has made little contribution to the area of leadership development has been the 

focus on linking personality and behaviors with leadership, in which personality is seen 

as tendencies that might not be changed easily (House et al., 1996). Moreover, leadership 

behaviors were believed to be best constructed by formal training, instead of long-term 

leadership development (Day et al., 2014). Day et al. further point out that today’s 

leadership challenges have become more complex and ill-defined, which makes short-

term training ineffective. 

Currently, leader and leadership development has shifted to a more developmental 

science in order to enhance the understanding of its developmental processes. Moreover, 

the nature of leadership development is inherently multilevel and longitudinal (Day, 

2011) as mapping and understanding within- and between-person change patterns 

actually involves analyzing groups, teams, and larger collectives over time. In short, the 

longitudinal, multilevel focus means that complex intrapersonal and interpersonal 

processes are the core to leadership development over time (Day et al., 2014). 

In a review of all the scholarship and contributions to the field of leadership 

development, Day et al. (2009) note, in sum, that leadership development is a dynamic 

process that involves multiple sub-processes over time. The research also emphasized 

that organizations do not have an interest in adopting a certain type of leadership model, 

but are more interested in how to develop leadership as effectively and efficiently as 

possible. In a review of the literature, two overarching foci were heavily examined: 

(1) intrapersonal content of leadership development, and (2) interpersonal content of 
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leadership development (Boyce, 2004; Boyce et al., 2010; Day et al., 2014, Galli & 

Müller-Stewens, 2012; Hirst et al., 2004; Lamm, 2000; Leithwood & Jantzi, 1990; Marks 

& Printy, 2003; Mumford et al., 2000, 2007; Strang & Kuhnert, 2009). 

Intrapersonal Content of Leadership Development  

Scholars in the field pay attention to the importance of individual identity in 

developing leadership skills and expertise, and utilize it as an indicator of leadership 

styles and performance. They find individual identity can include experiences, learning, 

skills, personality, and self-development (Day et al., 2014). In terms of experiences, Hirst 

et al. (2004), in their research on leadership development among new and experienced 

managers of 50 R&D teams, point out that level of experience indicates how much 

prospective leaders will learn in quantity, but not all will learn at the same rate or in the 

same way. They also emphasized that leadership development initiatives should be 

carried on over the long term, and utilize a work-based learning approach—noting that 

the latter could have a sustained impact on leadership behavior. 

In regard to skills, Mumford et al. (2000) examined 1,247 U.S army officers to 

identify types or subgroups of individuals according to ability, personality, and 

motivational characteristics—a psychometric measurement. They described seven types 

of profiles: Concrete Achievers—high on achievement and planning; Motivated 

Communicators—extraverted, dominant, responsible, and high in achievement needs; 

Limited Defensives—introverted, and scoring high in areas of sensing, thinking, and 

judging; Disengaged Introverts—introverted but scoring high on intuition, perception, 

and planning; Social Adaptors—extraverted, and scoring high in feeling, perception, and 

openness; Thoughtful Innovators—introverted, intuitive, achievement-oriented, and 

open; and Struggling Misfits—those who do not score high on any measures. The 

findings revealed that all seven subgroups were represented in junior officers, the 

proportions being approximately 10-20% of each group. However, the distribution 
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pattern was different at the senior level. Specifically, three major subgroups of the senior 

level were Motivated Communicators, Thoughtful Innovators, and Social Adaptors. The 

researchers concluded that individuals with specific profile types are predictably found in 

high positions. They argue that person-job matching models based on the factors listed 

above may need to be expanded to take into account performance and skill development. 

A later study by Mumford et al. (2007) examined 1,023 professional employees 

working in various office levels of an international agency of the U.S. government—

including junior, middle, and senior offices. Perhaps not surprisingly, the findings 

suggested that jobs at higher levels in the organization had significantly greater overall 

leadership skill requirements. The authors highlighted the importance of tailoring 

leadership development programs to the particular categories of skills that are important 

at each level and proposed that organizations should focus part of their management 

development programs on the continual refinement of existing leadership skills as well as 

the development of new ones. 

Related to personality, Strang and Kuhnert (2009) conducted a qualitative and 

quantitative study of constructive-developmental theory as a theoretical framework for 

understanding leadership and as a predictor of 360-degree leader performance ratings. 

Constructive-developmental theory explains individual differences as a function of the 

way individuals construct or organize experiences relating to themselves and their 

social/interpersonal environments (Kegan, 1982; Kuhnert & Lewis, 1987). The findings 

confirmed that constructive-developmental stage (conceptualized as Leadership 

Developmental Level) predicted the performance ratings from all feedback rating sources 

(superiors, peers, and subordinates). The authors further suggested that practitioners 

employ constructive-developmental theory as a framework for understanding leadership, 

especially for leader selection and performance appraisal. 

In the area of self-development, Boyce et al. (2010) conducted a longitudinal study 

to test the structure of a leadership model for self-development among over 400 junior-
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military leaders. Findings confirmed that individuals with greater task-centered 

leadership were more motivated to perform leader self-development, and the participants 

with a greater career-growth orientation were more skilled at performing the task. It is 

also noteworthy that individuals with a mastery orientation were both more motivated 

and skilled at leader self-development, leading to a greater inclination for them to self-

develop. The author suggested that organizational support programs positively influence 

individuals with lower levels of propensity to engage in self-development. 

Interpersonal Content of Leadership Development 

Focusing on interpersonal content of leadership development, three studies relating 

to social capital and transformational leadership were reviewed. Social capital is defined 

as subtending social networks and norms of trustworthiness and reciprocity; it was found 

to be a good predictor of many social goods, such as people’s health and happiness, as 

well as their levels of economic development (Sander & Lowney, 2006). 

Day et al. (2014) hold that leadership development focuses on leadership being 

built upon a foundation of mutual trust and respect; thus, it is also crucial to understand 

the role of social interactions in the leadership process. Galli and Müller-Stewens (2011) 

interviewed 15 leaders at a large financial firm. They found that social capital differed 

among leaders and developed through contact, assimilation, and identification 

experiences. Moreover, leadership development practices differed in their potential 

contribution to social capital development stages. Operationally, leadership development 

programs including 360-degree feedback had the potential to support assimilation 

experience, which led to semi-strong social capital. Nevertheless, the authors argued that 

organized leadership development experiences did not necessarily contribute to stronger 

forms of social capital; rather, leadership development practices that fostered self-

reflection (such as coaching and 360-degree feedback) and practices that enhanced an 
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identification experience (such as action learning and job assignment) more reliably 

helped to support higher levels of social capital. 

Related to transformational leadership, Marks and Printy (2003) examined 24 

nationally selected restructured schools—8 elementary, 8 middle, and 8 high schools, 

drawn from 16 states and 22 school districts. Most of them were urban schools that 

served the economically disadvantaged as well as minority students. The authors 

suggested that strong transformational leadership exhibited by the principal was essential 

in supporting the commitment of teachers. 

Leithwood and Jantzi (1990) also conducted research on 133 school leaders from 

12 schools. Their findings revealed that, in order to alter leadership-to-transformational-

leadership strategies, school leaders need to create collaborative cultures and nurture both 

student and staff development that, collectively, would lead to school change. They 

suggested that principals should have access to strategies that are “transformational,” and 

would then be able to assist in the development of collaborative school cultures. Over 

time, they found that the school’s cultures could become much more collaborative. But 

achieving such change would need the concurrent actions of school administrators who 

would play a significant part in this restructuring process that could lead to—and from—

transformational leadership. 

Lamm (2000) examined 24 participants of Action Learning (AL) leadership 

development programs in a leading global truck manufacturer. The findings revealed that 

transformative learning occurred in the leadership areas of self-understanding, 

inclusiveness, and reflective action. In addition, the participants began to exhibit more 

transformative leadership behaviors with improved qualities in leadership, including, 

empathy, humility, tolerance, and patience. 

There are a few gaps in the research that are quite significant to this topic. One key 

gap is the lack of clarity on the substantive impact of leadership development programs 

on the participants. For example, Boyce et al. (2010) noted in their research that self-
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development could have diminishing returns, and the extent of the effectiveness of self-

development on improving leadership was not clear. Another significant gap in the 

current research is the preponderant focus of leadership studies on the business, 

government agencies or military context—meaning that many of the findings are not 

generalizable to other settings, such as the education sector (Day et al., 2014). 

Additionally, and more importantly, within the few studies done on leadership in 

schools, many of them have been based in North America in countries such as the U.S. 

and Canada; this indicates a cross-culture gap within this research. The U.S. and Canada 

are countries that have a very different culture from those in Asia (Triandis, 1995). Three 

studies (Lamm, 2000; Leithwood & Jantzi, 1990; Marks & Printy, 2003) emphasized 

that, while transformational leadership was possible, none of the three could really be 

generalized to schools in Asia, where the culture is more deeply rooted in collectivism 

and hierarchical structures (Triandis, 1995). 

Collectivism generates and reveals a social pattern consisting of closely linked 

individuals who see themselves as part of one or more groups and are willing to prioritize 

the goals of the group over their own personal interests (Triandis, 1995). Gao et al. 

(1996) also pointed out the importance of seniority and that junior participants are always 

expected to acknowledge the authority of senior individuals. This kind of mindset can 

especially be problematic when instituting a reflective work culture in which both leaders 

and employees (regardless of age or experience) need to openly discuss how to address 

problems at a school. 

There has been some critique of the idea that leadership can be nurtured in formal 

professional development programs, and research has tried to de-emphasize the 

traditional classroom environment and focus more on work-based learning and 

collaborative environments in which leaders improve their social capital and interaction 

in concert with their colleagues (Boyce et al., 2010; Galli & Müller-Stewens, 2012; Hirst 

et al., 2004). However, Mumford et al. (2007) also noted that, despite the high number of 
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studies in the area of leadership, very few have focused on the conceptualization of 

leadership skills, which has led many to look only at the job and the skills required as 

opposed to what characteristics make a good leader. 

Across all of the studies, a few patterns have emerged. First, most of the studies 

comprise longitudinal quantitative and qualitative research. As Day (2011) mentioned, 

the nature of leadership development is inherently multilevel and longitudinal; it is 

crucial for scholars to map and understand intra- and inter-personal change patterns of 

leaders over time. Second, most studies focus on intrapersonal content, related to 

experiences, learning, skills, personality, and self-development. One of the reasons is that 

the history of leadership theory, in retrospect, has tried to analyze personality and 

behaviors in leaders as individual traits instead of looking at the interactions between 

leaders and followers (Day et al., 2014). 

Transfer of Learning 

The Transfer of Learning literature is useful for the analysis and interpretation of 

the findings. Transfer of Learning (TOL) is the degree to which improvement in 

knowledge, insight, understanding, meaning, attitudes, competencies, or behaviors is 

applied by the learner to other venues outside of the program (Yorks, Lamm, et al., 

1999). Explicitly for leadership and organizational development, transfer of learning 

means the effective and ongoing employment of knowledge and skills gained in 

professional development programs to the workplace setting (Broad, 1997; Holton & 

Baldwin, 2003). The literature suggests that various sets of factors enabling or facilitating 

TOL include opportunity for application, transfer partnerships, and self-efficacy 

(Baldwin & Ford, 1988; Bandura, 2001; Brinkerhoff & Montessino, 1995; Ford & 

Weissbein, 1997; Hirschfeld, 1990; Newstrom, 1984; Noe & Schmitt, 1986; Taylor, 

2000; Tracey et al., 1995). 
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Opportunity of Application 

Opportunity of application is having the chance to apply learning at the workplace 

that exists when participants have roles and control that enable them to exercise what 

they learn in their workplace immediately after attending a learning/development 

program. In contrast, the most significant barrier to TOL is that participants do not have 

any opportunity to immediately employ what they learn (Newstrom, 1984). 

Transfer Partnerships 

Brinkerhoff and Montessino (1995) described transfer partnerships as the concerted 

support of managers and peers before, during, and after training to make sure that transfer 

of learning is possible or encouraged in workplaces. By contrast, if learners do not have 

any support from their peers and managers in the working venue, then it is difficult for 

learning to be employed in the organization (Taylor, 2000; Tracey et al., 1995). 

Self-efficacy 

Self-efficacy also helps leaders to transfer what they learn to their workplace 

successfully (Baldwin & Ford, 1988; Ford & Weissbein, 1997; Hirschfeld, 1990). As 

noted, Noe and Schmitt (1986) described self-efficacy as an individual’s confidence in 

the ability to perform tasks successfully. In turn, this confidence will have an impact on 

motivation to transfer what one learns to the workplace. Self-efficacy plays a major role 

in social cognitive theory because efficacy beliefs help people shape and adapt 

themselves to circumstances through both their own direct efforts and their impact on 

other determinants of success, including the activities and environments people choose to 

involve. Any factor that influences their choice could collectively influence their personal 

development (Bandura, 2001). 
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Conflict Resolution 

The conflict resolution literature is useful for analysis and interpretation of the 

findings. Coser (1964) described social conflict as a struggle between opponents over 

values and claims to scarce status, power, and resources. Ury et al. (1988) described it 

schematically through two conflict pyramids as shown in Figure 2.1. The two pyramids 

illustrate the operation of two opposing models: a commitment model and a compliance 

model. A healthy and stable system is represented by the commitment model, where the 

system rules are defined based on individual interests and needs. Moreover, the leaders in 

the system support individuals to grow based on their followers’ own interests and needs. 

In contrast, a distressed and unstable system is represented by the compliance model, 

where individual interests and needs are not recognized, and thus people do not know 

what to do and try to undermine the dominant power—which potentially leads to 

negative social actions and revolution. 
 
 
Figure 2.1. Two Conflict Pyramids: Commitment Model and Compliance Model   

 

Lewicki et al. (2011, pp. 22-23) introduced the dual concern model (see 

Figure 2.2), which is a framework for managing conflicts. The vertical dimension 
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calibrates the cooperativeness dimension, and the horizontal, the assertiveness one. The 

model identifies five major strategies for conflict management: (1) contending (also 

called competing or dominating), (2) yielding (also named accommodating or obliging), 

(3) inaction (also called avoiding), (4) problem solving (also called collaborating or 

integrating), and (5) compromising. While the five approaches have various advantages 

and disadvantages based on context, and people select their strategies based on their 

management styles, recent studies suggest that problem solving or collaboration is 

generally the most appropriate managing strategy for achieving resolution of a conflict. 
 
 
Figure 2.2. The Dual Concern Model 

 

Action Learning 

Definition 

Action Learning (AL) has become a widely recognized and utilized method by 

which to incorporate situated learning and informal and incidental learning. Like situated 

learning, AL constructs knowledge collectively with learning participants and a learning 

community in a real work context (Stein, 2001). Through their own dialogue and 
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framing/reframing of problematic work situations, learners gain new insights—along 

with the knowledge they acquire from texts, instructions, and other sources (O’Neil & 

Dilworth, 1999), enabling them to apply the insights and knowledge gained in new ways 

and situations. Similar to informal and incidental learning, AL allows learners to work on 

their real personal and organizational challenges in their workplace setting. The key 

difference from informal and incidental learning is that AL incorporates learning from 

structured real life experiences—creating a more formal setting in which to learn 

informally or incidentally from experience (Marsick et al., 2006). 

Reg Revans, who is recognized as the father of Action Learning (AL), simply 

describes AL as learning by doing (Pedler, 1997). Revans (1971, 1989) expressed the 

essence of AL as the following heuristic: “P + Q = L,” in which “P” is the knowledge that 

we already have, or that already exists from books and education. It is useful in 

answering yesterday’s questions. “Q” represents the naïve questions that are raised to 

find solutions in times of uncertainty—surfacing, examining, and challenging existing 

assumptions, and causing us to reframe and transform tomorrow’s challenges. When 

combined, they result in “L,” or learning. O’Neil and Marsick (2007) summarized the AL 

method as the process of reflection and action for improved effectiveness, with learning 

as an important outcome. O’Neil and Marsick also describe AL as an approach to 

working with and developing people. 

Working collaboratively to solve a difficult individual or group problem is the 

fundamental basis of the AL process. People learn best when they take action to work on 

a project that is significant to them, and thus, in AL, participants are required to solve a 

real problem, project, or challenge (Marquardt, 1999; Marsick 1990). O’Neil and Marsick 

(2018) prescribed six criteria for developing the best form of an individual or group 

problem for productive work on an AL team project. These state that the problem should: 

(1) cross boundaries or functions (no one on the team should be the expert); (2) be one 

for which its solution—as well as the problem itself—should be meaningful to everyone 
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on the team; (3) be complex—a problem that has no obvious, or known, solution; (4) be 

one that reasonable people could disagree about the solution proposed by the team; (5) be 

one where necessary action can be accomplished within program time; and (6) one for 

which the AL participants are actually empowered to implement the solution (p. 28).  

Working in small groups or teams is a crucial part of the AL project process 

through which the group seeks to learn new knowledge, skills, and insights (Yorks, 

O’Neil, et al., 1999). An AL group/team typically consists of four to eight participants 

(Marquardt, 1999), as much as possible representing the highest diversity in their 

experiences, functions, and personalities (O’Neil & Dilworth, 1999). 

The AL learning process involves inquiry, action, and, importantly, reflection on 

the ways it develops interim and final results in order to improve and learn how to learn 

from the problem-solving process, decision making, and solution development. This 

learning is abetted by the process-related—not content-related—occasional intervention 

of learning coaches and by support from sponsors. As an overarching result, AL members 

learn how to better balance their work with the learning from that work. In regard to this 

last, and in general, O’Neil and Marsick (2003) position learning coaches as an integral 

part of the AL design supporting the optimal learning of AL team members. 

In some limited detail, the learning coaches usually ask questions to prompt and 

allow learners to take time to reflect on what was learned and how throughout the entire 

experience of working on the AL project. Project sponsors are usually high-level 

managers or executives outside the team who sometimes—but not always—provide the 

urgent complex problem needing solution, and otherwise take overall responsibility for 

supporting the work on the project, the participants’ learning, and implementation of the 

results of the team’s work (p. 38). 
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Action Learning Studies  

I chose and reviewed eight studies on Action Learning and leadership 

development. The majority of these studies were conducted in, or seemed relevant to, the 

context of (1) education sectors, (2) government agencies, and (3) Asian countries. 

Benefits and implications. A review of eight studies of Action Learning (AL) 

exhibited in Appendix A (Acker-Hocevar et al., 2002; Choi, 2005; Hartog et al., 2014; 

Knox, 2000; Lee, 2005; Rahaman, 2013; Raudenbush & Marquardt, 2003; Ward, 2008) 

found that most of the studies available in the field of action learning are case studies—

qualitative research in which researchers often collect core data based on observation and 

reflection on effects, and adjustment and modification of practices. Data are collected 

primarily through (1) interviews, (2) critical incident questionnaires, (3) profiler multi-

rater instruments, (4) semi-structured interviews, (5) 360-degree feedback, (6) self-

administered surveys—all based on Kirkpatrick’s (1976) four-level model for conducting 

program evaluation. Moreover, supplementary data can be collected through 

(1) observation, (2) document review, (3) learning journals, (3) team process survey 

reports, (4) evaluations, and (5) focus group discussions. 

The data are usually collected at many points throughout the course of AL 

programs—including before, during, and afterwards, the latter importantly in order to 

examine the transfer of knowledge and skills to workplace settings. Then the collected 

data (i.e., interview script, survey, observation) are analyzed and organized into themes 

and categories that are compared with known theoretical models to develop possible 

explanations for the observed behaviors. The resulting conclusions are often used to 

suggest hypotheses and directions for future research (Acker-Hocevar et al., 2002; Choi, 

2015; Hartog et al., 2014; Knox, 2000; Lee, 2005; Rahaman, 2013; Raudenbush & 

Marquardt, 2003; Ward, 2008). 

As shown in Appendix A, the studies revealed that 50-80% of the competencies 

learned from AL were transferred to workplace settings, resulting in perceived 
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performance improvement (Ward, 2008). Moreover, AL helped embed aspects of its 

learning process in the work (Hartog et al., 2014) and promoted application of previous 

academic learnings to real problems (Acker-Hocevar et al., 2002). The summary findings 

also revealed that AL effectively develops leadership behaviors and characteristics 

articulated in visionary leadership theory (Lee, 2005), along with improved relationships, 

communication of expectations, observational skills, analytical skills, listening skills, 

questioning skills, feedback skills, skills in creating a supportive work environment 

(Choi, 2005), and even transformative learning (Rahaman, 2013). Research also showed 

there are crucial governing variables that can have an impact on the success of the AL 

inquiry/reflection process (Lee, 2005), including organizational climate factors, program 

design elements (Ward, 2008), and robust coaching skills and confidence of learning 

coaches (Raudenbush & Marquardt, 2003). Finally, some research also outlined some 

particular success factors for AL implementation. Knox’s study (2000) identified five 

such success factors: setting the context, timely instructing the feasibility to implement 

the AL solutions in organizations, involvement of key-decision makers/stakeholders, 

follow-up plan, and leveraging leadership resources. 

Limitations and recommendations. As noted earlier, although there have been 

numerous studies on the application of action learning to various sectors, these studies 

have been limited to focusing mainly on the application of learning in the business or 

government sector. Few studies have investigated action learning in the context of an 

educational environment, such as a disadvantaged school. However, one study in 

particular that did investigate action learning in the educational context was conducted by 

Acker-Hocevar et al. (2002), who investigated the applicability of Action Learning (AL) 

to developing educational leadership at a US-based university. A particularly notable 

finding from this study was that participants did not feel comfortable discussing problems 

about how the universities operated, despite the fact that AL was supposed to develop 

trust and understanding among colleagues to openly express such viewpoints. 
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O’Neil and Marsick (2007) point out that questions and reflection play an 

important role in an Action Learning Cycle. Learning often begins in Action Learning 

through asking questions or questioning insight. Questioning insight has been described 

as asking discriminating questions or examining earlier unexplored, fresh questions. 

Asking discriminating, fresh, naïve questions is important for reaching innovative 

solutions (p. 81). This kind of inquiry might not be easy to follow in Asian culture deeply 

rooted in collectivism, described earlier (Triandis, 1995). Gao et al. (1996) noted in 

particular that in China, the largest collectivist country, not everyone is entitled to share 

their ideas, and people voice their opinions only when they are recognized. One of the 

most important hierarchical factors is seniority, and young people in these circumstances 

rarely get a chance to talk. In practice, there can some mitigation of this young/old 

exclusivity: on one hand, the junior participants are expected to acknowledge and defer to 

authority—remaining silent and following directions from those senior. On the other 

hand, however, senior participants are supposed to help by sharing their strong opinions 

and give directions to junior people. The challenges experienced by Acker-Hocevar et al. 

(2002) may be something worth investigating very carefully with regard to how any 

research using Action Learning is implemented in education, particularly in the Asian 

context. 

Although Action Learning (AL) tends to build many leadership skills (i.e., 

relationship building, communications, observation, analysis, questioning, feedback, 

support), as well as transformative learning (Choi, 2005; Rahaman, 2013), most studies 

confirm that the design of an AL program should be tailored to meet the leadership needs 

of its learners and their limitations (Choi, 2005; Lee, 2005; Ward, 2008). It is thus 

essential to deeply understand the roots of the organizational and leadership challenges in 

the planned location, and to work closely with all stakeholders to design a context-

sensitive AL program that will effectively address problems relevant to local—as well as 

national—strategic organizational goals or challenges (Knox, 2000). It is further always 
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important to address applicable transfer of lessons learned back to participants’ 

workplace settings (Ward, 2008). 

Reflective practices need to be emphasized in the Action Learning program design 

since they help provide a safe space for open discussion (Hartog et al., 2014), build 

leadership capability (Lee, 2005), and influence transformative learning (Rahaman, 

2013). 

Raudenbush and Marquardt (2003) note that setting up an internal organizational 

Action Learning (AL) program in the workplace context is not easy due to a potential 

lack of confidence among the staff and leaders in the organization’s personnel to serve as 

AL facilitators and learning coaches. As a result, a pre-process would likely be necessary 

in order to develop and support trust between managers and staff prior to AL 

implementation (Knox, 2000). On the basis of research to date, it would appear that if AL 

could be implemented successfully, it would not only be a method for leadership 

development but also possibly a viable tool to create a harmonious and collaborative 

working environment (Acker-Hocevar et al., 2002; Choi, 2005; Knox, 2000). 

Action Learning and Adult Learning 

According to its various definitions in the literature—including all described 

characteristics, implications, and learning outcomes—Action learning engages all of the 

major adult learning theories: (1) situated learning, (2) informal and incidental learning, 

(3) experiential learning, and (4) transformational learning (Lamm, 2000; O’Neil & 

Marsick, 2007; Rahaman, 2013; Ward, 2008). 

Situated Learning 

These learning theories all have their roots in constructivism. Driscoll (2000) 

concluded that constructivists believe knowledge is built by learners as they interact with 
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their environment, make sense of it, and seek meaning. Theorists and practitioners who 

have studied situated cognition or situated learning argue and emphasize that meaning 

and cognition are socially and culturally constructed (Brown et al., 2001; Clancey, 1997; 

Lave, 1988; Wilson & Meyers, 1999). In addition, knowledge and learning processes are 

a product of the activity, context, and culture in which they are both developed and used 

(Brown et al., 2001). The social milieu drives learners to develop specific skills and 

competencies in a particular direction (Merriam et al., 2012)—one that could be useful in 

real-life situations, and provides learning opportunities that link to applications in the 

workplace setting. (Brown & Duguid, 2000; Brown et al., 2001; Gunzburg, 1994). 

Informal and Incidental Learning 

Previously, both professional and personal development programs were believed to 

be most effective in classroom-based and formal learning settings. Participants would sit 

in a classroom with an instructor who would disseminate information that could later be 

applied. This is sometimes referred to as a “banking model”; the teacher deposits 

information, useful or not, into the students’ largely passive mental bank accounts. 

Marsick and Volpe (1999) noted that historically, this kind of formal training was the 

primary means by which management communicated how work was to be performed. 

However, Phillips and Phillips (2002) pointed out that there are several weaknesses in 

this model, such as costs, time spent on such activities, as well as frequent lack of transfer 

of what was learned. Additionally, Marsick and Volpe (1999) also noted that with the 

radical change and unpredictability of the organizational environment today, this type of 

training is no longer as useful as it once was, and there is a need to differentiate between 

training versus learning. Zuboff (1988) further emphasized that learning does not have to 

occur outside of the work context. In fact, learning was, for her, a new form of labor, one 

that managers needed to enable and encourage through making the right facilitating 

decisions. Finally, Ward (2008) added that research confirmed that most learning in 
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organizations revolved around people working together on normal work activities, and 

that 70% of learning occurred in these situations (Bruce et al., 1998). 

Marsick and Watkins (1990) define informal and incidental learning as the learning 

that may occur in institutions, but not traditional-classroom-based or tightly structured. 

Control of the learning is in the hands of the learner, and the impetus for doing it is often 

that of the learner. Informal and incidental learning can be fostered by the organization, 

e.g., by allowing time for workers to pursue it, but it can also take place in a non-

conducive environment. Importantly, it is usually structured to one degree or another, but 

not in the rigid way that typically applies in classroom settings. The authors describe 

another, sometimes related form of learning they call “incidental.” Incidental learning is 

that which occurs when, e.g., a worker is doing something intentional—it can be as 

casual as taking a coffee break—and he or she simply notices, and learns about, 

something unrelated, of no particular immediate interest, perhaps that the unit has a 

different type of copy machine. (Obviously, incidental learning can, and does, occur at 

any time.) 

The process of Action Learning (AL) engages with all the characteristics of 

informal and incidental learning. The distinction is that AL is a structured program that 

purposefully includes learning from real-life experiences via a design that leads the 

learner to learn informally or incidentally from experience (Marsick et al., 2006). 

Experiential Learning 

Experiential learning, or “learning from experience,” is the process of learning 

through undergoing experiences and, importantly, learning by reflecting on them (Felicia, 

2011). Learning from experiences can be traced back to John Dewey (1938) and his 

pragmatic approach to learning. 

Dewey (1938) argues that the value of learning can be measured by the degree to 

which learners can apply and make use of it. He points out that learning from experience 
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is composed of two components: (1) continuity and (2) interaction. Continuity refers to 

the way that learning takes up knowledge and insights that have come from prior 

experiences, and interaction is the way that learning connects to and impacts on future 

experiences. Dewey concludes that learning from experience is thus a continuous and 

interconnected process. He also emphasizes that all learning requires experience, but not 

every experience is educative. Indeed, learning from experience requires other necessary 

factors to be in or take place. 

David Kolb is the one who articulates one of the most popular and widely used 

theories of learning from experience with his learning cycle. His theory describes how 

adults effectively learn from their experiences (Kolb, 1984; Merriam et al., 2012). It 

builds on and extends the works of Dewey (1938), Lewin (1951), and Piaget (1970). As 

with Dewey, experience is seen as the foundation of learning. His view is related to 

Lewin’s (1951), that learning is an ongoing process: experience, reflection, 

conceptualization, and experimentation. As with Piaget (1970), a key emphasis is on 

cognitive development. 

Kolb’s (1984) learning cycle is comprised of four phases. It begins with learners 

having a concrete experience through interacting with their environment. Then, they 

spend time reflecting on and looking back at their experience. Through the insights they 

gain from reflection, they develop abstract conceptualizations about the situation. These 

conceptualizations lead them to the final stage, which is active experimentation in which 

learners try out the new ways to engage and interact with the immediate situation based 

on what they have learned. Although Kolb’s learning cycle is depicted as operating in an 

ongoing circular pattern, Kolb adds, it is actually a spiral. He points out that it organizes a 

progressive learning process in which learners gain ever deeper understanding, and 

thereby more effective actions for future experiences. 
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Transformative Learning 

Transformative Learning (TL) has been around since the 1990s and has become 

one of the most researched and discussed theories in the field of adult learning (Taylor, 

2007). Mezirow (1995), who is recognized as the founder of transformative learning 

theory, argues that TL occurs when a distorted, inauthentic, or unjustified assumption is 

replaced with a new or transformed frame of reference, one that is more inclusive, 

discriminating, self-reflective, and integrative of experience. 

Mezirow (1991, 1996, 2000) first developed transformative learning theory based 

on a study with women who re-entered college after being away from school for many 

years. He found that the challenges undergone by these women, who needed to adapt 

themselves to a very new role as students, caused a significant shift in their perceptions 

and their ways of understanding themselves and the world. He described the ways adults 

inevitably bring their prior interpretation to make new meaning in lives. TL focuses on 

the transformation of taken-for-granted assumptions and beliefs about one’s world, its 

goal being construction of a new meaning-making system that, compared to that earlier, 

is more critically reflective, inclusive, integrated with experience, permeable, open, and 

inquisitive. 

Mezirow (2000) described ten sequential steps in the transformative learning 

process. It begins with adults experiencing a “disorienting dilemma” that leads to feelings 

of guilt and shame. Then the learners critically question their taken-for-granted 

assumptions. Next, they realize that others also go through similar situations, and then 

explore alternative options. They plan new or revised actions and acquire needed skills, 

congruent with their changed perspective, and act out the new roles envisioned, building 

confidence. Lastly, they reintegrate this unified new understanding into their new way of 

life. 

Mezirow (1990) highlighted the importance of critical reflection as the heart of the 

transformative learning process, which constitutes “an assessment of the validity of the 
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presuppositions of one’s meaning perspective, and examination of their sources and 

consequences” (p. xvi). Merriam (2004) added that mature cognitive development is the 

foundation of critical reflection and rational discourse crucial for transformative learning. 

Taylor (1998, 2007) suggested that it is also crucial to establish a trusting relationship 

with others that allows individuals to conduct inquisitive discussions, openly share 

information, and achieve mutual and consensual understanding via personal and self-

disclosing dialogues. 

Social Action 

The social action literature can serve as a theoretical support for a better 

understanding of the context of studies in schools. Paul Freire (2000) was a well-

recognized theorist of pedagogy and education. His book, Pedagogy of the Oppressed, 

was written based on his own experience helping Brazilian adults living under oppressive 

circumstances. It is considered a foundational document of social action and has been 

published over 750,000 times, worldwide. 

As Freire (2000) discussed, oppressors create a concrete political ethos that rejects 

others’ lives, fails to recognize them as persons, and rejects others’ rights. The oppressors 

continuously attempt to gain more power over the oppressed in order to lead, support, and 

benefit their own groups. 

Freire (2000) described four characteristics of antidialogical action theory as 

employed by the oppressors. These are indispensable to preservation of the status quo. 

1. Conquest—reducing humans to the status of things by depositing myths. 

2. Divide and rule—breaking down the community into small groups in order to 

limit unity and solidarity. The oppressors execute this policy by rewarding and 

penalizing particular leaders of subgroups to keep them divided. 
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3. Manipulation—conforming the masses to the oppressors’ objectives, 

especially among people who are politically immature (e.g., rural) by offering 

the bourgeoisie personal success and welfare programs, which the oppressors 

do not offer to all people. 

4. Cultural invasion—all oppression involves invasion in the form of economic 

and cultural domination. Cultural conquest leads to cultural inauthenticity of 

those who are invaded—people are molded to the patterns of the oppressors’ 

ways of life in order to get them to recognize the superiority of the invaders, 

and finally, to try to emulate them. 

Freire (2000) pointed out that both the oppressors and the oppressed are 

dehumanized in this oppressive situation. He introduced Critical Consciousness or 

Conscientization, as a way for people to reclaim and express their humanity. Exercising 

critical consciousness consists of focusing on deeply understanding the real world 

through dialogue, then perceiving and exposing social and political contradictions. He 

connected critical consciousness with a resulting synthesis of thought and action as a road 

to reclaiming humanity and becoming humanized. His position is that Oppression 

dehumanizes both the oppressed and the oppressors, but only the oppressed can save 

themselves by thinking critically and taking action toward their liberation. 

Freire (2000) suggested that cultural invasion would be ended by a cultural 

revolution that moves all of society to reconstruction—a revolutionary regime of 

conscientization, which fosters the practice of permanent dialogue between leaders and 

people and ensures the participation of all, including the people in power. He emphasized 

that revolutionary leaders must not—like the oppressors—use antidialogical procedures 

with the people in order to effect the revolution; rather, they must embrace dialogical 

cultural action. Its characteristics are listed below: 

1. Cooperation—to treat all human beings as subjects (not as subject and object) 

and gain adherence through communication. And then communion is 
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constructed between leaders and people with fusion characteristics that 

include being empathic, loving, communicative, human, and humble. 

2. Unity for liberation—people start to emerge and begin to integrate, as a 

subject confronting an object, sundering the false unity of the divided self and 

becoming a true, unified individual. This process requires class-consciousness 

and cultural action. 

3. Organization—directly links with the natural development of unity that 

emerges from constant, humble, and courageous witness. The revolutionary 

leaders organize and identify themselves with the people for revolution. 

4. Cultural synthesis—a mode of action for confronting culture itself, in which 

the actors do not come to teach, transmit, or give anything to others, but 

rather, to learn with the people about the people’s world. It then becomes 

possible to resolve the contradiction between people’s worldviews and accept 

their differences. 

Conceptual Framework 

The review and critique of the literature, combined with the researcher’s own 

experience, have contributed to the development of a conceptual framework that provided 

an organizing structure for the design and analysis of this research. 

The conceptual framework served as a superstructure for designing its active 

elements, and now reporting the study’s findings, guided by data analysis and 

interpretation, and informed by various iterations of the coding schema (Bloomberg & 

Volpe, 2008). As discussed in Chapter I, there are two research questions: 

1. How did participants—and their coaches and staff—perceive their leadership 

behaviors and characteristics have changed as a result of attending an AL 

program? 
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2. What did participants perceive as the critical success factors of an AL 

program? 

As shown in Figure 2.3, AL can have its roots in four major adult learning theories: 

situated learning (Brown et al., 2001; Clancy, 1997; Lave, 1988; Wilson & Meyers, 

1999); informal and incidental learning (Marsick & Volpe, 1999), experiential learning 

(Dewey, 1938; Kolb, 1984), and transformative learning (Mezirow, 1991, 1996, 2000). 

The conceptual framework defines AL (O’Neil & Marsick, 2007; Revans, 1971, 1989) as 

work carried on by a small group of diverse learners, working on an actual 

project/problem, and learning through inquiry, action, and reflection, aided by learning 

coaches, who help the team balance learning and doing. Each aspect of AL may foster 

changes in comprehensive leadership behaviors and characteristics encompassed by 

Visionary Leadership Theory, including capable management, reward equity, 

communication leadership, credible leadership, caring leadership, creative leadership, 

confident leadership, follower-centered leadership, visionary leadership, and principled 

leadership (Sashkin, 1998; Sashkin & Sashkin, 2003). 
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Figure 2.3. Conceptual Framework 
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Chapter III 

METHODOLOGY 

Introduction 

The purpose of the study is to determine how 17 school leaders from six 

participating schools in the Golden Triangle perceived the development of their 

leadership qualities through an Action Learning (AL) program and what factors of the 

AL program enabled that development. Ultimately, it is hoped that the research findings 

will provide evidence to support the use of AL for additional school leaders in the Golden 

Triangle, and possibly throughout Thailand. To carry out this purpose, the following two 

research questions were addressed: 

1. How did participants—and their coaches and staff—perceive their leadership 

behaviors and characteristics have changed as a result of attending an AL 

program? 

2. What did participants perceive as the critical success factors of an AL 

program?  

This chapter discusses the research methodology used to conduct the study, 

including:  

• Research sample 

• Overview of information needed 

• Research design overview 

• Methods of data collection 
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• Data analysis and synthesis 

• Validity and reliability of the study 

• Human participants and ethical consideration  

• Limitations of the study 

• Chapter summary 

The study used a case study design to address the research purpose and questions. 

A case study is defined as an intensive, holistic description and analysis of a single 

instance, phenomenon, or social unit (Merriam, 1998) that aims to explore a bounded 

system (Creswell, 1998). The case study design used here was exploratory as well as 

explanatory in nature—comprehensively enabling me (with colleagues) to explore both 

individuals and relationships, organizations, and communities via a complex intervention 

(Yin, 2002). It proved suitable for answering research questions about “how” or “why” 

by acquiring various sources of data in order to gain a deep understanding and reasonable 

conclusions about of what was of interest in its real-life context (Creswell, 1998; 

Merriam, 1998; Patton, 2001; Yin, 2002). There are seven reasons why a case study 

design was appropriate for conduct of this study. 

1. The study provided a limited description of how Action Learning (AL) 

fostered perceived changes in leadership among participants who were school 

leaders in disadvantaged schools within the Golden Triangle of Thailand.  

2. This study was conducted within a bounded system. Data were collected 

before, during, and after a 3-month AL program in the school systems 

superintended by the Thai Special Education Bureau (SEB). The AL program 

comprised a number of different action elements, designed to build and 

strengthen the types of leadership needed in order to foster and facilitate 

collaboration and information of all stakeholders in the broad school system, 

including: (1) school leaders—or personnel holding the authority of Vice-

Principals—of six participating schools in the Golden Triangle, (2 ) staff who 
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worked under these school leaders, (3) school principals, (4) political heads 

and administrators at the Thai Ministry of Education (MOE), and (5) AL 

scholars and practitioners in the U.S., Thailand, and elsewhere. 

3. This study was both exploratory and explanatory. It was exploratory because 

most studies of AL have been conducted in the business and government 

sectors in developed countries (Choi, 2005; Lamm, 2000; Lee, 2005; Knox, 

2000; Raudenbush & Marquardt, 2003; Ward, 2008), hence there have been 

very limited studies in the context of the education sector in developing 

countries. Further, since all AL applications are not appropriate in every 

context and they are inevitably impacted by the setting in which the study 

takes place (Choi, 2005; Lee, 2005; Ward, 2008), it was crucial to explore the 

use of AL in the education sector in developing countries and adjust the AL 

activities for maximum effectiveness in that context. It is explanatory because 

the study explains how AL helped to positively change perceived leadership 

behavior and characteristics, and what aspects of AL can foster such changes. 

4. To a limited extent this study answered “How” and “Why” questions. The 

case demonstrated what AL elements and activities appeared to help change 

the desired leadership behaviors and characteristics and what processes within 

the AL structure effectively fostered these changes. 

5. The study was context-congruent in that it was conducted in a real-life 

situation in which 17 school leaders attended an AL program that was 

embedded in the contemporary school setting in the Golden Triangle. 

6. The research questions were addressed through multiple data collection 

methods: Triangulation was achieved through the use of four methods of data 

collection: (1) self-administered surveys, (2) Critical Incident Questionnaire 

(CIQ) interviews, (3) debriefing sessions with learning coaches, and 
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(4) comprehensive document analysis of multiple inquiry outputs collected 

from participants, their staff, and learning coaches. 

7. Multiple sources of information were employed in this study. The data were 

collected from all participants, their staff, learning coaches, and advisors, and 

included appropriate archival data in order to generate convincing and 

internally accurate findings and conclusions. 

Research Sample 

The sites for this study are six schools managed by the Thai Special Education 

Bureau (SEB), serving disadvantaged students in the Golden Triangle—a region in the 

mountainous North that is recognized as one of the world’s largest human trafficking and 

drug source regions (Biemann, 2005; Chin, 2016; Spires, 2015). The ultimate goal of 

SEB is to support and promote basic education for disadvantaged children, equipping 

them with knowledge and life skills that will allow them to live a good quality of life, 

with happiness and pride (SEB, 2019). 

The schools under SEB within this area face administrative and leadership 

challenges while trying to serve students with limited resources (Spires, 2015). Since 

2015, there have been at least four school principals in the Golden Triangle who were 

accused of being autocratic, and who were also charged with creating a toxic working 

climate as a consequence of their authoritarian leadership style (Bangkok Business News, 

2015; Jit Isara Chiangdao News, 2017; Thairath Online, 2015, 2016). 

I obtained written permission for conduct of the study from Dr. Suda Suk-Um, 

Director of the Special Education Bureau (SEB). In order to gain permission from SEB, I 

had several meetings with political heads and administrators at the Ministry of Education 

(MOE), including Dr. Teerakiat Jareonsettasin, Minister of Education; Dr. Boonrak 

Yodpetch, Secretary-General, Office of Basic Education Commission, Ministry of 
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Education (OBEC); Dr. Sungkom Chanvises, Director of Research and Development, 

Human Resource Group, Office of Basic Education Commission–Ministry of Education 

(OBEC); and Dr. Suda Suk-um, Director of Special Educaton Bureau (SEB). In the 

meetings at MOE, I provided detailed explanations—both in writing as well as 

verbally—about the purpose of this study, the research methodology, the intended use of 

the data, and the nature and time commitment required for participation. 

Participant Selection 

There were two groups of participants in this study, listed as follows: 

1. Seventeen (17) AL participants coming from six participating schools in the 

Golden Triangle. They were a convenience sample. A convenience sample is 

a type of non-probability sampling method where the inductees are taken from 

a group of people easy to contact or to reach (Saunders, Lewis, & Thornhill, 

2012). All were either Vice Principals (VPs) or Acting Vice Principals 

(AVPs) who were senior teachers. All have high potential to be promoted to 

School Principal in the future. 

 According to the research methodology approved in 2018, I originally planned 

to examine 15 AL participants from five schools, that is, three candidates 

being selected by the school principal of each participating school. After the 

selection, I communicated with the three candidates in order to ensure that 

they were willing to participate in the program. Any candidates who were not 

willing to participate were replaced by others that were suggested by the 

school principals. 

 The AL program would take place during the promotion period in which it 

was possible that some of the selected participants might be promoted and 

reassigned to other schools. In order to ensure that there would be at least 15 

participants who could complete the study, the chair of the AL advisory board 
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(shown in Appendix L), Senior Principal Sumon Monkhai, suggested that I 

add one more school so that there would be 18 participants. Later, one 

participant actually was promoted and reassigned to another school. And so, I 

needed to censor (remove) the data of this individual from the study analysis. 

At the end, there were 17 participants completing this study. 

2. Fifty-one (51) staff were selected from those who directly worked under the 

17 AL participants—in sum, three staff per one AL participant. Self-

administered surveys were used to collect data from these staff at two 

different points in time: before and three months after the conclusion of the 

AL program. After the selections, I went to six participating schools to 

communicate with the 51 staff in order to ensure that they were willing to 

participate in the program. Any candidates who were not willing to participate 

were replaced by others, as suggested the school principals. 

 Two other groups were involved in the study. Three learning coaches who 

would each advise one of three small groups in the AL program were invited 

to participate in debriefing sessions at three points in time during the AL 

program to provide input. In addition, nine experts in school leadership, 

including two administrators from the Ministry of Education, five school 

principals from participating schools, a local social entrepreneur, and the chief 

executive of a sub-district administration organization in the Golden Triangle, 

collectively helped to determine the leadership behaviors and characteristics 

that were to be developed in the AL program. 

Overview of Data Collected and Analyzed 

In order to achieve the purpose of this study, and address both research questions, 

this study mainly collected perceptual data from four sources of information: (1) 17 
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Action Learning (AL) participants, (2) 51 staff who worked under the AL participants, 

(3) three Action Learning coaches who worked with the 17 participants, and (4) a process 

of comprehensive document analysis of all written data sources collected. How the 

sources of data related to the research purpose and questions is illustrated in Table 3.1. 
 
 
Table 3.1. Matrix of Information Sought and Used in Formulating Research Purpose and 

Questions 
 

Information needed Nine 
experts 

17 Action 
Learning 

(AL) 
participants 

51 staff  
who work 
under AL 

participants 

Three 
learning 
coaches 

Document 
analysis 

Demographic Data   Pre-program 
demographic 
form 

   

Needs Assessments 
Data 

     

P1: Which 
comprehensive 
leadership behaviors 
and characteristics 
needed for school 
leaders in the Golden 
Triangle? 

CVI, the 
Index of 
Content 
Validity 

    

Perceptual Data       
Q1: How do 
participants perceive 
their leadership 
behaviors and 
characteristics have 
changed as a result of 
attending in an Action 
Learning program? 

 Self-
administered 
surveys 
 
CIQ 
Interviews 

Self-
administered 
surveys 
 

Debriefing 
session 

 

Q3: What aspects of 
the Action Learning 
program lead to the 
changes in leadership 
behaviors and 
characteristics?  

 CIQ 
Interviews 

 Debriefing 
session 

Review: 
program 
schedule 
and text 
materials 

 

Data were also collected from nine experts through the process of calculating the 

Index of Content Validity (CVI) as an instrument to measure the relevancy of the content 

(Lynn, 1986). In this study, CVI was used to identify the top leadership behaviors and 
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characteristics needed for development of school leaders in the Golden Triangle. The 

purpose was identification of the factors to be studied through the research questions. 

Research Design Overview 

As stated above, a case study design was used to examine how Action Learning 

(AL) helped change perceived leadership behaviors and characteristics, and what aspects 

of AL fostered these changes. Table 3.2 summarizes the steps that were taken in 

conducting this study. 

 
Table 3.2. Steps Taken in Conducting the Study 
 

Step 1 
September 

2017 

Research Topic Identification: My earlier professional experience working 
with school leaders in the Golden Triangle informed the ongoing leadership 
challenges and the need for leadership development programs. The plight of 
poor hill tribesmen in the North of Thailand earlier motivated me to explore 
professional development practices to help them overcome their leadership 
challenges. Later, I found Action Learning (AL) and recognized it as a possible 
method for professional development of this population. Studies in the business 
sector and government agencies in developed countries support the use of AL 
for personal development, yet, there only have been limited studies in the 
education sector in developing countries. And thus, I started working on a 
research topic focused on seeking confirmatory (or disconformity) evidence 
supporting the use of AL for leadership development in the particular context 
of the Golden Triangle.  

Step 2 
October 2017 

Literature Review I selected and examined a selection of relevant empirical 
studies on Action Learning and leadership development—focusing in my 
search on any studies that were conducted in, or seemed relevant to, the context 
of, (1) education sectors, (2) government agencies, and (3) Asian countries. The 
results of this work were presented in Chapter II.    

Step 3 
December 

2017 

Identification of Sample Participants: I met with political heads and 
administrators at the Thai Ministry of Education, MOE. In these meetings, I 
presented the details of my research proposal, and the nature and time 
commitment required for participation. After MOE agreed to sponsor the 
research project and I had obtained written permission from the Special 
Education Bureau (SEB), the MOE authorized me to initiate and conduct a 
process of identifying participating schools and assessing the principals’ 
willingness to develop a list of potential study participants. 
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Table 3.2 (continued) 
 

Step 4 
April 2018 

Proposal Hearing: Held on April 26, 2018. Requested changes were made and 
my proposal was approved. 

Step 5 
May 2018 

IRB Approval: Followed shortly. 

Step 6 
June 2018 – 
March 2019  

Letter of Invitation and Consent Form: Following IRB approval, I contacted 
all 4 groups of samples by phone and email to determine their willingness to 
participate. The four groups of samples were (1) 9 experts in education, (2) 17 
Action Learning (AL) participants, (3) 51 staff who work under the AL 
participants, (4) 3 Action Learning coaches  
 
I then distributed study materials to, and interviewed people in, the 4 groups as 
follows: 
 
1. Nine experts 

1.1. Letter of Invitation: describing the purpose of the research, details of 
the survey–CVI, the Index of Content Validity, including location, 
date and time for data collection.  

1.2. Informed Consent Form: explaining the purpose of the study, 
participants’ rights, confidentiality, and data collection methods. 

2. 17 Action Learning (AL) participants 
2.1. Letter of Invitation: describing the purpose of the research, details of 

the AL program, a pre-program demographic form, self-administered 
surveys, and Critical Incident Questionnaire (CIQ)—and setting up an 
interview, including location, date and time to collect data.  

2.2. Informed Consent Form: explaining the purpose of the study, 
participants’ rights, confidentiality, and data collection methods. 

3. 51 staff who worked under the 17 AL participants 
3.1. Letter of Invitation: describing the purpose of the research and details 

of the self-administered surveys, including location, date and time to 
collect data.  

3.2. Informed Consent Form: explaining the purpose of the study, 
participants’ rights, confidentiality, and data collection methods. 

4. Three Action Learning (AL) coaches  
4.1. Letter of Invitation: describing the purpose and conduct of the 

research, details of AL sessions and debriefing sessions, including 
location, date and time to collect data.  

4.2. Informed Consent Form: explaining the purpose of the study, 
participants’ rights, confidentiality, and data collection methods. 

Step 7 
July 2018 

CVI, the Index of Content Validity: In collaboration with two Thai scholars in 
organization and leadership who were Teachers College (TC) alumni, we 
developed the CVI instrument to establish which leadership behaviors and 
characteristics were thought to be important and relevant for school leaders in 
the Golden Triangle. Then, nine experts in education completed the CVI 
instrument in order to validate and select the top leadership behaviors and 
characteristics needed. 



 

 

64 

Table 3.2 (continued) 
 

Step 8 
August 2018 

Data Analysis of CVI: Data collected from CVI were analyzed and the top 
leadership behaviors and characteristics for the AL program focus were 
selected. 

Step 9 
September-
December 

2018 

AL Program Design: I invited my two TC advisors – Dr. Judith O’Neil, my 
first reader and Dr. Victoria Marsick, my second reader to be the co-chairs of 
the AL Academic Committee. We designed the AL program for school leaders 
in the Golden Triangle based on the findings of the CVI cited above. 

Step 10 
February 2019 

AL Program Orientation for Facilitators & Learning Coaches: I introduced 
the fully designed AL program to all facilitators and learning coaches in 
Thailand in order to clearly communicate its objectives and AL-related 
activities. All facilitators and stakeholders were given a chance to comment on 
the program in relation to any further revision/modification recommendations.  

Step 11 
February-

March 2019 

Orientation, Self-administered Survey, Round I and Pre-program 

Demographic Form:  

• Facilitators and learning coaches introduced the AL program and set up 
three small AL teams.  

• 17 AL participants completed (1) a self-administrative survey, intended 
to provide a baseline measure for comparison of any perceived changes 
in leadership and (2) a pre-program demographic form. 

• 51 staff working under the 17 AL participants completed a self-
administered survey, also intended to serve as a baseline measure of 
perceived changes in leadership.  

Step 12 
April 1-3, 

2019 

AL Program Session I: The first AL program session took place in Chiangmai, 
the largest city in the north of Thailand.  

• Six school principals of participating schools were presented as 
sponsors of the AL program and briefed participants on the three AL 
projects.  

Step 13 
April 4, 2019 

Debriefing Session after AL Program, Round I: a debriefing session with the 
three learning coaches was conducted after the first AL session in order to 
identify the AL aspects used and probe possible perceived changes in 
leadership. 

Step 14 
April 25-27, 

2019 

AL Program Session II: The second AL program session took place in 
Chiangmai, one month after the first session.  

Step 15 
April 28, 2019 

Debriefing Session after AL Program, Round II: Three learning coaches 
again held a debriefing session after the second AL session to comment on the 
AL aspects and activities used and discuss possible changes in leaderships 
behavior. 

Step 16 
May 23-25, 

2019 

AL Program Session III: The third AL program session also took place in 
Chiangmai—also, one month after the second session.  

• Six school principals of participating schools were there as Sponsors of 
the AL program. Team projects were presented to these sponsors. A 
Q&A session took place after the presentations.  

• Facilitators and learning coaches discussed progress to date and 
implications for the participating schools, as well as planning school 
visits to support successful implementation of the AL project solutions 
at each school. 
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Table 3.2 (continued) 
 

Step 17 
May 26, 2019 

Debriefing Session after AL Program, Round III: The three learning coaches held 
a debriefing session considering the success of and/or changes in the AL 
aspects/activities used as well as possible perceived changes in leadership 
behaviors of the participants. 

Step 18 
July 2019 

School Visit: Learning coaches visited six participating schools in order to support 
participants in exercising and implementing what they learned from the AL 
program and intended to transfer back to their schools. 

Step 19 
August 2019 

Self-administered Survey, Round II and Critical Incident Questionnaire (CIQ) – 
Interview:  
The 17 AL participants completed: 

1. The self-administered survey aimed at providing a measurement of their 
self-perceived change(s) in leadership behaviors and characteristics.  

2. The CIQ interviews were conducted in order to determine how 17 school 
leaders from six participating schools in the Golden Triangle perceived the 
development of their leadership qualities through the AL program and 
what factors of the AL program they felt enabled that development.  

51 staff working under the 17 AL participants each completed their own self-
administered survey in order to provide a measurement of their perception of any 
change(s) in leadership behaviors and characteristics occurring in the 17 
participants after attending the AL program.  

Step 20 
August 2019 – 
January 2020 

Transcription and Coding: CIQ interviews with 17 participants and debriefing 
sessions with three learning coaches (which were all audio recorded), were 
transcribed verbatim.  

Step 21 
January – 

February 2020 

Inter-rater Reliability:  
Three CIQ interviews were randomly selected and translated into English. The 
researcher elicited the assistance of Dr. Pachernwaat Srichai to code these three 
CIQ interviews in order to ensure inter-rater reliability. 

Step 22 
February – 
April 2020 

Data Analysis: Data collected from (1) the pre-program demographic form, (2) the 
self-administrative surveys, (3) CIQ interviews, (4) debriefing sessions with 
learning coaches, and (5) document analysis were analyzed both individually and 
collectively. All data were, analyzed, interpreted, and results synthesized according 
to the conceptual framework. Data gathered and collated from all different sources 
was compared to that cited above in order to achieve triangulation. 

Step 23 
May 7, 2020 

Dissertation Defense:  
The researcher’s dissertation defense took place on May 7, 2020. Any revisions, 
suggested by the researcher’s advisor and second reader, will be addressed in the 
subsequent submission of a revised dissertation to the TC Office of Doctoral 
Studies.  

Methods of Data Collection 

This study employed five data collection sources/methods: (1) CVI, the Index of 

Content Validity, (2) self-administered surveys, (3) Critical Incident Questionnaire (CIQ) 

interviews, (4) debriefing sessions with learning coaches, and (5) document analysis. The 



 

 

66 

CIQ—interviews and self-administered surveys were the primary data collection 

methods. 

CVI, the Index of Content Validity 

In order to validate which comprehensive leadership behaviors and characteristics 

were needed for school leaders in the Golden Triangle, a survey of nine experts was 

conducted to examine all 10 comprehensive leadership behaviors and characteristics of 

Visionary Leadership Theory (VLT) including: capable management, reward equity, 

communication leadership, credible leadership, caring leadership, creative leadership, 

confident leadership, follower-centered leadership, visionary leadership, and principled 

leadership (Sashkin, 1998; Sashkin & Sashkin, 2003). 

Lynn (1986, p.383) suggests two stages in generating a CVI, Index of Content 

Validity  

1. Development stage 

1.1. Identification of full content domain—identification of dimensions and 

subdimensions of affective variables  

1.2. Sampling and item generation—generation of items for all dimensions 

and subdimensions 

1.3. Assimilation of items into a useable form 

2. Judgment-quantification stage 

2.1. Judgment/quantification of CV of items 

2.2. Judgment/quantification of CV of instrument  

To simplify Lynn’s (1986) process for generating the Index of Content Validity 

(CVI), in the development stage, I did not generate dimensions and subdimensions by 

myself as suggested in item 1.1—identification of full content domain, and 1.2—

sampling and item generation. Rather, I employed items and subitems of comprehensive 

leadership behaviors and characteristics listed in Visionary Leadership Theory (VLT) 
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(Sashkin, 1998; Sashkin & Sashkin, 2003). In stage 1.3—assimilation of items into a 

useable form, I collaborated with two Thai scholars/practitioners in organizational 

psychology and leadership development in the Thai education sector to develop a useable 

form of CVI in Thai language. All of them were graduates of Teachers College, 

Columbia University. The first draft of the Thai-language CVI form was pilot-tested with 

two school leaders in the Golden Triangle—who did not participate in the AL program. 

The feedback from the pilot test was used to consider whether further modifications were 

needed. The final CVI form is exhibited in Appendix B. 

The CVI form for determining the Index of Content Validity was used to interview 

nine experts to collect their feedback. These nine consisted of two administrators at the 

Ministry of Education, and five school principals of the participating schools in the 

program, a local social entrepreneur, and the chief executive of a sub-district 

administration organization. The CVI instrument computation occurred before the Action 

Learning program planning. In format, the CVI form asks a specific question about the 

individual items and subitems of leadership behaviors and characteristics in VLT. The 

nine experts rated the items and subitems on a four-point scale, as prescribed by Lynn 

(1986): 

1. This item is not a relevant and important comprehensive leadership behavior 

or characteristic. 

2. This item is a relevant and important comprehensive leadership behavior or 

characteristic but with major modifications. 

3. This item is a relevant and important comprehensive leadership behavior or 

characteristic but with minor modifications. 

4. This item is a relevant and important comprehensive leadership behavior or 

characteristic. 

In the quantitative data analysis, CVI, the Index of Content Validity was calculated 

based on Lynn’s method. 
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Self-administered Surveys  

The self-administered surveys were online questionnaires by which data were 

collected from all 17 of the program participants and 51 staff who worked under them at 

two different points in time, as shown in Table 3.1—pre- and three months post-

program—in order to provide a measurement of the perceived changes in leadership, as 

noted above. 

For the first self-administered survey, I employed the group questionnaire survey 

method of Lin (1976). I conducted two sessions; the first was for 17 participants on the 

orientation day and the second was exclusively for staff at each participating school. In 

order to allow staff to share their views and questions freely, both sessions took place at 

different times and in different spaces. At each session, I handed out the questionnaires 

and explained the single multi-part question along with the meaning of each item and 

subitem. 

The question for the 17 participants was “To what extent do you believe you 

exhibit this leadership characteristic/behavior with your staff in the school?” The items 

and their subitems of the comprehensive leadership behaviors and characteristics 

comprising Visionary Leadership Theory (VLT) are listed. Every program participant 

was asked to respond to each item and subitem indicating the degree of agreement with 

each item on a 5-point Likert scale (1 = a very little to 5 = to a very great degree). 

There was also one question for the 51 staff that is slightly different from the one 

for the 17 program participants. The question was “To what extent do you believe your 

leader (an Action Learning participant) exhibits this leadership characteristic/behavior 

with you in the school?” The rest of the survey completion instructions remained the 

same for both groups. 

After explaining, I answered any questions raised by the respondents. In order to 

achieve anonymity, each respondent was given a participant code. Each respondent was 

asked to fill in his/her participant code and fill in the questionnaire. 
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Regarding the second self-administered surveys, the respondents were again given 

participant codes and the questionnaires. They were asked to follow the same instructions 

that obtained for the first survey. The self-administered surveys for 17 participants and 51 

staff are exhibited in Appendices D and E, respectively.  

Critical Incident Questionnaire (CIQ) Interviews 

The Critical Incident Questionnaire (CIQ) is employed to provide anecdotal and 

historical data in the participants’ own words (Miles & Huberman, 1994). The 17 

program participants were interviewed with CIQs three months after the Action Learning 

(AL) program ended. Its purpose was to examine how the 17 school leaders perceived the 

development of their leadership qualities through an AL program and what factors of the 

AL program enabled that development. 

The interviews were employed to collect further data amplifying responses made to 

items on the Critical Incident Questionnaire (CIQ). In this study, I used semi-structured 

interviews developed according to established guidelines (Creswell, 1998; Weiss, 1992). 

The interview probed and helped to organize respondent thoughts on various CIQ items. 

Prior to finalizing the interview protocol, I consulted with three scholars/practitioners in 

organizational psychology and leadership development who had special knowledge of 

qualitative research in relation to leadership development. For confirmation, I also pilot-

tested it with two school leaders in the Golden Triangle who were not participating in this 

program. (The CIQ Interview protocol is exhibited in Appendix F.) 

There were potential threats to objectivity in this study, due to my role and 

responsibility as the AL program director, my robust relationships with 17 participants 

built during the AL program, and my connections with senior school principals in the 

Golden Triangle and administrators at MOE; these limitations argued that I should not be 

the interviewer. Therefore, I asked Dr. Pachernwaat Srichai, Social Research Institute, 

Chiangmai University, an experienced qualitative researcher, to interview the 17 
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participants in this study. In addition, Dr. Srichai could speak the northern language, 

which was different from the Thai central language; this allowed them to have 

harmonious interview sessions without any language barrier. 

Debriefing Sessions with Three Learning Coaches  

The debriefing sessions with three learning coaches had the purpose of collecting 

information about how they perceived the development of leadership qualities in the 17 

school leaders in the course of the AL program, and what factors of the AL program they 

thought enabled that development. 

The learning coaches reported the perceptual data derived from (1) their 

observations while coaching and working with their AL small teams; (2) interacting with 

17 participants in the three AL sessions through active learning activities; and (3) AL 

project assignments in which school leaders were asked to exercise and apply what they 

learned from the AL program with their staff in the schools during weekends 1 & 2 and 

weekends 2 & 3. 

Each interview lasted approximately 1 hour. As shown in Table 3.2, three 

debriefing sessions took place at three different points in time—after each of the three AL 

program sessions, I, II, and III. 

As described above, I used a simplified semi-structured interview technique to 

guide the debriefing sessions. The protocol for these debriefing sessions is exhibited in 

Appendix G. 

Document Analysis 

Document analysis was used to provide supplemental information beyond that 

provided by primary sources (Bogdan & Biklen, 1998; Patton, 2001). In particular, it 

helped me to become familiar with the specific language used by, and the thoughts of, the 

participants in the study, and further, to understand their engagement with and experience 
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of the program (Creswell, 2002). Documents analyzed included program schedules (as 

shown in Appendix M) and text materials used during the program.  

Data Analysis and Synthesis 

The data analysis and synthesis allowed me to create an overarching prospect and 

interpretation of the AL program from the various sources of data, and to compare it with 

and validate it against the original conceptual framework and the literature. It also helped 

me see possible areas and avenues to recommend for future research. The analysis was 

conducted in three main stages: 

The first was to prepare and organize the data for analysis. All interviews of the 

Critical Incident Questionnaire (CIQ)—interviews and debriefing sessions were 

transcribed verbatim. I randomly selected three CIQ interviews to be used in the initial 

step to achieve inter-rater reliability. These three selected transcriptions were translated 

into English. 

The second step was to explore the data in collaboration with an experienced Thai 

qualitative researcher, Dr. Pachernwaat Srichai, Social Research Institute, Chiangmai 

University. We read and re-read the three randomly selected CIQ interview reports. In 

order to ensure inter-rater reliability, both of us employed three levels of coding: (1) in 

vivo open coding for participants words; (2) structural coding based on research 

questions; and (3) conceptual coding based on the conceptual framework used for the 

study (Saldaña, 2016). Specifically, in the third level of coding, we used the ten 

comprehensive leadership behaviors and characteristics of Visionary Leadership Theory, 

VLT (Sashkin, 1998; Sashkin & Sashkin, 2003) as initial codes to develop themes for 

leadership. Using the coding units to help define categories and themes (Lincoln & Guba, 

1985; Merriam, 1998), we then coded the data focusing on the 10 comprehensive 

leadership behaviors and characteristics of VLT. 
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After reviewing the codes for applicability to the data and making revisions to 

evolve interim final codes, we sorted the database on our consensus. Themes were further 

identified according to these coding results. The themes resulting from this part of 

analysis related to the aspects of the Action Learning program that were perceived to 

have fostered any changes in the 10 VLT comprehensive leadership behaviors and 

characteristics. 

The third step was to develop the codebook, composed of themes and codes. In 

practice, I shared the results of the second step along with the transcriptions of the three 

CIQ interviews with my dissertation sponsor and first reader. Based on their feedback, I 

revised the codebook. I then went back, using the revised codebook to code/recode all 

data from all copies of the three sources of data collected: (1) Critical Incident 

Questionnaire, CIQ Interviews, (2) Debriefing Sessions with Three Learning Coaches, 

and (3) Document Analysis of program schedules and text materials. In the course of 

conducting this broader process, some new codes emerged from the data. I discussed the 

new codes that emerged with my adviser and my first reader to decide on the final codes. 

We then recoded all the data once again. 

In order to ensure inter-rater reliability in the coding, all the coded data were 

reviewed by another researcher as well as my dissertation sponsor and second reader, 

who are all particularly astute in qualitative research and who also had knowledge and 

experience in Action Learning and leadership. Together we were able to achieve 

consensus on any coding disagreements that arose. 

Online Coding Software—Dedoose  

Dedoose software efficiently stores, organizes, manages, and reconfigures the data 

to enable human analytic reflection (Saldaña, 2016, p. 39). I employed the online 

application’s data analysis software for coding and analyzing data. This software was 

selected for its two unique functions: (1) collaboration with other researchers in the 
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process of testing inter-rater reliability, and (2) co-occurrence analysis, which was used to 

examine research question 2, what factors of the AL program were seen to have enabled 

the development of each leadership quality. 

Synthesis of the Findings 

After I completed coding of all data collected via the three methods described 

above, I collated and compared all the findings from (1) Critical Incident Questionnaire, 

CIQ—Interviews, (2) debriefing sessions with three learning coaches, and (3) document 

analysis of program schedules and text materials. The resulting synthesis allowed me to 

gain an in-depth and comprehensive understanding of how 17 school leaders from six 

participating schools in the Golden Triangle perceived the development of their 

leadership qualities through the AL program and what features of/factors in the program 

enabled that development. 

Translation of Data into English 

All data were necessarily collected in the Thai language due to the fact that Thai is 

the native language of all participants. All interviews of the Critical Incident 

Questionnaire CIQ interview and debriefing sessions with the three learning coaches 

were transcribed verbatim in Thai. I coded the Thai-language interview data and 

document analysis of program schedules and text materials used to identify themes 

relating to how 17 school leaders from the six participating schools perceived the 

development of their leadership qualities via the AL program and what factors of the AL 

program they thought enabled that development. 

Following this coding, I organized the findings for each research question and 

chose the quotations and other pieces of illustrative data I planned to use here to support 

the findings in Chapter V—Findings. 

I then translated all the resulting Thai-language material into English. In order to 

ensure the accuracy of the translation, I translated selected parts of the data analysis along 
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with the selected quotations, and then asked two professional English editors to 

collaborate with me to recheck and confirm an accurate report in English of all findings. 

In any places where we significantly disagreed on the translation, I made revisions 

arrived at via consensus. 

Validity and Reliability of the Study 

I was able to document study validity and reliability by employing appropriate 

techniques from several sources (Creswell, 2003; Eisenhardt, 1989; Lincoln & Guba, 

1985; Merriam, 1998; Yin, 2002). 

Internal Validity 

Internal validity is defined as how the research outcomes align with external reality 

(Merriam, 1988). Instead of using the term “internal validity,” Lincoln and Guba (1985) 

suggest using the term “credibility” for this measure in qualitative research. I employed 

two particular techniques to determine credibility: 

(1) Triangulation—the use of multiple data collection methods—is a widely used 

technique to achieve credibility (Denzin, 1978; Lincoln & Guba, 1985; 

Merriam, 1998). For this study, I employed four data collection methods: self-

administered surveys, Critical Incident Questionnaire (CIQ) interviews, 

debriefing sessions with learning coaches, and document analysis. 

(2) Inter-rater reliability, which requires experienced colleagues to comment on 

the research outcomes (Creswell, 2003; Lincoln & Guba, 1985; Merriam, 

1998). I did this with three colleagues—a researcher from Chiangmai 

University, my dissertation sponsor, and my second reader—who concurred in 

their perception that inter-rater reliability was achieved. 
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External validity is described as the ability to generalize research findings to other 

contexts in the real world (Merriam, 1988). In qualitative research, Lincoln and Guba 

(1985) recommend using the term “transferability” instead of “external validity.” Since 

school culture in many places in Asia is rooted in collectivism and hierarchical structures 

where individuals see themselves as part of one or more groups, and feel that the goals of 

the group are more important than their own interests (Triandis, 1995), it may be that 

these findings are relevant for other at-risk schools in the Golden Triangle with a similar 

cultural context. 

Reliability 

In a case study, reliability is the extent of consistency within the research findings 

(Merriam, 1998). Lincoln and Guba (1985) suggest using the term “dependability” or 

“consistency’ instead of reliability for this parameter in qualitative research. In this study, 

such consistency is addressed by use of three techniques. All three of those, listed below, 

have been confirmed by material presented not far above in this chapter. They are also 

summarized below. 

(1) Inter-rater reliability. This method engaged several researchers in examining 

the data to ensure both the intention and the consistency of coding, analysis, 

and synthesis processes and procedures. 

(2) Triangulation. This study employed four data collection methods: self-

administered surveys, Critical Incident Questionnaires (CIQ) interviews, 

debriefing sessions with learning coaches, and the document analysis. 

(3) Interview protocol. Creswell (2003) suggests using an interview protocol to 

ensure the findings are consistent with the data collected. I employed 

interview protocols throughout this study. 
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Human Participants and Ethical Considerations 

This case study strongly interacted with and engaged human participants. Ethical 

issues may occur in the process of data collection, data analysis, and dissemination of the 

findings in this situation, and thus, it is crucial to address ethical considerations in the 

research methodology in order to ensure that no ethical boundaries are broken (Creswell, 

1998; Merriam, 1998). Nine strategies were employed to address this issue: 

(1) This study gained informed consent in advance from every participant in 

written or in documented, verbal form. 

(2) Participants were informed about the purpose of the study and their 

involvement and participation in it. 

(3) Participants acknowledged and agreed to participate in all the activities and 

data-collection methods used. 

(4) Participants were offered the choice of refusing to participate in this study at 

any time. 

(5) All participants’ questions were clarified to their satisfaction. 

(6) Participants were informed that the data collected would be used in this study 

and only for this study—and that the results would not be used for any other 

purposes. 

(7) The identity of participants and situations was and will continue to be 

obscured and protected—including school name and participant name. None 

of these will be reported or publicized. 

(8) Participants’ names were not recorded on self-administered surveys or Critical 

Incident Questionnaire interviews. Only participant codes were collected. All 

records and participant codes and correlations to individuals’ data were 

accessible to the study researchers only. At the conclusion of the project and 
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its writeup in this doctoral thesis, all such correlative records will be 

destroyed. 

(9) As required, a formal protocol was used to conduct interviews in this study. 

Limitations of the Study 

While this chapter attempts to address all reasonable challenges and concerns about 

research methodology that may occur, there are four limitations discussed below: 

(1) Inherent subjectivity and bias. As noted above, I conducted the study among 

the schools in the Golden Triangle where I am familiar with the sample 

population and also other researchers in the study. 

(2) This case study was designed to examine 17 program participants who are 

school leaders at six disadvantaged schools in the Golden Triangle. The 

sampling size is too small to gain the reliable ability to be generalized to other 

schools throughout Thailand. Nevertheless, the study will help add to the 

literature, particularly on education of children in the developing world, and 

provide evidence to consider the use of Action Learning (AL) leadership 

development programs for school leaders in the Thai Golden Triangle. 

(3) I gained permission and sponsorship for the program from the Ministry of 

Education in Bangkok and have connections with well-recognized senior 

school principals in the Golden Triangle. Based on my role and involvement 

in the larger social setting, it is possible that my presence may have impacted 

the contexts and responses of participants.  

(4) The last point of data collection in this study occurred three months after the 

AL program, concluded. It is thus possible that changes in leadership 

behaviors and characteristics of the participants may have occurred after this 

last data collection and before presentation of the earlier data here.  
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Chapter III Summary 

This chapter has provided an overview of the methods and procedures—and, to 

some extent, the rationales—that were used for intervention by, conduct of, and data 

collection and analysis in this study This was a case study that employed five data 

collection methods: the Index of Content Validity (CVI), self-administered surveys, 

Critical Incident Questionnaires (CIQ)—interviews, debriefing sessions with learning 

coaches, and document analysis. Self-administered surveys and Critical Incident 

Questionnaire (CIQ) with associated interviews were the primary data collection 

methods. 

The data were analyzed so as to address the research purpose and questions. The 

CVI was used in both the planning phase/activities of this study as well as in its 

implementation and analysis phases. Recognized descriptive statistics and qualitative data 

analysis methods were used in analyzing the data. This chapter also discussed how—and 

that—the study achieved internal validity and reliability, as well as why and how it 

protected and ethically treated its human participants. And last, the limitations of the 

study were also discussed. 
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Chapter IV 

CONTEXT, DEMOGRAPHICS, AND  
 

THE ACTION LEARNING PROGRAM DESIGN AND IMPLEMENTATION 

Introduction 

Through a qualitative case study, this dissertation examined how 17 leaders from 

six at-risk schools in the Golden Triangle of Thailand perceived the development of their 

leadership qualities through an Action Learning (AL) leadership development program 

and what factors of the AL program enabled that development.  

This chapter is divided into two sections. The first will discuss the contextual and 

demographic information of the participants, while the second will discuss the AL 

program design and its implementation in Thailand’s Golden Triangle. 

Context: Special Education Bureau and Suksasongkroa Schools 

Based on the National Education Act of 2003, the Special Education Bureau (SEB) 

was founded as a part of the Office of Basic Education Commission under the Ministry of 

Education. The SEB mission is to support and promote basic education for both disabled 

and disadvantaged students. Ultimately, the aim is to develop and equip both groups of 

students with knowledge and life skills that will allow them to live their lives 

independently with a good quality of life, happiness, and pride (SEB, 2019). 

Suksasongkroa Schools (SS) are a group of schools that specifically serve over 33,000 

disadvantaged students throughout Thailand (SEB, 2017), while Special Education 
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Centers and Schools for Students with Disabilities are other groups of schools serving 

students with disabilities. 

Suksasongkroa Schools’ Disadvantaged Students 

Based on a 2016 report, SEB identified ten types of disadvantaged students. In 

2016, the top three types of these were children from extremely poor families, children of 

minorities, and abandoned or orphan children. 

Other types of disadvantaged students are children affected by narcotic drugs, 

children in “Observation and Protection Centers,” children affected by HIV/AIDS, 

physically abused children, deserted children, children who are sex workers, and children 

who were forced to enter the labor market.  

According to a report from SEB (2019), as of July 5th, 2019, there were 51 

Suksasongkroa Schools for disadvantaged students, serving 34,304 students throughout 

Thailand. As Table 4.1 shows, the north of Thailand is the region with the highest 

number of disadvantaged students and the second highest number of students per school.  

 
Table 4.1. Statistical Report of Suksasongkroa Schools 
 

Regions 
No. of 

Schools 
No. of School 

Principals 
No. of Vice 
Principals 

Vice 
Principals 
per School 

No. of 
Students 

% of 
Total 

Thailand 

Students 
per School 

Central 7 7 9 1.3 4,652 13.56% 665 

Eastern 2 2 0 0 842 2.45% 421 

Northeastern 11 11 14 1.3 7,682 22.39% 698 

Northern 13 12 20 1.5 9,506 27.71% 731 

Southern 14 12 9 0.6 8,477 24.71% 606 

Western 4 4 2 0.5 3,145 9.17% 786 

Total 51 48 54 1.1 34,304 100.00% 673 
 
Source: Special Education Bureau. (2019). The 2019 Implementation Plan of the Special 
Education Bureau, Office of The Basic Education Commission, Ministry of Education. 
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Most of them were children from extremely poor families and children from 

minorities—mixed races and ethnicities live in the Golden Triangle—a region in the 

mountainous North. 

Number of School Principals and Vice Principals in Each Region  

According to the report from SEB, as of July 5th, 2019. shown in Table 4.1, out of 

the 51 SS schools throughout Thailand, there were three schools with no school principal.  

Furthermore, in a normal setting such as a school in urban area, there would be 

four to five departments in a school with each department supposed to be headed by a 

Vice Principal (VP), Thus, under normal circumstances there would be four to five VPs 

in each school.  

As illustrated in Table 4.1, on average there was approximately one VP in an SS 

school. The data confirmed, then, that SS schools were generally significantly 

understaffed in leadership positions resulting in senior teachers at these schools 

necessarily being appointed to take on more responsibilities as Acting Vice Principals 

(AVPs). 

Demographics: 17 School Leaders from Six Participating Schools 

There were 13 Suksasongkroa Schools in the Thai Northern region. Six schools 

around the area of the Golden Triangle (46.15%) in the North were selected to participate 

in the AL program. These have student totals ranging from approximately 700 to 1,000 

students per school. These schools all serve both Thai and minority students. The 

percentage of minority students in one participating school was about 50%, while in the 5 

remaining, the preponderance ranged from about 70% to 90%. 

Roughly similar to the general understaffing situation among SS schools 

throughout Thailand—but slightly less so, Table 4.2 shows that there were only one to 
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three VPs in each participating school; so these schools needed to ask senior teachers to 

be AVPs. Moreover, in two of the participating schools, one VP or AVP needed to 

oversee more than one department. Thus the data confirmed that the participating 

schools—like so many others—were understaffed in key leadership positions. 
 
 
Table 4.2. Number of School Leaders and Number of Departments in Six Participating 
Schools 

 
Number of School 
Leaders & Number 

of Departments  

Six Participating Schools  

School A School B School C School D School E School F 

Departments  4 5 4 5 5 4 
Vice Principals, VP 3 1 0 1 2 2 
Acting Vice 
Principals, AVP by 
Senior Teachers  

0 2 4 4 3 2 

Difference between 
Number of School 
Leaders (VP & 
AVP) and Number 
of Departments 

1 2 0 0 0 0 

From Five Participating Schools to Six 

As discussed in Chapter III—Methodology, I planned to invite only five schools to 

participate in this study, and AL participants were nominated by the school principals 

from the five schools that agreed to do so. Each school nominated three school leaders to 

participate in the program; they could be either VPs or AVPs—with, ideally, 15 school 

leaders participating in total. 

Project briefing session with sponsors. On February 14, 2019, the AL academic 

and working committee and Mr. Sumon Monkhai, Senior School Principal of 

Suksasongkrao Chiangmai School and Secretary of the Educational Administration 

Network–Suksasongkroa Schools of The North, SEB, conducted a project briefing 

session for the school principals of all five participating schools in order to discuss the 
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project proposal, timeline, and assigned roles as sponsors of the project. Two of the five 

school principals (40%) were absent without prior notice. We emphasized the 

participation levels and time needed for the 15 school leaders planning to attend and 

complete the AL program. 

Need for an additional school. Since the AL participants were in high leadership 

positions and many schools were understaffed, there was a definite possibility that (1) 

one or more would be promoted to be a school principal and assigned to another school 

and, (2) there might be an urgent school project/assignment during the AL program that 

would require that some school leaders might need to be absent from the AL program in 

order to pursue that urgent work. I noted all these concerns and discussed them with 

Senior Principal Sumon Monkhai. In order to keep the number of AL participants 

actually completing the AL project at 15 or more, as proposed in the research 

methodology, we decided to invite an additional school so there would be 18 participants 

in total, greatly enhancing the probability that, if there were any sudden change in 

participant availability during the AL program, we would very likely still retain at least 

15 who would be able to participate until the end of the program. 

Finalizing 17 School Leaders as Participants in the AL Program 

On February 25, 2019, all 18 participants from the six participating schools were 

invited to attend the AL program orientation. On that day, there were three Vice 

Principals (VP) who informed me that they did not want to participate; two of the three 

stated that they were about to be promoted and assigned to another school. They asked if, 

therefore, they could invite two other Acting Vice Principals (AVP) to have the 

opportunity for leadership development to fill in. The other VP did not feel comfortable 

about participating in the research project, and thus, an AVP was nominated to participate 

instead. 
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Moreover, in March 2019, one AL participant was promoted and assigned to 

another school. Since the working committee had already started collecting data from the 

pretest, this spot was not replaced. In the end, 17 school leaders from six participating 

schools participated in the study, consisting of three VPs and 14 AVPs. 

Groups of Junior and Senior School Leaders 

Regarding the demographic information of the participants, the youngest 

participant was 38 years old and the oldest one was 59 years old, with a mean age of 48 

and a standard deviation of 7.25. Based on these data, I divided the participants into two 

groups: 

1. A group of eight junior school leaders, aged 38-47 years old 

2. A group of nine senior school leaders, aged 48-59 years old 

With regard to gender, among 17 participants, there were seven females (42.2%) 

and ten males (58.8%) who attended the AL program. There was one female and eight 

males in the junior group, and six females and three males in the senior group.  

The Action Learning Program Design and Implementation 

Leadership Qualities Needed for School Leaders in the Golden Triangle 

The first step was to determine which leadership behaviors and characteristics in 

the literature were considered important and relevant for school leaders in the Golden 

Triangle. Sashkin and Sashkin (2003) suggested 10 comprehensive leadership behaviors 

and characteristics of Visionary Leadership Theory (VLT): capable management, reward 

equity, communication leadership, credible leadership, caring leadership, creative 

leadership, confident leadership, follower-centered leadership, visionary leadership, and 

principled leadership. 
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Prior to the AL program design in 2018, I conducted a study to validate which 

leadership qualities were relevant and important for school leaders in the Golden 

Triangle. An Index of Content Validity (CVI) survey with nine experts was conducted to 

examine all 10 comprehensive leadership behaviors and characteristics. This group of 

experts included two administrators from the Ministry of Education, five school 

principals in the Golden Triangle, one social entrepreneur, and one local government 

officer. 

The CVI form asked questions about the items and sub-items of leadership 

behaviors and characteristics under VLT. Nine experts rated the items and subitems on a 

four-point scale based on the following criteria: 

1. This item is a relevant and important comprehensive leadership behavior and 

characteristic. 

2. This item is relevant and important but needs major modifications. 

3. This item is relevant and important but needs minor modifications. 

4. This item is not a relevant and important comprehensive leadership behavior 

and characteristic. 

The CVI was calculated based on the method proposed by Lynn (1986). The 

following formula was used: 
 

CVI = Number of experts rating the item as a relevant indicator (Rating 4)  
                           Total number of experts (Rating 4, 3, 2 & 1) 

As per Lynn (1986), seven or more out of the nine experts had to validate each of the 

items with a CVI score of 0.78 or more at a 0.05 level of significance. As shown in 

Table 4.3, there were three leadership qualities identified as relevant and important for 

school leaders in the Golden Triangle, including Caring, Visionary, Principled, 

Leadership. 



 

 

86 

Table 4.3. Findings from Index of Content Validity (CVI) 
 

Ranking Item 
Number Items/Sub-items 

Number of experts rating the 
item as ‘4’ 

By item/sub-
item 

Average by item 

1 5 Caring Leadership 

5.1 Demonstrating respect, concern 
and care for others 

9 9.00 

2 9 Visionary Leadership 

9.1 Thinking beyond the daily routine 
to define and express a greater vision 
that ties day-to-day activities to future 
goals 

9 9.00 

3 10 Principled Leadership 
10.1 Developing and supporting 
shared values and beliefs among team 
members 

8 8.00 

4 3 Communication Leadership 
3.1 Communicating information and 
opinions so that they are understood 
and acted upon 

7 
7.50 

3.2 Listening actively to what others 
say 8 

5 4 Credible Leadership 

4.1Acting consistent with one’s own 
words 

7 7.00 

6 2 Rewarding Equity 

2.1 Providing praise, recognition or 
reward for good performance 

8 

7.00 2.2 Providing praise, recognition or 
reward for significant achievement 7 

2.3 Providing praise, recognition or 
reward for performance improvement 6 

7 1 Capable Management 
1.1 Using personnel and resources to 
get a task accomplished efficiently 

6 
6.50 

1.2 Scheduling and coordinating 
team activities efficiently 7 
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Table 4.3 (continued) 
 

Ranking Item 
Number Items/Sub-items 

Number of experts rating the 
item as ‘4’ 

By item/sub-
item 

Average by item 

8 6 Creative Leadership 

6.1 Creating opportunities for others to 
learn from and taking risks 

6 6.00 

9 7 Confident Leadership 

7.1 Possessing and demonstrating self-
confidence 

6 6.00 

10 8 Follower-centered Leadership 

8.1 Delegating responsibility and 
discretion to others in work activities 

6 

5.50 
8.2 Trusting others to solve problems 
and make decisions without getting 
prior approval 

5 

 

I consulted with the AL academic committee and we all agreed to focus on the top 

three behaviors and characteristics: 

1. Caring Leadership—demonstrating respect, concern, and care for others 

2. Visionary Leadership—thinking beyond the daily routine to define and 

express a greater vision that ties day-to-day activities to future goals 

3. Principled Leadership—developing and supporting shared values and beliefs 

among team members 

Co-Designing the Action Learning Program 

There were three phases of the Action Learning (AL) program design: the first 

phase was conducted at Columbia University Teachers College (TC), Columbia 

University’s graduate and professional school of education; the second phase was 

organized in Bangkok; and the last phase was conducted in the Golden Triangle. 
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Phase 1 of the AL program design in the U.S. In the first phase, I worked closely 

with Dr. Judith O’Neil and Dr. Victoria Marsick, the chairs of the AL academic 

committee at TC. Both are acknowledged experts in the design and conduct of Action 

Learning programs (O’Neil & Marsick, 2007). We considered the context of the school 

community in the Golden Triangle and leadership qualities needed for the school leaders: 

Caring, Visionary, and Principled Leadership. Among the four schools of Action 

Learning, Tacit, Scientific, Experiential, and Critical Reflection Schools (O’Neil & 

Marsick, 2007), we selected the Experiential School for our AL program, which focuses 

on reflection and learning styles and thus was considered most suitable as a practice to 

foster the three leadership qualities identified as needed in Thai Golden Triangle school 

leaders. 

Furthermore, we employed the AL program design used as a paradigm, a TC Adult 

Learning Program course, ORLD 5073: “Action Learning Design and Coaching,” as a 

guideline for the initial program design. Considering that the learners in ORLD 5073 

were TC graduate students, it was crucial for us to revisit and modify each learning 

module to be more suitable forschool leaders in the Golden Triangle. 

In the end, we initially agreed on embedding three sets of learning activities in the 

AL project program,, aiming to nurture the three leadership qualities needed, as shown in 

Table 4.4. 

During design of the AL program in the U.S., I also started recruiting experts for 

the Thai local AL academic and working committee and the advisory board, which 

included retired school leaders, retired senior teachers, retired MOE policymakers & 

executives, local social entrepreneurs, and chief executive of sub-district administration 

organization.  
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Table 4.4. Three Sets of Learning Activities for Nurturing Leadership Qualities Needed, 
Designed at TC 
 

Leadership Needed  Sets of Learning Activities  

Caring Leadership 1. Personality Assessments—To be selected and confirmed 
2. Theatre of the Oppressed (Boal, 1979; Freire, 1970; 

Schutzman & Cohen-Cruz, 1994) 

Visionary Leadership 1. Talks or Lectures from Visionary Leaders—To be nominated 
and confirmed  

2. AL Program Design & Characteristics (O’Neil & Marsick, 
2007) 

Principled Leadership  1. Workshop ‘Organizational Culture and Values’ (Burke & 
Litwin, 1992; Schein, 1996) —To be discussed and confirmed 

2. Excursion in Best-Practice Schools in The North of 
Thailand—To be nominated and confirmed 

 

Phase 2 of the AL program design in Bangkok, Thailand. Learning coaches. 

Learning coaches are considered by O’Neil and Marsick (2003) to be a Critical Success 

Factor (CSF) in the AL program, so learning coaches were an integral part of the design 

in order to help support optimal learning of AL team members through both the team 

process and learning. The learning coaches usually use questions to prompt and allow 

learners to take time to reflect on what is learned through the experiences of working on 

an AL project. I recruited three Thai professional coaches who were equipped with the 

knowledge, skills, and experience in coaching and experiential learning to serve as the 

learning coaches in this AL program: 

1. Coach Charles Chaowat Tantivivathanaphand, TC Alumnus, Learning Design 

Strategist & Career Psychology Consultant  

2. Coach Iew Parinda Viranuvat, TC Alumna, Organizational Development 

Consultant, & Mediator  

3. Coach Jiab Praveenuj Visvaporabutr, Deputy Program Director, Hogan 

Certified Coach & Organization Development Consultant  
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I conducted a kick-off meeting for Phase Two, inviting Dr. O’Neil and 

Dr. Marsick, the co-chairs of the AL academic committee at TC, to meet with the 

academic and working committee in Thailand through a Zoom meeting on February 9, 

2019. The co-chairs introduced the AL program design and discussed the questions and 

concerns raised by the committee. 

Later, the AL academic committee collaborated and added more details to the 

program design as shown in italic and bold details in Table 4.5. 
 
 
Table 4.5. Three Sets of Learning Activities for Developing Designated Leadership 

Qualities Needed for AL Program Designed in Thailand  
 

Leadership 
Quality Needed  Learning Activities  

Caring 
Leadership 

1. Hogan Assessments was the selected Personality Assessments 
instrument (Hogan Assessment Systems, 2008), administered by two 
Hogan certified coaches who were also the learning coaches:  
1.1. Coach Jiab Praveenuj Visvaporabutr 
1.2. Coach Charles Chaowat Tantivivathanaphand 

2. Theatre of The Oppressed (TO) (Boal, 1979; Freire, 1970; Schutzman & 
Cohen-Cruz, 1994), designed and conducted by Ms. Thiptawan Uchai, a 
faculty member at the Department of Performing Arts, School of 
Communication Arts, Bangkok University. Ms. Uchai also worked 
closely with the AL academic committee under the supervision of Dr. 
Janet Ferguson, Executive Director of the Lifelong Learning Centre, 
Bermuda College and Specialist in TO 

Visionary 
Leadership 

1. Talks or Lectures from Visionary Leaders 
1.1. Dr. Suda Suk-um, Director of Special Education Bureau (SEB) 
1.2. Mr. Lee Ayu, a former minority student—Akha who became a 

coffee brand’s owner and a famous social entrepreneur 
2. AL Program Design & Characteristics (O’Neil & Marsick, 2007).  
3. Final project presentation & Fishbowl, moderated by Ms. Porntip 

Kanjananiyot, a resource person in Internationalization, Teachers 
College Alumna, Former Director of Bureaus of International 
Cooperation Strategy and of Higher Education Standards, Ministry of 
Education, and Former Executive Director of the Thailand - United 
States Education Fund (TUSEF/Fulbright Thailand) 

Principled 
Leadership  

1. Workshop ‘Organizational Culture and Values’ (Burke & Litwin, 1992; 
Schein, 1996), conducted by Dr. Chartchai Norasethaporn, Senior 
Executive Vice President at Central Group (one of the largest 
corporations in Thailand, involved in merchandising, real estate, 
retailing, hospitality and restaurants)  

2. Excursion to Best-Practice Schools in the North of Thailand   
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Phase 3 of the AL program design with the advisory board in the Golden 

Triangle. Afterwards, the committee shared the draft of the AL program design and 

collaborated with the advisory board in the school community in the Golden Triangle and 

the sponsors (as shown in Appendix L) in order to get their input, feedback, and initial 

ideas for AL projects related to addressing three levels of school challenges that most of 

the SS schools were facing. These were: 

Level 1: Policy from Ministry of Education (MOE) 

Level 2: Teacher Education  

Level 3: Curriculum Design  

After considering the input, feedback, and initial ideas for the AL projects from the 

advisory board in the Golden Triangle, the AL academic committee revised, improved, 

and added more detail to the program design, as shown in italic and bold details in 

Table 4.6. 
 
 
Table 4.6. Three Sets of Learning Activities for Nurturing Leadership Qualities Needed, 

Designed in Thailand 
 

Leadership Needed  Learning Activities  

Caring Leadership 1. Hogan Assessments as the selected Personality Assessments 
Instrument (Hogan Assessment Systems, 2008), conducted by two 
Hogan certified coaches who were also the AL learning coaches:  
1.1. Coach Jiab Praveenuj Visvaporabutr 
1.2. Coach Charles Chaowat Tantivivathanaphand 

2. Theatre of The Oppressed (TO), (Boal, 1979; Freire, 1970; Schutzman 
& Cohen-Cruz, 1994), designed and conducted Ms. Thiptawan Uchai, 
a faculty member at Department of Performing Arts, School of 
Communication Arts, Bangkok University. Ms. Uchai also worked 
closely with the AL academic committee under the supervision of Dr. 
Janet Ferguson, Executive Director of the Lifelong Learning Centre, 
Bermuda College & Specialist in TO 
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Table 4.6 (continued) 
 
Leadership Needed  Learning Activities  

Visionary 
Leadership 

1. Talks or Lectures from Visionary Leaders 
1.1. Dr. Suda Suk-um, Director of SEB 
1.2. Mr. Lee Ayu Chuepa, a minority student—Akha who became 

a coffee brand’s owner and a famous social entrepreneur 
2. AL Program Design & Characteristics (O’Neil & Marsick, 2007) 
3. The AL projects were developed according to the criteria set forth in 

the description that follows this table: 
3.1. Curriculum Design: What is the best process to design a 

localized curriculum that will serve students’ particular 
needs and prepare them with academic and life skills for 
their future? 

3.2. Teacher Education: What changes need to be made to 
teacher education to ensure a deep understanding of 
students and their communities? 

3.3. Policy from MOE: What is the best way to help school 
leaders effectively serve their stakeholders and integrate the 
policy of the Ministry of Education in school projects? 

4. Final project presentation & Fishbowl, moderated by Ms. Porntip 
Kanjananiyot, (Qualifications in Table 4.5) 

Principled 
Leadership  

1. Workshop ‘Organizational Culture and Values’ (Burke & Litwin, 
1992; Schein, 1996), conducted by Dr. Chartchai Norasethaporn, 
(Qualifications stated in Table 4.5) 
1.1. Starfish Country Home School, conducted by School Principal 

Mookda Kamvichit  
1.2. Bann Muang Kued School, conducted by School Principal 

Narong Apaijai  

 

The projects involved a learning activity that was ongoing throughout the time of 

the entire program. Three small AL groups, each trying to find a solution to a different, 

generally complex school community problem for which there was no known answer—

and about which there might be some dispute about whatever solution the group 

presented. Work on these problems went on throughout the time of the entire program. 

I will discuss more details of the program schedule and learning activities—their 

descriptions, and implementation—in the following section. 
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Implementing the AL Program in the Golden Triangle 

In the previous Bangkok planning session, the AL program was scheduled to take 

place during the summer break so that school leaders would have time to attend and work 

on the AL project. There were to be three weekend sessions, consisting of: 

• First weekend: April 1-3, 2019 

• Second weekend: April 25-27, 2019 

• Third and last weekend: May 23-25, 2019 

Following are the program schedule and brief information about the program 

conducted for each of the three weekends. The detailed program schedule is in Appendix 

M with dates, times, learning activities, and presenters (such as lecturers, facilitators, 

learning coaches, sponsors, program manager, and program director). 

The learning activities that were frequently used are described in Appendix N. 

There, I will note any changes in learning activities and the sometime absence of 

individuals in the program, which will also be noted and discussed in the following 

chapters. 

Program schedule. 

First weekend: April 1-3, 2019. Each day began with an opening activity, sharing 

the learning and feedback from the Critical Incident Questionnaire (CIQ) of the previous 

day, and doing an overview of the updated program schedule for the day, followed by 

alternating sessions to introduce new knowledge and skills. These included the 

background of the program, the school leadership qualities needed in the Golden 

Triangle, Action Planning Cycle, qualitative and quantitative research methods, as well 

work on the three small AL group projects. 

Furthermore, there were sessions for active learning activities in the small AL 

groups, which included ice breaker activities, house rules, Confidentiality, Life History, 

Contracting, Circle of Voices, Parking Lot, and speeches from visionary leaders on 
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Assumptions and Questions, Reflection and Dialogue (R&D), Hogan Assessments 

(Start/Stop/Keep), and the Theatre of the Oppressed (TO). 

Relating to the Small AL Group Sessions working on the AL projects, periods of 

reflection activities were woven into each day both in the small AL groups and the 

plenary session. 

Finally, a self-administered CIQ was distributed to all participants and returned to 

the Thai members of the Academic Committee for review so results could be considered 

the next day (or at the next weekend session). 

Second weekend: April 25-27, 2019. Each day began with an opening activity, 

sharing the learning and feedback from the CIQ of the previous day, and an overview of 

the updated program schedule for the day. This was followed by alternating sessions to 

introduce new knowledge and skills, including the guidelines for final project 

presentation and online meeting platforms for small AL group meetings (Line call and 

Zoom meeting). 

Furthermore, there were sessions for active learning activities for the small AL 

groups, including an Excursion to the Starfish Country Home School and Baan Muang 

Kued School, R&D, Parking Lot, data analysis and findings presentations, Matrix, Team 

Assessment Survey, Political Mapping, a workshop on Organizational Culture and 

Values, and Newsprint Dialogue. 

In addition, there were small AL group sessions for working on the AL projects. 

Periods of reflection activities were woven into each day both in the small-AL-group and 

plenary sessions. 

Again, a CIQ survey was filled out and handed in for review and consideration by 

the Thai members of the Academic Committee. 

The third and last weekend: May 23-25, 2019. Training days began with an 

opening activity, sharing the learning and feedback from the CIQ of the previous week or 

day, and an overview of the updated program schedule for the day. This was followed by 
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alternating sessions to introduce new knowledge and skills, including a lecture about how 

to implement AL in the schools. 

Furthermore, there were sessions for active learning activities and the small AL 

groups, including the Hogan Assessments (Start/Stop/Keep), TO, R&D, Parking Lot, 

final project presentation, Fishbowl, Newsprint Dialogue, graduation party, Positive 

Feedback, graduation ceremony, and Appreciative Inquiry. 

In addition, there were continuing small AL group sessions working on the AL 

projects. Again, periods of reflection activities were woven into each day both in the 

small AL groups and the plenary session.  

For further information on the program schedule with dates, time, description and 

presenters, see Appendix M. In addition, for more details on the various learning 

activities in the AL program, see Appendix N. 

Change and absence of personnel. Noting any change and absence of personnel 

was useful for the analysis and interpretation of the findings. 

First weekend: April 1-3, 2019. For the opening speech, Dr. Suda Suk-um, 

Director of SEB, could not attend the event due to her duties at the Ministry of Education. 

And thus, Mr. Sumon Monkhai gave the opening speech on her behalf. In Assumptions 

and Questions, three of the sponsors (50%) could not attend and participate in the session. 

Second weekend: April 25-27, 2019. On the second weekend, several school 

leaders were absent due to their duties in their schools and, in some cases, planned 

summer vacations. In Newsprint Dialogue, the AL committee invited all sponsors to 

collaborate in the activity and exchange ideas with their school leaders. On that day, there 

were two sponsors who attended; the other four sponsors were absent without prior 

notice. 

The third and last weekend: May 23-25, 2019. For the R&D session, moderated 

by Ms. Porntip Kanjananiyot, she decided to modify the method in order to empower and 

get the participants ready for their final project presentations. For the final project 
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presentation, there were four sponsors who participated. Dr. Suda Suk-um, the director of 

SEB, could not attend the session due to her duties at the Ministry of Education. Two 

other sponsors did not attend without prior notice. In the Fishbowl and Newsprint 

Dialogue activities, there were two sponsors (or 33.33%) attending the sessions. The 

other sponsors could not attend these sessions. 

Chapter IV Summary 

In this chapter, I discussed the background contexts and demographics of the study 

participants, and then the AL program design and its implementation in the Golden 

Triangle. 

Regarding the background context, I described the context of Suksasongkroa 

Schools (SS), a group of schools established for ten types of disadvantaged students. The 

top three types of disadvantaged students were children from extremely poor families, 

children of minorities, and abandoned or orphaned children. Furthermore, I highlighted 

specifics of the data relating to the samples in this study—the schools and AL 

participants, as well as to the authorities and highly accomplished figures who sponsored 

and advised the project. The six specific schools involved were SS schools for 

disadvantaged children in the North of Thailand. The northern region had the highest 

number of such students and the second highest number of them per school. It was also 

ranked first in terms of the number of VPs and ratio of VPs per school. 

In addition, I discussed the demographic data applicable to the schools and 

participants in this study. The majority of students in the participating schools were 

“children of minorities,” and the number of departments in each school exceeded the 

number of VPs. As a result, five of six schools needed to ask senior teachers to be Acting 

Vice Principals (AVPs). Because, as noted above, the number of departments in the 

schools, there were two schools in which one VP or AVP needed to oversee more than 
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one department. In light of the fact that each department in a Thai school is supposed to 

be headed by a Vice Principal, the data confirmed that all the participating schools were 

understaffed in leadership positions. 

The reader may recall in Chapter III—Methodology, and early in this one, that I 

planned to have five schools participate in the program. I discussed the challenge of 

recruiting—and retaining participants who would complete the entire program, The AL 

working committee and I collectively decided to add one more school (making six in all) 

and hence adding three more school-leader participants to the project. In the end, I had 

six schools participate in the AL program with 17 school leaders. Among the 17 

participants, there were eight junior school leaders, aged 38-47 years old, and nine senior 

school leaders, aged 48-59 years old. Moreover, there were seven females and ten males 

who attended the AL program. There were one female and eight males in the junior 

group, and there were six females and three males in the senior group. 

In the second section of this chapter, I discussed the AL program design and its 

implementation in the Golden Triangle. At first, I discussed the leadership qualities 

considered particularly needed for school leaders in the Golden Triangle—Caring, 

Visionary, and Principled Leadership—and how I validated and prioritized these qualities 

for inclusion in the program. Furthermore, I explained the three phases of designing the 

AL program. The first phase was conducted at Teachers College, Columbia University 

(USA). The second was conducted with the academic committee in Thailand, and the 

third and last phase was conducted with the advisory board in the Golden Triangle. At the 

end, the academic committee finalized the design and came up with the plan for 

implementation.  

Next, I described the actual implementation of the AL program in the Golden 

Triangle, which took place over three weekend sessions: April 1-3, 2019; April 25-27, 

2019; and May 23-25, 2019. Providing some details, I described the program schedule, 

including its learning activities and finer grained descriptions of the new active learning 
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methods that were frequently used. In conclusion, I noted the changes that occurred in 

some learning activities and the absence of certain expected individuals from the 

program—which will be discussed in the following chapters. 

In the following chapter, Chapter V—Findings, I will discuss the findings from 

both the primary and secondary sources of data collected in order to address the two 

research questions in this study. 
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Chapter V 

FINDINGS 

Introduction 

This study attempted to probe whether school leaders perceived any changes in 

their leadership as a result of attending an Action Learning (AL) Program, and what they 

believed were the critical success factors—i.e., the factors participants felt were critical 

for their learning—of the AL program. A case study design was utilized and consisted of 

two sets of data: 

1. Primary data collection method: Critical incident questionnaire, CIQ—

interview with 17 AL participants 

2. Supplementary data collection method: 

a. Thee debriefing sessions with three AL learning coaches 

b. Self-administrative surveys with 17 AL participants 

c. Self-administered surveys with 51 staff (who worked under 17 AL 

participants) 

In this chapter, I will report the findings of both primary and secondary sources of 

data in order to address the following research questions: 

1. How did participants perceive their leadership behaviors and characteristics 

have changed as a result of attending the AL program? 

2. What did participants perceive as the critical success factors of the AL 

program? 
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Research Question 1 

How did participants perceive their leadership behaviors and 

characteristics have changed as a result of attending the AL program? 

In this chapter, I will begin by presenting the findings from the CIQ interviews 

with the participants. I will then present the data from the three debriefing sessions with 

the three learning coaches, and finally provide the data from the self-administered 

surveys. 

Overall, the findings revealed that participants believed their leadership behaviors 

and characteristics did change in a positive direction as a result of attending the AL 

program. The findings from the learning coaches and self-administered surveys further 

confirmed some of the leadership changes that the participants observed. The following 

section will help provide a better understanding of the results of the program. 

Critical Incident Questionnaire (CIQ)—Interviews  

Table 5.1 presents the summary findings for the perceived changes in leadership 

behaviors and characteristics of the 17 participants as a result of attending the AL 

program. Ten leadership behaviors and characteristics from Visionary Leadership Theory 

(VLT) were observed. Moreover, there was one emerging theme—Gaining Acceptance—

that was often observed together or interchangeably with Confident Leadership under 

VLT. Upon observing this interchangeability, I decided to combine Gaining Acceptance 

with Confident Leadership, which I discuss in more detail below. 

In addition to ten VLT qualities, two other sets of leadership behavior and 

characteristics emerged as important: (1) Collaboration and (2) Emotional Intelligence 

(EQ). 
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Table 5.1. Perceived Changes in Leadership after Attending the AL Program—Findings 
from the CIQ Interviews 
 

No. Perceived Change in 
Leadership No. of Participants % of Total 17 Participants 

1 Communication Leadership 16 94.12% 

2 Caring Leadership 15 88.24% 

3 Confident Leadership  14 82.35% 

4 Collaboration  13 76.47% 

5 Follower-centered Leadership 13 76.47% 

6 Emotional Intelligence 10 58.82% 

7 Capable Management 10 58.82% 

8 Visionary Leadership 10 58.82% 

9 Principled Leadership 10 58.82% 

10 Rewarding Equity 6 35.29% 

11 Credible Leadership 5 29.41% 

12 Creative Leadership 5 29.41% 

 

All leadership improvements were ranked by the top nine qualities, and at least 10 

out of 17 participants perceived changes in their leadership. The top nine qualities in 

which the greatest number of school leaders perceived positive change were: 

1. Communication Leadership 

2. Caring Leadership 

3. Confident Leadership  

4. Collaboration 

5. Follower-centered leadership 

6. Emotional Intelligence 

7. Capable Management  

8. Visionary Leadership 

9. Principled Leadership  
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Among the top nine leadership qualities, as noted there were two “emerging” 

leadership qualities: (1) Collaboration and (2) Emotional Intelligence (EQ). 

Collaboration is a leadership behavior in which leaders can enhance and exercise 

cooperation, networking, and conflict resolution among team members helping them to 

work collaboratively (Lewicki et al., 2011; Rubin, 2009; Spence, 2006; Wagner & 

Leydesdorff, 2005). EQ is the ability to gain more self-awareness and empathy and, thus, 

get along more harmoniously with others (Goleman, 2006). 

Communication leadership. Findings from the CIQ interviews, as presented in 

Table 5.1 above, revealed that 16 of 17 (94.12%) perceived that their Communication 

Leadership changed in a positive direction. Sashkin (1998); Sashkin and Sashkin (2003) 

defined Communication Leadership as the ability to manage and direct others through 

clear and focused interpersonal communication, including: (1) communicating 

information and opinions so that they are understood and acted upon, and 

(2) listening actively to what others say. The following is an example of a school leader 

who perceived that her Communication Leadership had improved after attending the 

Action Learning leadership development program: 

In the past, when I used to get any assignment, I would plan and make 
decisions by myself because [I thought] it was my role and responsibility to 
get the thing done.… But now, I would start by listening to my staff first. 
They are actually the ones who are on the front lines when working on these 
types of projects. As they would know more than me, I invite them to share 
their thoughts first. Then I might add my own thoughts to the discussion, and 
make decisions together with my team members. Afterward, I would make 
sure that I communicate well—make sure that it is clearly understood and 
they can work on the assignment without confusion. 

Among 16 participants who perceived that AL fosters communication leadership, 

13 (76.47%) perceived that AL helped change their leadership behavior, especially in 

terms of listening actively to what others say. Below are exemplary quotes from four 

participants who felt that they became more active listeners: 
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I had always felt very confident and responsible for my jobs, and thus, I 
had strongly believed that my thoughts were always right, and that 
comments from others were not necessary. But now, I have changed … I 
listen more and my staff can comment or critique me. 

I have started using the “Circle of Voices” in my department meetings 
as it allows every single member in the team to share their thoughts. They 
not only have a chance to share the school challenges and suggestions from 
their views, but the school also receives new information about the 
challenges we are facing from very fresh perspectives. 

As a school administrator, I need to get the thing done on time perfectly. 
In the past, I made sure that tasks are assigned and each individual works on 
the assigned task correctly. … I think I have changed. Now, if it is an annual 
project that we have done before. I will not work on it. I call a meeting with 
my team and listen to what they think about this project and how to make it 
happen this year. I might add some comments but they are the ones who 
finalize the plan and implement. After that, I will observe them and make 
sure that they will not fail. Sometimes I might ask them some questions to 
help them think and improve their work, so they can get the project done 
successfully. 

I shift the way I assign the project to my team. Instead of working and 
assigning the project by myself, I start with sharing the details of the project 
with my team. Then I listen to what they think. They actually know more 
than me. They are the ones at the front line. At the end, I summarize their 
thoughts into an action plan, allocate tasks to individuals and put the timeline 
of the project on the big calendar in our office.  
 

In addition, 9 of 17 (52.94%) believed that their leadership behavior improved in 

that they were able to more effectively communicate information and opinions so that 

their staff understood and could act upon these ideas. Below are two examples from 

the participants. 

I learned Communication Leadership from the activity that had us 
divided into three small groups and the working styles of AL working 
committee who work in private organizations … in the department, instead 
of demanding an update from my staff with her work, I changed my initial 
communication with her by first starting “I think your work is very good. 
What is your technique? I want to learn from you because if I get to be a 
principal in the future, I will be able to handle this with your advice.” 
Communicating like this brings up the positives first and motivates her to 
gradually start talking to me and telling me, “You have to do it like this and 
that.” 
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Communication is crucial. Ineffective communication may create 
misunderstandings. In the past, I always relied on my own single style of 
communication. But now, I don’t think it is right. I need to know whom I am 
talking with and which communication style I can employ to effectively 
communicate with each individual on my team. 

Caring leadership. In Chapter IV, I discussed the CVI findings, which identified 

Caring Leadership as one of the top three most important and relevant leadership 

qualities needed for the school communities in the Golden Triangle. Findings from CIQ 

interviews, as presented in Table 5.1 above, show that 15 of 17 school leaders (88.24%) 

perceived that their Caring Leadership had improved. Sashkin and Sashkin (2003) 

defined Caring Leadership as demonstrating respect, concern, and care for others. The 

following quotes exemplify how two school leaders perceived that their Caring 

Leadership was further developed after attending the AL program. 

I started using Circle of Voices in my department meeting. Circle of 
Voices allows me to understand my staff more and made me realize that I 
have not taken care of every staff member equally. I take care only of 
individuals who work near me.… I believe I have changed as a result of the 
program. I respect others more. I listen to others more. I allow people to 
share their thoughts more. I try to reduce the use of harsh words. In the past, 
I only focused on getting the job done. But my views have shifted. I respect 
others more. I give them more reasonable timelines that are not too rushed. I 
provide support and advice to help them overcome any challenges. I am 
getting closer to them so I could observe them closely and take care of them 
more. This also includes their personal lives. And that allows us to improve 
the ways we support each other in the workplace and become a more 
effective team. 

When I attended the AL program, I observed the AL academic and 
working committee members cared a lot for each other. They were warm and 
friendly to all participants who had never known each other before. For 
example, Coach Bank, the program director whom I wasn’t very close to, but 
when I greeted him, he came to shake my hand, to talk to me, and made me 
feel warm and comfortable. It would be great If I can do this with my own 
team. Teamwork requires caring for each other like a family member. 
Afterward, I started talking and creating bonds and positive interactions with 
my team, and also applied it to my everyday life, like greeting staff, asking 
them how have you been, about their well being. After doing this awhile, I 
notice that I become closer to my staff. 
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Confident leadership. The findings from the CIQ interviews, as presented in 

Table 5.1 above, show that 14 of 17 (82.35%) perceived that they gained more 

confidence after attending the AL program. Sashkin and Sashkin (2003) defined 

Confident Leadership as possessing and demonstrating self-confidence. Furthermore, 

Gaining Acceptance was an emerging theme observed together or interchangeably with 

Confident Leadership. Therefore, I decided to include Gaining Acceptance as a part of 

Confident Leadership. 

In the International Transformative Learning Conference 2016, Marsick pointed 

out that there is a relationship between Self-Confidence and Gaining Acceptance 

(p. 92). Self-confidence relates to the building of self-concept … in that it provides a 

level of acceptance—by others and by the self; so that person can take risks and make 

decisions by oneself and get feedback. The feedback can be handled safely in a 

supportive environment. 

The following excerpts are from two school leaders who perceived that their 

Confident Leadership changed after attending the AL program: 

I learned from all AL processes and learning activities. I used to be a 
person who didn’t have the confidence to speak, think and express my 
thoughts to others. I wanted to remain that way and didn’t want to have 
anything to do with anyone. But after the AL program, my leadership skills 
have been developed. Now, I am more confident to speak up and express my 
opinions to the management. Since I didn’t do anything wrong, I belong to 
the management. I lead the juniors. I have to convey their problems to the 
executives because they are afraid to do so. In the past, I would sit still at 
meetings and just listen. I made improvements on this from the training. 
Especially Circle of Voices, I learnt so much from it. There would be some 
topics and everyone had to say something about it. We got to practice every 
day. There was also group work that taught me to be confident, to have 
confidence in speaking, thinking, and expressing myself. One of the senior 
principals from School A even complimented the AL program. He was 
surprised by the fact that his vice principal used to be afraid to speak with 
others and in public; but after his vice principal attended the AL program, he 
became a person who could confidently present and even speak in public 
very well. 
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In the past, I was afraid of confrontation. But now, I am confident to 
stand for the right thing. I stand for fairness and equality. I have gained this 
confidence from the program. The program allows us to express and 
exchange our thoughts. We did it every day … Circle of Voices and 
Reflection & Dialogue. So we practiced this two times a day. In the past, I 
was quiet because I was not confident; and I refused to socialize … leave me 
alone. I could see myself changed. From the one who is not confident to 
express myself, now I have gained more confidence. 

According to the demographic data, 8 of 17 participants (47%) were in the range 

between 38-47 years old. From the CIQ interviews, many in this age group identified 

themselves as junior leaders, especially in the eyes of senior teachers in the schools. Most 

of the senior teachers were in higher-level positions (K3 and above), with the average age 

being around 50-55 years old. With these high-level positions and seniority, the junior 

school leaders were not confident they could lead the senior members. After attending the 

AL program, they started employing new leadership styles and practices that they learned 

from the AL program. Later, they started gaining acceptance from their seniors. 

Collectively, gaining more acceptance made them feel more confident. Below are two 

examples in which the young school leaders perceived they gained greater acceptance 

from the senior teachers and their teams: 

I was insecure due to my young age, and felt I still lacked the other 
teachers’ acceptance.… I have become more confident. I won’t get into 
specific detail on which Action Learning activities taught me this, but it is 
the program as a whole that made me feel confident. The little details were 
adapted and implemented.… As we are not working alone, there are other 
team players who are the heads of all departments in the school. I invited 
them to reflect on the problems, collaborate with them, and invite them to 
join the team … and work as a team. We started helping each other, 
mentoring each other, gaining acceptance from each other. Now, I would say 
I believe I can work with more confidence. 

I employed Safe Zone and Circle of Voices in my school so that my 
team can express their thoughts freely with respect. I could hear their 
working challenges and suggestions. I have gained acceptance from my 
team, we become closer, and thus, I feel more confident. 

Collaboration. The CIQ interviews, as presented in Table 5.1 above, show that 

there were two emerging leadership qualities that were not among the leadership 
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behaviors and characteristics included in Visionary Leadership Theory, VLT: the first of 

these was Collaboration perceived by 13 of 15 participants (76.47%), and the second 

was Emotional Intelligence (EQ) perceived by 10 of 17 participants (58.82%) who felt 

they positive change. I will discuss these two qualities in more detail below. 

Collaboration is the process in which a team with two or more people or 

organizations work together to complete a task or achieve a goal. Leadership is crucial to 

enhancing and exercising cooperation, networking, conflict resolution, and providing a 

safe space for the team members to work collaboratively toward greater resources, 

recognition, and reward (Lewicki et al., 2011; Rubin, 2009; Spence, 2006; Wagner & 

Leydesdorff, 2005). 

Yukl (1994) defined networking as a wide variety of behaviors intended to 

develop and maintain contacts with people who are important sources of information and 

assistance, both inside and outside an organization (pp. 145-148). Networking can be 

nurtured in a variety of ways, for example, joining groups with opportunities to make 

contacts, showing acceptance and positive regard, or keeping in touch with other 

members of the network. Social conflict is a struggle between opponents over values and 

claims to scarce status, power, and resources (Coser, 1964)). Lewicki et al. (2011) 

identified five major strategies for conflict resolution: (1) contending (also called 

competing or dominating), (2) yielding (also named accommodating or obliging), 

(3) inaction (also called avoiding), (4) problem solving (also called collaborating or 

integrating), and (5) compromising. While these five approaches have their advantages 

and disadvantages, and people select their strategies based on their own management 

styles, recent studies suggest that problem solving and collaboration are generally the 

most appropriate managing strategies for dealing with conflict. 

Below are quotes from two participants who perceived their leadership–

Collaboration improved after attending the Action Learning leadership development 

program: 
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If the team members buy into the ideas, we would get cooperation from 
them. As a leader, we need to be able to collaborate with them. Circle of 
Voices is a tool I employ in the school. It helps all members look at the 
situations critically and gain more cooperation. 

I was in the middle and had to understand both of them which was hard. 
Sometimes, I just had to make a decision. Sometimes I thought that I had to 
take some ideas from this group, some from the other, and combine them 
together. But I didn’t want both of them to fight each other. Cooperation is 
crucial. I think that the younger teachers wanted to do it but the older ones 
didn’t so I let the older teachers share some thoughts and let the younger 
ones execute the ideas. 

Specifically, 7 of 17 school leaders (41.18%) perceived that the AL program 

helped create Networking among the 17 school leaders who faced similar types of 

challenges (both academic and social) while serving the disadvantaged students in the 

Golden Triangle. The following quotes are examples from two participants who reported 

that they became part of the school leader network after attending the AL program: 

The AL program helps create a network among us. In the future, if we 
face any challenges, we know whom we can call at these six schools in order 
to get help and support. 

We do not only know the names and faces of people in the program, but 
we also know their leadership styles, experiences, worldviews, and the 
challenges they are facing in their schools at the moment. 

I have gained insights and support from other vice principals through 
talking and working with them on the AL projects. I have made new friends 
from six schools. Once any of us have got some trouble or challenge, we can 
call to get suggestions.  

Over and above that, 5 of 17 school leaders (29.41%) perceived that the AL 

program had fostered the leadership behavior and characteristics of Conflict 

Resolution—solving conflicts between students from different ethnicities and their team 

members. The following quotes are examples of how two participants perceived this 

leadership quality improved after participating in the AL program. 

There are several conflicts among students [from different ethnicities], 
so we need to create shared values and belief that we are eating rice from the 
same bowl; and thus understanding each other is crucial. In the past, we 
needed to send problematic students to other schools as a punishment. Now, 
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I think, I don’t need to do that. The people outside [in other schools] might 
not be able to help solve the conflicts among our students. Why do we need 
to spend time explaining our conflicts to other schools? Our internal 
communication is the key for conflict resolution, and we can solve the 
conflict here by ourselves in our school. 

If there is a conflict among my team members, they would bring these 
experiences to discuss with me in which I promise to keep it confidential and 
provide safe space for them. I learned these practices from the AL program. 

Follower-centered leadership. According to the CIQ interviews, as presented in 

Table 5.1 above, 13 of 17 (76.47%) perceived that their Follower-centered Leadership 

changed. Sashkin (1998, 2003) defined Follower-centered Leadership as helping 

followers become empowered partners rather than pawns to be manipulated. The 

following quotes from two school leaders show how they perceived their Follower-

centered Leadership improved after attending the Action Learning leadership 

development program: 

I used to follow instructions. When the school principal ordered me to 
do something, I would just do what he said. Now, there is a more 
constructive job allocation in workgroups. Tasks are distributed based on 
each person’s role and the interest of each individual. When there is this type 
of role distribution, people feel they are important and valued. 

Most of the school leaders would allocate the job to the team according 
to their own experience and perception; but now I would ask my team 
members to write down what they want to do in the project. I allow them to 
express their interests first and allocate the tasks to them after that. If there 
are any disagreements, I would call individuals into my office to discuss 
before assigning the task.  

Sashkin and Sashkin (2003)  pointed out two key elements of Follower-centered 

Leadership: (1) Trusting others to solve problems and make decisions without getting 

prior approval, and (2) Delegating responsibility and discretion to others in work 

activities. 

Specifically, 12 of the 17 school leaders (70.59%) saw themselves change in terms 

of trusting others to solve problems and make decisions without getting prior 

approval, which is a major part of Follower-centered Leadership (Sashkin & Sashkin, 
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2003). The quotes below are from two participants who perceived that their Follower-

centered leadership improved after attending the Action Learning leadership development 

program: 

After attending the AL program, I have stopped monitoring her (my 
staff) so closely, I want her to solve problems on her own to see what she 
would do to gather references and documents for the annual report at the end 
of the year. 

In the past, I was a serious person. Whenever there was any assignment 
coming into the department, I would assign individuals to work on it. Most 
of the time, I would feel worried and unsure that my staff would be able to 
get the job done. So, I felt the need to closely monitor them. After attending 
the AL program, I have changed the way I work with my team. Now, when I 
receive any job, I would highlight the key objectives and allow them to work 
on their own. When my staff asks me ... How to get the job done? What is 
the process? I would tell them that they can develop the plan in their own 
ways to achieve the goal. It is possible that there might be some mistakes, 
but I do not worry … as I would provide some advice later. 

Additionally, 10 of 17 school leaders (58.82%) perceived a change in delegating 

responsibility and discretion to others in work activities, which was another part of 

Follower-centered Leadership (Sashkin & Sashkin, 2003). The following quotes are from 

two participants who perceived an improvement in this area after attending the Action 

Learning leadership development program: 

Regarding job allocation, every individual has their own strengths and 
talents. We must give them a chance to work, not letting only one person do 
all the jobs or do too much. We have to consider their current 
responsibilities, like how many teaching hours they already have. In the past, 
I would never have thought of something like this. If there was a job, I 
would just assign someone to do it without considering anything. Now, I 
have to see the bigger picture, identify the problems, and evaluate our 
department’s previous performance. Some people always work, but some 
people never work. Those who worked tended to be blamed, while those 
who didn’t tended to get away with things. 

In the past, I would allocate the jobs to my team only when I got the 
assignment letters from the school principal. But now, I do not need to wait 
for those assignment letters. My team members know what they need to do 
each month and we write it down on the activity calendar on the big board so 
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everyone can have ownership of these projects. We know who needs to do 
this and that, and we know our roles and our responsibilities. 

Emotional intelligence. Emotional Intelligence (EQ) is another emerging theme in 

leadership change that participants learned after attending the AL program. EQ has been 

recognized as an important component of social well-being (Parker et al., 1998), along 

with the ability to succeed in one’s career (Matthews et al., 2004; Parker et al., 2004). 

Goleman (2006) identified five EQ domains: self-awareness, managing emotion, 

motiving oneself, empathy, and handling relationships. Self-awareness is the ability to 

recognize one’s emotions and feelings as they happen. People who are aware of their 

emotions are better pilots of their lives and have a surer sense of how they really feel 

about personal decisions. Empathy is an ability that builds on emotional self-awareness, 

which is a fundamental people skill. People who are empathic are more attuned to the 

subtle social signals that indicate what others need or want (p. 43). 

The findings from the CIQ interviews, presented in Table 5.1 above, show that 10 

of 17 participants (58.82%) perceived that their leadership changed positively in terms of 

the qualities of EQ, including Self-awareness and Empathy. 

Seven of 17 participants (58.82%) pointed out that they gained more self-

awareness from participating in the AL program specifically due to the Hogan 

Assessments, which helped them to reflect and see themselves—enabling them to change 

the ways they interact with others in the future. 

In the past, I might have used emotions for working with others at the 
workplace, but now, I believe I am calmer. When I can calm down, I become 
more effective in leading others. The Hogan Assessments helped me to 
reflect on who I am, and the coach helped me to understand myself through 
my own reflection. Now, I have gained more self-awareness, I can measure 
my emotions inside. If I feel I am getting too emotional, I can calm myself 
down, speak less, and listen more. 

My coach read the Hogan Assessments report to me and helped me see 
myself. I have become more aware of my emotions and feelings. 
Start/Stop/Keep is a part of Hogan Assessments that allows me to create my 
own action plan based on the report of the Hogan Assessments.… In the 
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past, I was very shy and lacked self-confidence, so I needed to practice 
myself. I needed to start building confidence, stop being shy and afraid of 
sharing my thoughts, and I needed to keep good relationships with others. 
Combining the good and bad things (that I need to improve), now I can give 
constructive feedback (both positive and negative) to my staff in a polite and 
gentle way. 

In addition to increased Self-awareness, 5 of 17 participants (29.41%) stated that 

they share more Empathy for their students, teachers, and school principals in the 

schools after participating in the AL program. The following are quotes from two of the 

participants. 

After attending the program, I came to realize that we have to respect 
people. Everyone is different. We cannot force them to do everything our 
way. They might have some backgrounds, some problems needed to be 
discussed. We must embrace people’s talents, mental conditions and 
thoughts. We have to understand that people are different. I am a highly 
organized person. Everything must always be in its place. If someone 
messed with stuff or anything had changed from what it usually was, I would 
be able to tell in a more harmonious way that I don’t like it.… I have to 
make peace with it, open my heart wider, also when I’m with my family. 
When I can do that, I feel at ease. 

I started talking with her [a junior follower] not only about work but 
also her personal life. I hear her limitations, struggling and challenges, 
especially about her career path. I have tried to motivate … support her to 
work on her portfolio which will be used for applying for a position … civil 
servant. At first, she doesn’t think that she can do it. I tell her… you need to 
start with this and that. Just do only this first. Once she finishes the first part, 
then I let her do more by herself. In the end, she can finish it on her own. She 
becomes more confident in herself, not acting like a junior. She is now ready 
to apply for a civil servant position. 

What people act might come from their different attitude and 
worldviews. Theatre of The Oppressed allows people to express and see 
themselves. And that helps all of us understand each other more.… Now I 
know why they think and behave like this and that. I could understand their 
true selves, and I would feel what they are feeling. 

Capable management. The CIQ interviews presented in Table 5.1 above, show 

that 10 of 17 (58.82%) perceived that their Capable Management improved. Sashkin and 

Sashkin (2003) define Capable Management as effectively performing basic 

administrative or managerial tasks. Capable Management features two leadership 
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behaviors that include: (1) scheduling and coordinating team activities efficiently, and 

(2) using personnel and resources to get a task accomplished efficiently. The 

following are quotes from two school leaders who perceived that their Capable 

Management improved after attending the Action Learning leadership development 

program: 

In the old days, when I was a teacher, I would listen to other people. But 
now I am the management, so I must have my eyes on the goal. If the 
management didn’t have eyes on the target and kept distracting themselves 
along the way, when would we reach the goal? 

If we can impress people, anybody will want to work with us. To win 
someone’s heart, to manage people, is hard. But if we win people’s hearts, 
we will also get the job done.  

Nine of 17 school leaders (52.94%) perceived that they used personnel and 

resources to get a task accomplished efficiently. The following are examples from two 

school leaders who perceived that their management became more capable. 

In the past, I outsourced many school projects to the instructors outside 
the schools. And then, I found that the outsourced instructors didn’t 
understand our students’ unique context. They regarded our school as the 
same as others. However, the teachers here know what they should have the 
students do, what are the things that the children have to do or live with. 
Therefore, this year when we got every department involved, we used our 
own teachers to work on the school projects, it turned out they understand 
the entire context very well and the projects were done successfully.  

In previous years, I might need to learn and understand who can do what 
kind of task well. Learning by doing … But now, we know the capabilities 
of our teachers, so we can assign the right job to the right persons and be 
able to control and manage the jobs more effectively.  

Moreover, 7 of 17 participants (41.18%) found that attending the AL program 

helped them schedule and coordinate team activities efficiently. The quotes below 

exemplify the perceived improvement in this aspect of their leadership: 

If I only keep assigning the work to my staff, we might not be able to 
get the job done. We need to reach out to teachers, help them plan, give them 
guidance, and coordinate with all parties. Once we can team up, I will help 
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supervise them and encourage all team members to achieve the goals. I 
believe I learned this from Political Mapping in the AL program. 

In the past, I was not confident to assign any work to the senior teachers 
because I perceived myself as a young leader in the school. But now, I have 
changed. When I get a new project, I then walk around talking to many 
teachers about the project, convincing everyone, being positive, saying, “It 
would be great if we got your help on this project. Would you like to join the 
team? I’m respectfully asking you to be here.” 

Visionary leadership. In Chapter IV, I discussed the CVI findings in which 

Visionary Leadership was identified as one of the top three most important and relevant 

leadership qualities needed for the school communities in the Golden Triangle.  

The CIQ interviews presented in Table 5.1 above, show that 10 of 17 (58.82%) 

perceived that their Visionary Leadership changed for the better. Visionary Leadership 

was not ranked in the top four leadership qualities improved however; only Caring 

Leadership was included in the top four improved qualities perceived as changed 

positively.  

Sashkin (1998, 2003) define Visionary Leadership as thinking beyond the daily 

routine to define and express a greater vision that ties day-to-day activities to future 

goals. The following are examples of two school leaders who perceived that this type of 

leadership improved after attending the Action Learning leadership development 

program: 

Vision is the holistic idea of which direction we or our organization 
would like to go and how we will get there. Everyone in the organization 
needs to walk together and share the governance of the organization. We 
need to create conversation and collaboration in the groups; for example, in 
the next festive years, what is our direction and how we will get there? In the 
past, I was not confident to talk; I was not strong and lacked experience. But 
now, I have changed. I learned from most of the activities in the AL 
program. One of the key success factors in achieving Visionary Leadership 
is confidence. We need to be able to express our vision; otherwise, it will 
just remain in ourselves, only in our minds … once you can step up and 
present your vision to others.… It is a good start. 

We will be evaluated by the Ministry of Education again. We should not 
wait until next year, we should think about it now. We need to plan and 
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collaborate with all teachers in order to pass the evaluation. In the AL 
program, I learned from Coach Bank and his team. Once they faced any 
challenges in the training program, they listened to the feedback from the 
learners, they discussed it, and they changed the program as soon as they 
could in order to still achieve their vision. Moreover, I learned from our 
senior school principals and during the excursion where we met School 
Principal Narong Apaijai from the Baan Muang Kued School. 

Principled leadership. In Chapter IV, I discussed the CVI findings in which 

Principled Leadership was identified as one of the top three important and relevant 

leadership qualities needed for the school communities in the Golden Triangle.  

The findings from the CIQ interviews presented in Table 5.1 above, show that 10 

of 17 (58.82%) perceived that their Principled Leadership changed. Principled Leadership 

was not ranked in the top four leadership qualities that most perceived as improved 

however; only Caring Leadership was included in the top four qualities that more 

participants felt improved.  

Sashkin and Sashkin (2003) defined Principled Leadership as developing and 

supporting shared values and beliefs among team members. Following are examples 

provided by two school leaders who perceived their Principled Leadership improved after 

attending the Action Learning leadership development program: 

I would like to create shared values with the young teachers. We are 
here and we are in a good position to do the good deed … to help people to 
have a better future. We need to be patient and build shared values in the 
organization. I learned this from the guest speaker, Dr. Chartchai [in the AL 
program], who is a senior executive in a big corporation. His talk inspired 
me to work for others in the organization with shared values of the 
organization, including, sacrificing, giving, sharing, and helping others. 

I learned this from many things [in the AL program]. Learning from 
activities, such as when a sponsor told a story about Mr. Lee Ayu, a coffee 
brand’s owner and social entrepreneur. It makes me realise I should work 
with principles. I am not doing something only for myself, I must do it for 
the organization, for society, and for the public. I must do the right thing. 
And thus, I have changed myself for the organization. So we can stick 
together and the organization can move forward. Sticking with correctness ... 
the rules. For example, in the annual evaluation, it is not that anyone close to 
me would get the reward. The important thing is that achievements and 
performance must come first. 
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Summary for Research Question 1 from the CIQ interviews. The findings from 

the CIQ interviews help delineate the development of leadership qualities among the AL 

program participants. The leadership qualities they saw as improved were in the areas of 

Communication, Caring, and Confident Leadership. In the area of Communication 

Leadership, participants found they became capable of leading others through clear and 

focused interpersonal communication; they started listening actively and communicating 

information and opinions in a more effective and clear way. Regarding Caring 

Leadership, school leaders demonstrating increased respect, concern, and care for their 

teachers, students, and even for their school principals. Concerning the last, and most 

widely perceived as improved quality, Confident Leadership, participants observed they 

were able to gain more acceptance from their staff and demonstrate self-confidence in 

their schools. 

The other VLT behaviors and characteristics that were impacted were Follower-

centered Leadership, Capable Management, Visionary Leadership, and Principled 

Leadership. Exhibiting Follower-centered Leadership, participants reported interacting 

with their followers as partners; they delegated responsibilities and discretion to their 

team members. Moreover, they trusted their teams to solve problems and make decisions 

by themselves. In the area of Capable Management, participants felt the AL program 

helped them perform better in achieving their tasks by wisely using resources; in 

addition, they scheduled and coordinated team activities to get tasks done efficiently. As 

to Visionary Leadership, most of the school leaders could think beyond their daily tasks; 

they expressed their vision and implemented action plans for the future. As to the last 

quality, Principled Leadership, school leaders started creating shared values and beliefs 

for their team members to achieve the school missions and objectives. 

Finally, two emerging leadership behaviors and characteristics were discussed—

Collaboration and Emotional Intelligence (EQ). Regarding Collaboration, school leaders 

were able to enhance and exercise cooperation, networking, and conflict resolution 
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among the team members helping them to work collaboratively both inside and outside 

the six participating schools. As to EQ, participants demonstrated the ability to gain more 

self-awareness and empathy and, thus, get along more harmoniously with others, 

including teachers, students, and school principals. 

Debriefing Sessions with the AL Learning Coaches  

Table 5.2 illustrates summary findings from three debriefing sessions with three 

learning coaches. These findings help confirm some perceived leadership improvements 

in the 17 participants after participating in the AL program. The learning coaches pointed 

out that two leadership behaviors and characteristics—Collaboration and Visionary 

Leadership—were observed by them as leadership qualities that improved after the 

participants attended the AL program. They mentioned this change in two of the three 

debriefing sessions, or 66.67%. 

 
Table 5.2. Changes in Leadership after Attending the AL Program—Findings from the 

Debriefing Sessions with Learning Coaches 
 

Leadership Perceived as 
Improved 

No. of Debriefing Sessions in 
Which Coaches Perceived 
Leadership Improvement 

% of Three Debriefing 
Sessions 

Collaboration 2 66.67% 
Visionary Leadership 2 66.67% 
 

Below are examples from the debriefing sessions with learning coaches, 

exemplifying their observation that the AL program fostered improvement in 

Collaboration: 

The collaborative atmosphere was well created in the discussion 
activity, Fishbowl, conducted by Coach Porntip. Authority figures 
successfully showed to participants that they were really willing to address 
the questions raised. This gave participants courage to ask honest questions 
on issues that would normally not be discussed in the schools. When school 
principals put their guard down; collaboration emerges, and thus, it is crucial 
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for prep school principals to clearly understand about learner mindset, 
contracting, and commitment to the program. 

Safe Zone and Reflection & Dialogue came along together and they 
were highly mentioned among participants. Participants were encouraged to 
speak their mind and received equal opportunity to speak. This reduced fear 
of being criticized and created a collaborative working environment. 

In addition to Collaboration, in two debriefing sessions learning coaches discussed 

and confirmed improvement in Visionary Leadership. Following are two supportive 

quotes from these debriefing sessions. 

The excursion, visiting two modeling schools serving disadvantaged 
students in the north gave them [school leaders] inspiration and examples of 
best practices. Very good energy. Everybody looks inspired and full of hope. 

Some participants shared their experiences in bringing back exercises to 
practice in their workplace and received positive responses from colleagues. 
Several participants who were reluctant to step into the role of school 
principals appeared to ask concrete questions in preparation to accept a 
bigger role in their work. 

Summary for Research Question 1 from the debriefing sessions with learning 

coaches. The findings from three debriefing sessions with the three learning coaches 

helped show their perceived development of leadership qualities in the AL program 

participants. These were Collaboration and Visionary Leadership. Regarding 

Collaboration, school leaders started implementing the practices they learned from the 

AL program, like Reflection & Dialogue and Fishbowl, enabling them to provide safe 

space among their team members, a capability that became the springboard for further 

collaboration. As a result of improvement in Visionary Leadership, participants became 

filled with hope and inspiration for being a part of school change in the future. 

Self-administered Surveys with 17 School Leaders 

Table 5.3 shows summary findings from self-administered surveys—How do 17 

school leaders believe they exhibit leadership characteristics and behaviors with their 

staff in the school before and after attending the AL program? The mean scores and 
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standard deviations of pretest and post-test scores for each leadership behavior and 

characteristic under Visionary Leadership Theory (VLT) are presented. The differences 

between the mean scores from the pretest and posttest help document the degree of 

perceived improvement in each leadership quality. 
 

Table 5.3. Perceived Changes in Leadership after Attending the AL Program—Findings 
from Pretest and Posttest of Self-administered Surveys among 17 School Leaders 
 

Ranking 

Items & Sub-items of Leadership 
Behaviors and Characteristics 

(Numbers after Leadership Styles Refer to 
Sub-Items within That Leadership Category) 

Pretest Posttest Difference 
between 
means of  
Pretest & 
Posttest 

Mean SD Mean SD 

1 
Follower-centered Leadership 1: Delegating 
responsibility and discretion to others in 
work activities 

3.82 0.81 4.53 0.51 0.71 

2 

Visionary Leadership: Thinking beyond the 
daily routine to define and express a greater 
vision that ties day-to-day activities to future 
goals 

3.59 0.62 4.29 0.47 0.70 

3 Capable Management 2: Scheduling and 
coordinating team activities efficiently 3.47 0.51 4.06 0.75 0.59 

4 
Follower-centered Leadership 2: Trusting 
others to solve problems and make decisions 
without getting prior approval 

3.76 0.66 4.24 0.66 0.48 

5 Confident Leadership: Possessing and 
demonstrating self-confidence 3.94 0.56 4.41 0.51 0.47 

6 Creative Leadership: Creating opportunities 
for others to learn from and taking risks 3.94 0.90 4.35 0.61 0.41 

7 
Principled Leadership: Developing and 
supporting shared values and beliefs among 
team members 

3.94 0.83 4.35 0.70 0.41 

8 Communication Leadership 2: Listening 
actively to what others say 4.41 0.51 4.65 0.49 0.24 
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Table 5.3 (continued) 
 

Ranking 

Items & Sub-items of Leadership 
Behaviors and Characteristics 

(Numbers after Leadership Styles Refer to 
Sub-Items within That Leadership Category) 

Pretest Posttest Difference 
between 
means of  
Pretest & 
Posttest 

Mean SD Mean SD 

9 Caring Leadership: Demonstrating respect, 
concern and care for others 4.35 0.61 4.59 0.51 0.24 

10 
Capable Management 1: Using personnel 
and resources to get a task accomplished 
efficiently 

3.94 0.43 4.18 0.53 0.24 

11 
Communication Leadership 1: 
Communicating information and opinions so 
that they are understood and acted upon 

4.12 0.70 4.24 0.56 0.12 

 

After ranking from the greatest difference to the least difference in the mean scores 

between pretest and posttest, the top three qualities, with more than a 0.5 point of 

difference between pretest and posttest, are: 

1. Follower-centered Leadership 1: Delegating responsibility and discretion to 

others in work activities (0.71) 

2. Visionary Leadership: Thinking beyond the daily routine to define and 

express a greater vision that ties day-to-day activities to future goals (0.70) 

3. Capable Management: Scheduling and coordinating team activities efficiently 

(0.59) 

As shown in Table 5.4, there were two leadership behaviors and characteristics that 

had very high mean scores in the pretest (more than 4.3 of 5 points); very interestingly, 

these were also the top two highest pretest scores. 
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Table 5.4. Perceived Changes in Leadership after Attending the AL Program—Findings 
from Pretest and Posttest of Self-administered Surveys among 17 School Leaders 
 

Sub-items of Leadership 
Behaviors and Characteristics 

Pretest Posttest Difference 
between Pretest & 

Posttest Mean SD Mean SD 

Communication Leadership 2:  
Listening actively to what others say 4.41 0.51 4.65 0.49 0.24 

Caring Leadership: Demonstrating 
respect, concern and care for others 4.35 0.61 4.59 0.51 0.24 

 

This fact may well be due to the great degree to which these two leadership 

behaviors and characteristics were exercised / practiced with their staff back in their 

schools  

1. Communication Leadership 2: Listening actively to what others say (4.65) 

2. Caring Leadership: Demonstrating respect, concern and care for others (4.59) 

Thus, I decided to include Communication Leadership 2 and Caring Leadership in the list 

of top leadership characteristics that participants perceived to have improved due to the 

program. The details are as follows: 

1. Communication Leadership 2: Listening actively to what others say (Post-test 

Score = 4.65) 

2. Caring Leadership: Demonstrating respect, concern and care for others (Post-

test Score = 4.59) 

3. Follower-centered Leadership 1: Delegating responsibility and discretion to 

others in work activities (Difference between pretest & post-test = 0.71) 

4. Visionary Leadership: Thinking beyond the daily routine to define and 

express a greater vision that ties day-to-day activities to future goals 

(Difference between pretest & post-test = 0.70) 

5. Capable Management: Scheduling and coordinating team activities efficiently 

(Difference between pretest & post-test = 0.59) 
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Summary for Research Question 1 from self-administered surveys with 17 

school leaders. The findings of self-administered surveys with 17 school leaders 

confirmed the findings from the CIQ interviews (Table 5.1) in which the highest number 

of participants perceived improvement in, (1) Communication Leadership, (2) Caring 

Leadership, (3) Follower-centered Leadership, (4) Visionary Leadership, and (5) Capable 

Management.  

Self-administered Surveys with 51 Staff Who Work Under 17 School Leaders 

Table 5.5 shows summary findings from self-administered surveys—How 51 

members of the staff perceived their leaders exhibited leadership behavior and 

characteristics with them in the schools before and after attending the AL program. The 

mean pretest and posttest scores and standard deviations for each leadership behavior and 

characteristic under Visionary Leadership Theory (VLT) are presented. The differences 

between the mean pretest and posttest scores help illustrate the staff-perceived change in 

each leadership quality. 

 

Table 5.5. Changes in Staff-perceived Participant Leadership after Attending the AL 
Program—Findings from Pretest and Post-test of Self-administered Surveys among 51 

Staff Working under 17 School Leaders 
 

Ranking 
Items & Sub-items of Leadership 

Behaviors and Characteristics 

Pretest Posttest Difference 

between 
Pretest & 

Posttest 
Mean SD Mean SD 

1 
Capable Management 2: 
Scheduling and coordinating team 
activities efficiently 

3.14 1.00 3.78 1.03 0.64 

2 
Capable Management 1: Using 
personnel and resources to get a 
task accomplished efficiently 

3.29 0.99 3.86 0.98 0.57 

3 
Communication Leadership 2: 
Listening actively to what others 
say 

3.73 1.25 4.12 0.95 0.39 
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Table 5.5 (continued) 
 

Ranking 
Items & Sub-items of Leadership 

Behaviors and Characteristics 

Pretest Posttest Difference 

between 
Pretest & 

Posttest 
Mean SD Mean SD 

4 
Principled Leadership: Developing 
and supporting shared values and 
beliefs among team members 

3.53 1.14 3.92 1.00 0.39 

5 

Visionary Leadership 1: Thinking 
beyond the daily routine to define 
and express a greater vision that 
ties day-to-day activities to future 
goals 

3.45 1.03 3.84 0.92 0.39 

6 

Follower-centered Leadership 2: 
Trusting others to solve problems 
and make decisions without getting 
prior approval 

3.57 0.83 3.94 0.83 0.37 

7 Caring Leadership: Demonstrating 
respect, concern and care for others 3.80 1.08 4.10 1.02 0.30 

8 

Communication Leadership 1: 
Communicating information and 
opinions clearly so that they are 
understood and acted upon 

3.53 0.97 3.82 0.79 0.29 

9 Confident Leadership: Possessing 
and demonstrating self-confidence 3.84 0.81 4.12 0.84 0.28 

10 

Follower-centered Leadership 1: 
Delegating responsibility and 
discretion to others in work 
activities 

3.59 0.83 3.86 0.89 0.27 

 

The leadership qualities were ranked from the greatest difference to the least for 

the mean scores between pretest and posttest. The two leadership qualities with the 

highest differences between the mean pretest and posttest scores (more than 0.5) were: 

1. Capable Management 2: Scheduling and coordinating team activities 

efficiently (0.64) 

2. Capable Management 1: Using personnel and resources to get a task 

accomplished efficiently (0.57) 
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Summary for Research Question 1 from self-administered surveys with 51 

staff. The findings of self-administered surveys with 51 staff who worked under the 

supervision of the 17 school leaders confirmed the findings from the CIQ interviews 

(Table 5.1) and re-affirmed that the highest perceived changes were in both types / sub-

items of Capable Management after attending the AL program. 

Summary of the Findings for Research Question 1 

This section aims to address Research Question 1: How did participants perceive 

their leadership behaviors and characteristics have changed as a result of attending the 

AL program?  
 
 
Table 5.6. Findings for Research Question 1 from Primary and Secondary Data 

Ranking Leadership Behaviors & 
Characteristics 

Primary Data Secondary Data 

CIQ 
Interview 

Debriefing 
Session with 

Three 
Learning 
Coaches 

Surveys 
with 17 
School 
Leaders 

Surveys 
with 51 

Staff 

1 Communication 
Leadership* 

✓  ✓  

2 Caring Leadership* ✓  ✓  
3 Confident Leadership* ✓    
4 Follower-centered 

Leadership* 
✓  ✓  

5 Collaboration ✓ ✓   
6 Emotional Intelligence ✓    
7 Capable management* ✓  ✓ ✓ 
8 Visionary Leadership* ✓ ✓ ✓  
9 Principled leadership* ✓    

 
*Top seven Visionary Leadership Theory (VLT) qualities 
 

All participants reported in their CIQ interviews that they perceived that various 

categories of leadership had improved, and they provided supportive examples of actions, 

incidents, or examples that met the definition of leadership behaviors and characteristics 
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under Visionary Leadership Theory (VLT) (Sashkin, 1998, 2003). The top seven VLT 

qualities are Communication Leadership, Caring Leadership, Confident Leadership, 

Follower-centered Leadership, Capable Management Visionary Leadership, and 

Principled Leadership. Two further leadership qualities emerged: Collaboration and 

Emotional Intelligence. 

The majority of learning coaches reported changes, incidents, and examples that 

indicated they perceived an improvement in Collaboration and Visionary Leadership. 

Findings from self-administered surveys provided quantitative evidence of self-

perceived changes that was consistent with the findings from the participant CIQ 

interviews. A majority of school leaders perceived that their leadership had improved, 

specifically in Communication Leadership, Caring Leadership, Follower-centered 

Leadership, Capable Management, and Visionary Leadership; while a majority of the 51 

staff who worked under the 17 school leaders observed improvement among the school 

leaders only in Capable Management. 

In sum, a majority of both school leaders and learning coaches reported changes, 

incidents, and examples that indicated that they perceived an improvement in 

Collaboration and Visionary Leadership. However, staff reported that they perceived 

improvement in Capable Management alone. 

Research Question 2 

What did participants perceive as the critical success factors of the AL 

program? 

“Critical Success Factors” (CSFs) were factors that AL program participants felt 

were critical for their learning, helping to ensure that the AL program achieved—and 

even surpassed—the initial objectives of the project. O’Neil and Marsick (2007) pointed 

out in their work, and in early phases of this project that the most important 
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considerations in designing and initiating a successful AL program are always 

collaboratively choosing the right staff, participants and overarching context in which it 

is to operate. In this case that meant co-designing the program with AL experts, sponsors, 

and client schools; in collaboration with them identifying the key objectives, choosing 

and employing the right methods to enhance learning; clarifying the critical roles of 

participants, sponsors, and learning coaches; considering and planning all execution 

factors; and in the very end—evaluating the program.  

To address Research Question 2, I will begin by presenting the findings from the 

CIQ interviews with 17 participants to identify the critical factors that they perceived can 

support success, or some that, paradoxically can contribute either to success or to failure 

of the AL program. Next, I will present the data from the three debriefing sessions with 

the three learning coaches that help underline their views of the importance of some CSFs 

in their debriefing sessions. The following specifics will help provide a better 

understanding of the data. 

Critical Incident Questionnaire (CIQ) Interviews 

Table 5.7 represents summary findings of the programs perceived Critical Success 

Factors (CSFs). Participants perceived there were eight CSFs. There were two groups of 

CSFs. In the first, there were five CSFs that foster positive outcomes: AL Program Design 

and Characteristics; Reflection, Dialogue, and Collaboration; AL Academic and Working 

Committee; Emotional Intelligence and Caring; and Organization Culture and Values. 

Regarding the second group, there are three CSFs that can either lead to success or 

could act as barriers: Time; Localization and Adaptation of AL; and Power and 

Authority. All these are discussed in greater detail below. 
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Table 5.7. Perceived Critical Success Factors—Findings from the CIQ Interviews 

Critical Success Factors No. of Participants % of Total 17 Participants 
AL Program Design & Characteristics 17 100.00% 
Reflection, Dialogue and Collaboration 17 100.00% 
AL Academic & Working Committee 16 82.35% 
Emotional Intelligence and Caring 14 82.35% 
Organization Culture & Values 13 76.47% 
Time 13 76.47% 
Localization & Adaptation of AL 11 64.71% 
Power & Authority 10 58.82% 

 

CSFs that foster positive outcomes. The five factors that the greatest number of 

participants perceived to be CSFs were those that fostered positive outcomes: (1) AL 

Program Design and Characteristics; (2) Reflection, Dialogue, and Collaboration; (3) AL 

Academic and Working Committee; (4) Emotional Intelligence and Caring; and (5) 

Organization Culture and Values. Among these five CSFs, there were three CSFs that 

encompassed sets of multiple learning activities. Table 5.8 presents the list of learning 

activities subtended each of the following: (1) Reflection, Dialogue, and Collaboration; 

(2) Emotional Intelligence and Caring; and (3) Organizational Culture, and Values. 
 

Table 5.8. Critical Success Factors—Sets of Learning Activities 

Critical Success Factors Encompassed Sets of Learning Activities 

Reflection, Dialogue, 
and Collaboration 

Reflections & Dialogue 
Circle of Voices 
Fishbowl 

Emotional Intelligence and Caring 
Theatre of The Oppressed 
Hogan Assessments – Start/Stop/ Keep 

Organization Culture & Values 
Excursion 
Workshop ‘Organization Culture & Values’ 

 

AL program design and characteristics. As discussed in Chapter II—literature 

review, there are many aspects of Action Learning that participants could have identified 
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as CSFs, for example, learning from reflective practices, learning from different 

perspectives, learning from working on the projects, learning from the AL project 

process, itself (Hartog et al., 2014; Marquardt, 1999; Marsick 1990; Rahaman, 2013; 

Yorks, O’Neil, et al., 1999). The participants in this study identified the following: 

Findings from the CIQ interviews, as presented in Table 5.7 above, show that all 

participants (17 of 17, or 100%) believed this to be a critical success factor—one that 

entailed the following activities: AL Learning Activities and Design, Working with 

Others on the AL Project, Learning from Experience, and Working on the AL Project. I 

will discuss more details concerning these with examples in the following material: 

AL learning activities and design. Sixteen of 17 participants (94.12%) pointed out 

that AL Learning Activities and Design were well planned and implemented, which 

helped the participants learn new knowledge and skills, along with improvement of their 

leadership qualities. The following are exemplary quotes from two school leaders. 

I would say I was not aware that I was learning. It was learning without 
knowing that I was learning. At first, I didn’t really understand the learning 
method. I wondered how it would make me learn. I only just realized at the 
very end that I had learned a lot. 

AL allows me to think and work with others to finish a complex 
problem. It helps me change the way I lead my team in school. I shall also 
allow my team to work on more challenging problems so they can learn and 
grow.  

This is a totally new leadership development program design that allows 
all participants to share their thoughts and exchange ideas. The participants 
come from different schools … different contexts. So we can learn new 
things, new insights from others … also learn how to think in order to 
overcome school challenges. I also learned a lot from the final project 
presentation. 

Working with others on the AL project. Ten of 17 participants (58.82%) pointed out 

that working with others in a small group for the AL project helped improve their 

leadership behaviors and characteristics. Moreover, they also gained new knowledge, 

skills, and insights from all the other participating school leaders, especially when 
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participants reflected and exchanged ideas during the Reflection and Dialogue, Circle of 

Voices, and Fishbowl activities. Below are two quotes. 

Working with others helped me gain many different thoughtful ideas, 
viewpoints, best practices from leaders from other schools who are in many 
ways sharper and smarter than I am. 

I have gained Caring Leadership from working with other school leaders 
in the small AL group. In a group reflection & dialogue, there was a school 
leader who said that he speaks slowly and he thinks slowly. At that point, it 
helped remind me that I should not leave anyone behind. Especially, even 
though I am a fast thinker and speaker, I need to slow down and give more 
time for others to think and speak. It reminded me to think of the many 
junior staff in my team at the school. 

Learning from experience. Eight of 17 participants (47.06%) liked the AL program 

because it allowed participants to take action by trying to solve a complex problem, and 

also allowed them to have time to reflect on their experiences, exchange ideas, gain 

insights, and learn from them. Following are quotes from two participants. 

Most of the learning activities allow us to take action and practice. At 
the end of the day, coaches allow us to spend time thinking about the 
experiences during the day. At this point, I could sit down, reflect, and talk 
with others about our learning. 

I scored the AL program a 5 of 5. It is successful because we can take 
action … solve the problem with the support from learning coaches and 
guest speakers ... the tasks that we take actions and engage in practices in AL 
are educational and practical. 

Working on the AL project. Seven of 17 participants (41.18%) found that working 

on the AL project was interesting, engaging, and educational. It allowed them to exercise 

their leadership qualities, which they believed led to an improvement in their leadership. 

Below are two quotes. 

Each AL team project was difficult and challenging. It was quite 
interesting when we needed to share our ideas to solve the [team] problem. 
AL is different from other leadership development programs where I 
participated, that often focus on lecturing … sometimes I don’t want to know 
and don’t want to listen. And many of them [lectures] are pretty boring. 
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The AL project requires us to conduct research. We need to set the 
assumptions, we need to collect data, we need to analyze, and we need to 
have good reasons to make a decision. We need to have sufficient evidence 
to solve the problem for the AL project. 

Reflection, dialogue, and collaboration. This was another aspect of the AL 

program where findings from CIQ interviews (Table 5.7) show that all participants (17 of 

17 or 100%) believed was a critical success factor. As shown in Table 5.8, a series of 

learning activities—Reflection and Dialogue (R&D), Circle of Voices, and Fishbowl—

were embedded in this aspect of the AL program. They aimed to help participants take 

time to reflect on the learning experiences in the AL program, share their learning and 

insights with other participants, and collaborate in an AL small group and a plenary 

session. Below are quotes from the participants. 

Working on the AL project with others is awesome. Everyone has a 
chance to reflect and express their thoughts … to present … and have fun 
together in the brainstorming session. 

People like AL because it provides safe space for participants to freely 
share their thoughts and they don’t need to worry that the ideas they shared 
will backfire them at the end. 

It is not about sitting and listening to the lecture. The important part is 
idea sharing and collaborating in which helps foster learning from 
experiences both ours and those of guest speakers. Some challenges seem to 
be difficult to overcome but if we brainstorm with others from different 
schools, the new perspectives and solutions emerge. 

Reflection and dialogue. Reflection consists of processes that allow learners to 

engage in recapturing, noticing and reevaluating their experience, as well as working with 

their experience to turn it into learning (O’Neil & Marsick, 2007, p. 82). Dialogue is a 

way to create meaning through a multi-dimensional, dynamic, and context-dependent 

viewpoint-exchange process. It is a cooperative activity that involves respect, enhancing 

community, and building social capital (Freire, 2000; Phillips, 2011).  

In this AL program, the facilitator for Reflection and Dialogue (R&D) was Coach 

Charles Chaowat Tantivivathanaphand, Teachers College Alumnus, Learning Design 
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Strategist, and Career Psychology Consultant. He also acted as a Learning Coach for one 

of the small AL groups. He started the activity by asking all participants to sit in a circle; 

then he gave a reflection question to the group. He allowed a sufficient amount of time 

for participants to reflect and, once the time was up, participants were invited to share 

and exchange ideas with others.  

Fourteen of 17 participants (82.35%) pointed out that, for them, the R&D directly 

fostered a positive change in Communication Leadership, which allowed school leaders 

to practice listening and speaking skills with other school leaders. They learned to 

become more active listeners and effective communicators. With improved 

Communication Leadership, many school leaders pointed out that it became a 

springboard for improvement of other leadership qualities, such as Confident Leadership, 

Follower-centered Leadership, and Caring Leadership. Moreover, R&D was one of a 

series of favorite AL practices that school leaders brought back and now use in their 

schools with their staff and students. Below are quotes from three participants. 

I become more confident … mostly from R&D which allows us to 
reflect, talk, exchange ideas with others. There is no right or wrong. This 
helps me become more confident to lead my team at the school.  

In R&D, we can practice both speaking and listening skills. We need to 
understand what people are saying; as that helps us learn when we should 
talk and when we should not … and when is the time we can contribute and 
share our thoughts. Although the views and experiences of all members 
might be different, they serve the same purpose in that circle.  

I didn’t give him [junior staff] any advice immediately. I just asked him 
and his colleagues to think about his problem, his actions, and the outcomes. 
… think quietly for at least one minute. Then he started sharing his thoughts. 
Others also shared their thoughts. … They feel more confident that they 
could come up with the solutions by themselves without my advice.  

R&D helps improve my communication skills. I could learn many 
communication styles and presentation techniques from other participants, 
coaches, and guest speakers. Also, I have got a lot of diverse insights, ideas, 
and thinking processes. 
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I used R&D in the school to provide the safe space for my team to speak 
on something without being criticized or judged … and everyone needs to 
keep it confidential. It helps them speak out on something that they feel 
frustrated and reluctant to share with me … like the conflicts or the 
challenges. Once they could speak out, they feel that others are willing to 
listen and they started feeling they are included in the team.  

Circle of Voices. Circle of Voices is a discussion platform that helps people 

exchange their ideas, enhance active listening, and promote democratization of 

participants (Brookfield & Preskill 2016). Circle of Voices was often used in three AL 

small groups. A facilitator asks people to sit in a circle and starts by posing a question 

and giving people time to reflect. Then all participants, one by one, take turns to present, 

with no interruption from others. Once the initial round of individual responses is 

completed, the group takes a second round of conversation with no sequential cue and 

less structure. The exercise ends with people reporting on any new perspectives or 

questions raised (Brookfield & Preskill, 2016, p. 10). 

Fourteen of 17 participants (82.35%) pointed out that Circle of Voices was one of 

their favorite learning activities in that it effectively provided a safe space for all 

participants, including the introverts and the junior staff. Moreover, it helped improve 

leadership qualities, such as Communication, Confident, and Follower-centered 

Leadership. Many school leaders also reported that they started using this practice in the 

schools with the staff in their departments. Below are quotes from two participants: 

In the past, I would sit still at meetings and just listen. I improved on 
this from participating in the program. Especially, Circle of Voices, I learnt 
so much from it. There would be some topics and everyone had to say 
something about it. We got to practice every day. There were also group 
works that taught me to be confident, to have confidence in speaking, 
thinking, and expressing myself. 

There is one time that I use Circle of Voices, to talk with the teachers 
who oversee all dormitories in the school. It helps junior teachers to speak 
out and share their problems and frustration. Then they also talk about best 
practices that have been used in their dormitories. So they learn from each 
other and try out what they learn in their own dorm. Many of them 
successfully solve problems with the support from people in that small 
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circle. Then in the following Circle of Voices, I observe my junior staff 
became more confident and freely exchange ideas.  

I use Circle of Voices with my department meetings so that they can 
express themselves. At the very beginning, it serves as a venue to express 
their negative feelings and energy, and then share their problems and needs. 
Then, in the following meetings, there was less negative energy and we 
started getting a lot of good ideas and solutions to overcome the problems. 

Fishbowl. Fishbowl is a discussion platform that helps promote communication 

skills and provides safe space for idea exchange and collaboration between two groups of 

participants, e.g.: active & inactive, extrovert & introvert, expert and naïve (Dutt, 1997; 

Hensley, 2002; Silberman & Hansburg, 2004).  

Ms. Porntip Kanjananiyot, a resource person in Internationalization, Teachers 

College Alumna, Former Director of the Bureaus of International Cooperation Strategy 

and of Higher Education Standards, Ministry of Education, and Former Executive 

Director of the Thailand—United States Education Fund (TUSEF/Fulbright Thailand), 

was invited to conduct the Fishbowl session in order to balance the power between the 

sponsors (the experts/school principals) and the 17 participants (the learners/school 

leaders). She helped to create a safe zone for both parties to exchange ideas and 

collaborate. 

Five of 17 participants (29.41%) confirmed that Fishbowl helped provide a safe 

space for exchanging ideas and learning. Moreover, the unique Fishbowl method helped 

foster improvement in leadership qualities, such as Collaboration, Communication, and 

Confident Leadership. Many leaders also reported that they employed this practice in 

their schools when working with their staff and supervisors. Below are quotes from two 

participants. 

Fishbowl … There are two circles: inside and outside circles. Inside 
circle is the ones who want to talk. Outside people are the observers but they 
can walk into the inner one and join the conversation. I can observe everyone 
highly pay attention to what people say. It can help encourage people who 
don’t want to talk at the beginning to start thinking ... they should talk and 
share their ideas without forcing them to talk. 



 

 

134 

There were some little techniques that I overlooked. Something that I 
might have done but I wasn’t sure what it’s called. Then I attended this AL 
program and realized, oh, I have done something similar before. For 
example, Fishbowl, everyone answered the questions and exchanged 
knowledge. If I face a problem, then the teachers asked the principal, and the 
principal would answer. It turned out that we already had been practicing 
this. But if we make it more concrete, like asking our subordinates to express 
themselves through Fishbowl, there would be venues for us to exchange 
ideas and collaborate. 

AL Academic and Working Committee. Findings from the CIQ interviews, as 

presented in Table 5.7, above, show that 16 of 17 participants (94.12%) perceived that the 

AL Academic and Working Committee is a CSF. It includes: (1) guest speakers and 

lecturers; (2) coaching and working committee, along with the ways the committee plans 

and implements the AL program. More details are discussed in the following subsections. 

Guest speakers and lecturers. Fourteen of 17 participants (82.35%) perceived that 

the guest speakers and lecturers were one of the critical success factors. They highlighted 

the importance of visions, ethical morals, working philosophies, along with personal and 

organizational values. The participants were inspired and encouraged to improve their 

leadership qualities, which included Principled, Caring, and Visionary Leadership. 

Moreover, many school leaders were filled with empowerment, passion, and hope; some 

of them said they would like to take on bigger roles—becoming school principals in order 

to really make a change for their staff, students, schools, and communities. The following 

are quotes from the participants. 

When the guest speaker, Lee Ayu, a coffee brand’s owner and a famous 
social entrepreneur, talks about his life story and his mission to help his 
hilltribe community, “Aka,” it makes me realize I should work with a 
principle. I am not doing something only for myself. I must do it for others 
… for the school, for society and for the public. I must do the right thing. 

Dr. Chatchai from Central Group taught me the meaning of sharing, 
giving, and respecting people. The lectures and activities depict what real 
leadership is like. It is not all about exercising power. There must also be 
included ethics and many other things in addition to power in order to keep 
the organization running smoothly and successfully.  
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I see the importance of visionary leadership from the learning activities 
with the senior school principals and the school principals of the best-
practice schools in Mae Tang, Chiangmai. They show their visions and the 
working philosophies that directly reflect in their action plans.  

Coaching and Working Committee. Nine of 17 school leaders (52.94%) believed 

the Coaching and Working Committee to be a critical success factor. They claimed that 

the Coaching and Working Committee was full of knowledge, skills, and experiences that 

helped the AL team successfully plan and roll out the program. The committee’s working 

style was seen as like that of professionals in the private sector running a business—

something not often experienced by the school leaders since most of the professional 

development programs they had attended were conducted by the Ministry of Education. 

This helps foster leadership improvement, including Communication, Caring, and 

Visionary Leadership. Lastly, the AL Coaching and Working Committee delivered the 

AL program to the participants with care, sincerity, and goodwill; this helped them to 

emotionally support themselves and also reminded them to pass on positive thoughts and 

hope to others at their schools, including, students, teachers, and school principals. The 

following quotes help articulate these experiences. 

All members in the coaching and working committee could collaborate 
with their committee members effectively and thus, they could support all 
participants and implement the program successfully. I observed all 
processes including the planning, recruitment of the advisory board, raising 
funds, designing the AL program, and then implementing it with 
professionalism and flexibility. They knew what they were doing. 

When Coach Porntip moderated the final project presentation, she 
needed to manage the discussion with all the senior school principals and 
also needed to provide space for us to present and exchange ideas with them. 
With her knowledge, skills, and high-standards, she was able to manage the 
discussion platform effectively. 

The coaches did their best in this program. They proved that you needed 
to go beyond appearances and recognize that they actually had talents and 
visions. I could see the determination of Coach Bank, the program director, 
and his team. It made me realize that, even though people can learn new 
knowledge, feelings are harder to learn. Therefore, if we can impress people, 
anybody will want to work with us. 
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Emotional intelligence and caring. In Chapter IV, I discussed the CVI findings in 

which Caring Leadership was identified as one of the three most important and relevant 

leadership qualities needed for the school communities in the Golden Triangle. As a 

result, the academic committee, led by Professor Judith O’Neil and Professor Victoria 

Marsick, suggested embedding learning activities that help enhance caring. Two practices 

were considered: Theatre of the Oppressed and Hogan Assessments. 

Findings from the CIQ interviews, as presented in Table 5.7 above, show that 14 of 

17 participants, or 82.35%, believed that one of the critical success factors was the 

learning activities that aimed to foster Emotional Intelligence and Caring, including: 

Theatre of the Oppressed, Hogan Assessments—Start/Stop/Keep. I discuss more details 

about these activities with examples in the following. 

Theatre of the Oppressed. The Theatre of the Oppressed (TO) engages and 

stimulates audiences to be active participants. TO is teaching and using acting strategies 

that help those using them get in touch with verbally unexpressed feeling and views that 

manifest in body language and seek to influence their action in new ways through their 

acting dramatically (in dramas) and physically, and then reflecting on the internal 

meaning that surfaces. This in turn can promote positive change in the quality of personal 

and social relations. TO is widely acknowledged to be a powerful practice for promoting 

experiential learning and collective empowerment leading to critical thought and social 

action (Boal, 1979; Freire, 1970; Schutzman & Cohen Cruz, 1994). In the AL planning 

process, I invited Dr. Janet Ferguson, Executive Director at the Lifelong Learning Centre, 

Bermuda College, and a Specialist in Theater of the Oppressed (TO), to be on the 

advisory board, that planned to embed TO in the program with the hope of developing 

Caring Leadership. In the program implementation in the Golden Triangle, 

Ms. Thiptawan Uchai was invited to conduct and direct TO with all of the 17 school 

leaders. Ms. Uchai is a faculty member in the Department of Performing Arts, School of 
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Communication Arts, Bangkok University. Her scholarly interest centers around using 

performing arts for self and community development. 

Nine of 17 participants (52.94%) perceived that TO was a critical success factor. It 

helped school leaders see and hear others reveal their own personal experiences, feelings, 

and emotions, so that the leaders could reflect, learn, and gain insights that were helpful 

for them to shift their own ways of interacting with and leading people. Afterwards, they 

started sharing more empathy and caring for people in the schools, including students, 

staff, and school principals. The following are quotes from two participants. 

TO helps us see others and ourselves in oppressive situations. Who are 
the oppressors and oppressed? We start understanding ourselves and others 
more through TO, and thus, we can come back to the school with self-
awareness and change the ways we lead our staff.  

After I employed TO at the school as an assignment, I started seeing the 
issues and oppressive situations of individuals, which enabled me to change, 
help, and support our team more. 

Hogan Assessments—Start/Stop/Keep. There were three components in Hogan 

Assessments: (1) Hogan Personality Inventory (HPI), (2) Hogan Development Survey 

(HDS), and (3) Motives, Values, Preferences Inventory (MVPI) (Hogan Assessment 

Systems, 2008). The academic committee decided to employ the Hogan Assessments as a 

tool to identify and foster Caring Leadership. Dr. Scott Gregory, CEO of Hogan 

Assessments, sponsored 21 insight packages of Hogan Assessments, including HPI, 

HDS, & MVPI, for this research project. 

On the AL orientation day, one month before the AL program started, the 17 

participants were asked to do the Hogan Assessments under the supervision of two 

Hogan-certified coaches who were on the AL academic committee: 

• Coach Jiab Praveenuj Visvaporabutr, Deputy Program Director, Hogan 

Certified Coach & Organization Development Consultant 
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• Coach Charles Chaowat Tantivivathanaphand, Teachers College Alumnus, 

Hogan Certified Coach, Learning Design Strategist, and Career Psychology 

Consultant. 

Both Hogan certified consultants helped read the individual findings in one-on-one 

sessions and then conducted the action plan workshop ‘Start/Stop/Keep’ in the AL 

program so that participants could plan their future actions based on the findings. 

Eight of 17 participants (47.06%) perceived that the Hogan Assessments and its 

action-plan tool (Start/Stop/Keep) was a critical success factor that helped school leaders 

see the bright side and dark side in themselves, especially when they needed to interact 

with others in positive situations, negative situations, and on developmental pathways. 

After learning and gaining insights from both Hogan certified coaches, participants 

quickly showed a gain in self-awareness, and this helped them act more appropriately 

when interacting with other individuals. Moreover, Start/Stop/Keep helped them create 

effective self-development plans—what to stop, what to start, and what to keep. The 

following are quotes from two participants. 

We work at the school and supervise people with our own beliefs and 
leadership styles. We rarely see ourselves in every dimension … as some 
staff might see us. Hogan Assessments and Start/Stop/Keep help us 
understand ourselves more, so we can evaluate ourselves, and not stick to 
our old ways. It informs my self-development plan ... how to improve the 
way we interact with our teachers with respect and care … what is good and 
what we can keep doing, what should be improved, and what we should start 
working on. 

With Start/Stop/Keep, now I am more confident. Hogan Assessments 
confirmed that I am a person with a high level of human relationship, but I 
am not confident. So, I must keep the good thing—human relationship—and 
need to start expressing myself more in front of others with confidence. 

Hogan allows me to see myself in a way that I haven’t been thinking 
about. I have changed the ways I treat my staff and other teachers—what I 
can do more to help support them. Especially those junior temp staff in my 
department … how I can help guide them to become civil servants. 
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Organizational culture and values. According to the CVI findings discussed in 

Chapter IV, Principled Leadership was identified as one of the three most important and 

relevant leadership qualities needed for the school communities in the Golden Triangle. 

Sashkin (1998, 2003) defined Principled Leadership as developing and supporting shared 

values and beliefs among team members. The academic committee decided to use two 

learning activities to foster Principled Leadership among the 17 school leaders: an 

excursion and a Workshop on “Organizational Culture and Values” given by 

Dr. Chartchai Norasethaporn. Ultimately, both learning activities were included to help 

participants gain an understanding of organizational culture and build values that would 

lead them to work with principles—Principled Leadership. 

Findings from the CIQ interviews, as presented in Table 5.7, above, show that 13 

of 17 participants (76.47%) perceived that both of the learning activities, Excursion and 

Workshop conducted by Dr. Chartchai Norasethaporn, helped them understand ways to 

create and implement Organizational Culture and Values in the schools. Moreover, they 

also gained insights, inspiration, and hope, which can work to motivate them, their 

families, and their schools. More details are discussed in the following section. 

Excursion. After the excursion to two distinguished/best-practice schools for 

disadvantaged students in Northern Thailand—Starfish Country Home School and Bann 

Muang Kued School, Mae Tang, Chiangmai—9 of 17 participants (52.94%) perceived 

that they had gained knowledge and insights on organizational culture and values that 

would help them plan and implement their own values in the schools. They described 

examples and incidents that match definition of Principled Leadership (Sashkin & 

Sashkin, 2003). In addition, the excursion nurtured other leadership qualities, including 

Rewarding Equity, Caring Leadership, and Visionary Leadership. Below are quotes from 

two school leaders. 

It [value] was when the school principal at Starfish Country Home 
School talked about how she managed and promoted the school’s 
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development; how teachers follow the rules, not going astray and letting her 
down. Part of it could be that it is a private school. Most important part is 
that they worked together like a family. They respect each other. Rewards 
and incentives were given to encourage those who worked well. This is 
important as we, humans, still have our own desires. 

I gained Visionary Leadership from visiting Baan Muang Kued School. 
I had a chance to observe how the school principal set goals for the school 
with limited resources. He stated that his students must be equipped with life 
skills and find a job even before graduation. This really inspired me and led 
me to make changes in my school.  

Workshop “Organizational Culture and Values.” Dr. Chartchai Norasethaporn, 

Senior Executive Vice President at Central Group (one of the largest corporations in 

Thailand that specializes in merchandising, real estate, retail, hospitality, and restaurants) 

was invited to be the guest speaker for a workshop focusing on Organizational Culture 

and Values. He introduced his personal values, his family values, and his organization’s 

values, which reflect the culture of his leadership, his family, and his organization. In 

addition, he illustrated ways to create and implement values in organizations effectively. 

Four of 17 participants (23.53%) believed his workshop to be one of the CSFs that 

fostered change, not only in Principled Leadership but also in Caring Leadership and 

more. Below are quotes from two participants. 

I was inspired by Dr. Chartchai. He taught us about the ways he leads 
employees in the organization and how to create and embed organizational 
culture and values into his firm. 

I learned from the case study of Central Group. Dr. Chartchai 
questioned himself … why people leave the company … why they feel 
unhappy. This reminds me that how can I share my caring … how can I 
make people in my team happy. It is not about money. It is about happiness. 

Critical Success Factors (CSFs) that either lead to success or could be 

barriers. In the previous section, I discussed the CSFs that foster positive outcomes. In 

this section, I will discuss another group of CSFs—those that could lead to either positive 

outcomes or to failures: Time; Localization and Adaptation of AL; and Power and 

Authority. I discuss these in more detail below. 



 

 

141 

Time. Findings from CIQ interviews, as presented in Table 5.7 above, show that 13 

of 17 participants (76.47%) perceived that one of the critical success factors for the 

workshop was time, including the program schedule and the program period during 

summer break. On one hand, school leaders perceived that the program schedule was 

planned thoughtfully and implemented efficiently and successfully. On the other hand, 

participants perceived that the program schedule, on some days, was too tight and they 

would rather have had more training days than longer hours per day. Moreover, the 

program was conducted during summer break, so it was difficult for them to collect data 

from students and teachers. Additionally, some school leaders already had a plan for 

vacation during the break. More details are discussed in the next subsections. 

Program schedule. Nine of 17 participants or 52.94% perceived that the Program 

Schedule was one of the critical success factors. They were impressed by the planning 

and implementation of the program schedule, which was efficient, punctual, and 

professional. Many of them pointed out that they had never seen a program schedule that 

was planned and managed as efficiently as this before. 

However, some school leaders suggested that the program schedule, on some 

particular days, was too tight, and it would be better if the number of training days was 

increased and the number of hours per day reduced. Following are quotes from two 

participants. 

The program schedule was designed thoughtfully. The team from 
Bangkok rolled out the program schedule and managed it efficiently—like 
professional firms in private sectors do. I knew in advance when the program 
would start and when it would end. At first, when I read the program 
schedule and found that I needed to have breakfast at 07:30 am. and the 
program would start at 8 am and finish at 9 pm, I thought that it could not be 
true. Most of the programs I attended in Bangkok would often finish a bit 
earlier than scheduled, so we would have some time to relax. But this AL 
program is different, it started and ended exactly as written in the agenda. 
So, we could get the most out of the time we invest here.  

One thing I would like to comment about is the first day. Regarding the 
schedule, some teachers left home at 3-4 am and the schedule was packed 
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until 9-10 pm. The program schedule was too tight. The activity time length 
in each day should be reduced. Don’t make it too tight. I would suggest 
maybe adding more training days to the program. 

Program period during summer break. Five of the 17 (29.41%) participants 

perceived that scheduling the program period during the summer break was not an 

appropriate choice for organizing this AL program. The AL working committee planned 

to conduct the program during the summer break intending that school leaders could fully 

participate and not have their work routines affected. However, many of the school 

leaders pointed out that holding program sessions during the summer break was not 

appropriate because, (1) it was difficult for them to collect data from the teachers and 

students because the school was closed and, (2) some of them already had plans for 

vacation during the break. The following are some of the comments from the participants. 

We were given a research assignment to collect data from all 
stakeholders, including students and teachers. It was during school summer 
break. Who could we possibly collect data from? The students were home 
and the teachers were away.  

The period of the program should have been aligned with the school 
academic calendar. The program took place in March, April & May when 
the school is closed for the summer break and all the teachers wanted to take 
a school break. I myself had already planned to take a family trip. 

Localization and adaptation of AL. Findings from the CIQ interviews presented in 

Table 5.7 above, show that 11 of 17 participants (64.71%) perceived that one of the 

critical success factors was the Localization and Adaptation of the AL program. 

Participants perceived that the AL academic and working committee actively listened to 

their feedback, and the program design was flexible enough to allow revision and 

adaptation. Additionally, there were follow-up sessions where all learning coaches visited 

all six participating schools in order to understand their contexts and support the 

participants in overcoming leadership challenges they faced there. Lastly, many school 

leaders hoped that the AL program would be localized and conducted for more teachers 
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and more schools throughout the country, so others would gain benefits from 

participating in AL. The following are comments from three participants. 

On the first day, there were a lot of complaints about the program 
schedule. It ended at 10 pm.; it is too late. But in the next morning at 8:30 
am., the revised program schedule was announced by Coach Bank in the 
plenary session. The committee did revise the program schedule overnight to 
make it better … to make it work. 

This program is better than other leadership development programs I 
attended. Most of them just gave a lecture and did not care about the learning 
outcomes. But this AL program had the learning coaches come to meet all of 
us at our schools … our contexts … listen to our stories when we needed to 
implement new things in our schools. They helped me reflect and find ways 
to overcome the challenges I face in my context. 

I learned a lot from the AL program and I have improved because of 
AL. I wish that it would be localized and the staff on my team can join the 
program in the future. If possible, I hope that teachers and school leaders in 
other schools … other regions can have a chance to attend the AL program 
as well. 

However, many school leaders suggested that the learning materials should be 

localized within the immediate Thai context, not only back-translated into the Thai 

language, and that the case studies should come from Thai organizations. In addition, 

many of the learning topics were very new for the school leaders. For those new topics, 

they suggested, more time should be scheduled for optimal learning. The following are 

quotes from two of the participants. 

The example of the final project is one from Columbia University in the 
U.S. that is not relevant to our school in Thailand. It would be better to have 
something from Thailand, so it would be easier for me to make sense of it. 

The research method is a new thing to me. I know that it is important 
and I feel interested to know more, but it is a new thing to me. The given 
time is too short and it takes place in the late afternoon. We are so exhausted 
[by then] due to the tight program schedule. I could not learn all of the things 
in one afternoon. 

Power and authority. Findings from the CIQ interviews presented in Table 5.7 

above, show that 10 of 17 participants (58.82%) perceived that Hierarchy and Seniority 
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in the School was one of the CSFs. Authority figures who are equipped with knowledge, 

experiences, and power (like school principals, moderators, or guest speakers) can help 

guide, coach, and inspire new school leaders (like vice principals and acting vice 

principals). Many school leaders were appreciative of the fact that those authority figures 

provided a safe space for all participants to question and exchange ideas. Some were so 

inspired that they decided to apply for a bigger role, such as school principal. Below is a 

quote from one of the participants. 

In the Fishbowl activity where Coach Porntip conducted the session, I 
have gained a lot of insights and inspiration from the senior principals … 
Principal Sumon and Principal Tom. They are equipped with knowledge and 
leadership capabilities. They are good people with high moral ethics. They 
worked for students and schools. Their talks during that day have inspired 
me. I feel that there are still good people like Coach Porntip, Principal 
Sumon, Principal Tom who are in the positions that have power and they 
exercised their power in good ways. 

In contrast, some school leaders perceived that many authority figures, including 

school principals and senior teachers, did not really support the AL program and their 

leadership development. Specifically, they did not provide sufficient time for participants 

to attend the AL program and work on the AL project; and they failed to give 

constructive feedback to participants; nor did they open up venues for the participants to 

exercise their new leadership behaviors and characteristics. In short, these authority 

figures limited participants’ learning and growing—as exemplified by the quote below. 

After I started attending the AL program, I have received several tasks 
to be done for the AL project. Anyhow, I still need to oversee my department 
and projects and the school. Both require a great amount of my time. It is too 
much. Due to the workload at the school, I received an urgent call from the 
school, asking me to skip the class and go back to the school to work on the 
school project.… There is no one at the school that can take care of that 
project for me. 

There are many limitations in terms of time and resources needed for the 
assignments in the AL project. I understand that my AL final project 
presentation might not be that good. But I expected to hear constructive 
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feedback. Some sponsors just gave us the negative feedback … this is 
discouraging. 

It is quite challenging to exercise leadership and utilize what I learned 
from the AL program in the school. The context here is the limitation. At my 
age, I was perceived by senior teachers as a young school leader. There are a 
lot of senior teachers here (about 55 years old). I could not use 100% of what 
I learned here. It takes time for me to gain acceptance and make them believe 
in my new vision. 

Summary for Research Question 2 from the CIQ interviews. The findings from 

the CIQ interviews help identify the CSFs. There were two groups of CSFs. The first 

group consisted of the most impactful CSFs that potentially fostered positive outcomes. 

There were five CSFs in this group: AL Program Design and Characteristics; Reflection, 

Dialogue, and Collaboration; AL Academic and Working Committee; Emotional 

Intelligence (EQ) and Caring; and Organizational Culture and Values. AL Program 

Design and Characteristics included several elements: AL learning activities and design, 

working with others on the AL project, learning from experience, and working on the AL 

project. Regarding Reflection, Dialogue, and Collaboration was promoted by specific 

learning activities like Reflection and Dialogue, Circle of Voices, and Fishbowl. AL 

Academic and Working Committee consisted of guest speakers and lecturers, as well as a 

coaching and working committee. EQ and Caring consisted of learning activities like 

Theatre of the Oppressed and Hogan Assessments—Start/Stop/Keep. As for 

Organizational Culture and Values, they were incorporated into an Excursion and a 

Workshop on “Organizational Culture and Values.” 

Another group of CSFs consisted of ones that can either lead to success or could 

act as barriers. There were three CSFs in this group: Time (including, program schedule 

and program period during summer break); Localization and Adaptation of AL in 

Thailand; and, Power and Authority. 
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Debriefing Sessions with Learning Coaches 

Table 5.9 illustrates the summary findings from three debriefing sessions with three 

learning coaches. These findings help identify and confirm the CSFs perceived by the 

participants, including two groups of CSFs. The first group consisted of CSFs that 

fostered positive outcomes: (1) AL Program Design and Characteristics; (2) Reflection, 

Communication, and Collaboration; (3) AL Academic and Working Committee; and (4) 

Emotional Intelligence and Caring. The second group consisted of CSFs that either lead 

to success or could be barriers: (1) Time; Localization and Adaptation of AL; and 

(2) Power and Authority. 
 

 

Table 5.9. Critical Success Factors—Findings from Three Debriefing Sessions with 
Learning Coaches 

 

Critical Success Factors No. of Debriefing 
Sessions  

% of Three Debriefing 
Sessions 

AL Program Design & Characteristics 3 100% 
Reflection, Dialogue & Collaboration 3 100% 
AL Academic & Working Committee 3 100% 
Emotional Intelligence & Caring 3 100% 
Time 2 66.67% 
Localization & Adaptation of AL 3 100.00% 
Power & Authority  2 66.67% 
 

CSFs that foster positive outcomes. 

AL program design and characteristics. As shown in Table 5.9, in all three 

debriefing sessions, three of three (100%), of the learning coaches discussed and 

confirmed that AL Program Design and Characteristics was a CSF that, itself, included 

AL Learning Activities and Design, Learning from Experience, and Working on the AL 

Project. More details and examples are discussed in the following section. 

AL learning activities and design. In all three debriefing sessions, three of three 

(100%) of the learning coaches discussed the AL Learning Activities and Design. They 
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observed that school leaders gained new skills, knowledge, and leadership improvement 

throughout the AL process. Moreover, many school leaders planned to implement the AL 

program, themselves, to solve the challenges faced by students and teachers in their 

schools. The following are quotes from the three participants regarding the debriefing 

sessions. 

Participants learn to plan and build systematic thinking skills. Evidence 
based leadership was a new thing for them in our first week of AL design. 
Now they understand why it is important. Good opportunity to practice 
public speaking skills for people who usually lack confidence. They are 
familiar with coming to a conclusion. 

After explaining the background of the program design, we received 
some resistance, and questions were subsequently toned down, after which 
participants appeared to be more willing to cooperate and the energy became 
much more positive. 

On the last day of the AL program, participants asked questions [about 
designing AL programs] extensively, showing their real intention to apply 
AL back in their real contexts. 

Learning from experience. In two of the three debriefing sessions (66.67%), the 

learning coaches said they observed that school leaders spent time to reflect on their own 

experiences and gained insight and learning throughout the AL process. The following 

are two quotes from the debriefing sessions. 

Reflection & Dialogue (R&D) gives people space and time to reflect 
quietly and crystallize their learning. They start knowing the benefits of 
R&D and the learning activities in the AL program.  

I have witnessed team members gain several insights into their self-
awareness during the team assessment survey where they can stop and think 
about the way they work with other team members in the AL small group. 

Working on the AL Project. In two of three debriefing sessions (66.67%), the 

learning coaches discussed their impressions of the AL Project and whether it was 

complex and challenging enough to help participants think and find new ways to solve 

problems. They were invited to think deeply and critically about the entire AL learning 

cycle. In that context, the learning coaches reported their observations that working on 
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the AL Project was able to help improve leadership qualities, such as Communication 

Leadership. Below are two examples from the debriefing sessions. 

The Final project was challenging enough for them. Many of them could 
not clearly understand it at the beginning. They need to spend time to closely 
look at the problem and follow the AL process. 

The AL project required participants to exchange ideas, so they needed 
to speak up more even though many school leaders may have felt reluctant to 
share their voices at the very beginning. 

Reflection, dialogue, and collaboration. As shown in Table 5.9, in all three 

debriefing sessions three of three (100%), of the learning coaches discussed and 

confirmed their view that Reflection, Dialogue, and Collaboration was a strong CSF. 

They confirmed the importance and benefits of the learning activities that aimed at 

fostering reflection, dialogue, and collaboration, including Reflection and Dialogue, 

Fishbowl, and Circle of Voices. These learning activities allowed participants to spend 

time reflecting on their feelings, emotions, and experiences and freely exchanging their 

thoughts with others in a safe environment. The following are quotes from the debriefing 

sessions. 

To some of them, this is a very first time they have had to do reflection 
about themselves. They learn new techniques they can apply in the 
workplace. They have opportunity to express their thoughts and feelings. 
Participants were encouraged to speak their mind and received equal 
opportunity to speak. 

They have experienced how to express their frustration rather openly 
while not being rejected, but persuaded to view situations from different 
perspectives—Bonding. See that others are also in oppressive situations. 

Reflection and dialogue. In all three debriefing sessions (100%), the learning 

coaches discussed and confirmed the importance and benefits of Reflection and Dialogue 

as a practice that provided venues for reflecting and exchanging ideas and insights among 

participants. For them, it also enhanced positive energy in the group and helped foster 

leadership improvement. Following are two examples from the debriefing sessions. 
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R&D is inspiring and triggered reflective questions in oneself. Good 
energy … High participation, including people who might not have been 
willing to learn still wanted to participate.  

R&D: People have a space to talk without being criticized. People gave 
valuable comments. For example, caring is not only for students, but school 
principals also need caring from them. 

Fishbowl. Fishbowl was discussed in only the last debriefing session because it 

was implemented only on Day Eight of the third AL session. The learning coaches 

confirmed that Fishbowl was a powerful learning activity that opened up a space for 

authority figures to have a dialogue with their vice principals and acting vice principals. 

Moreover, it helped create more understanding between two parties, enhanced a 

collaborative working environment, and fostered leadership change. 

Good opportunity to practice active listening skills. Create a safe 
atmosphere for participants to speak up with project sponsors [school 
principals]. 

Fishbowl: Some participants were able to ask their “burning questions” 
in a constructive way. Direct to the point. Atmosphere was well created. 
Authority figures successfully showed to participants that they were really 
willing to address any questions. This gave participants courage to ask 
honest questions on issues that would normally not be discussed. 

AL Academic and Working Committee. As shown in Table 5.9, in all three 

debriefing sessions (100%), the learning coaches discussed and confirmed the importance 

and benefits provided by the guest speakers, among whom were successful leaders and 

senior school principals. They helped inspire, build hope and positive energy, and foster 

leadership improvement among the school leaders. Following are quotes from the 

debriefing sessions. 

From the talks of Lee Ayu, who was a famous social entrepreneur and a 
successful businessman and owner of a coffee brand, participants were 
inspired and began to see the link between their effort today with possible 
outcomes in the future.  

Inspired by distinguished school leaders of Starfish Country Home 
School and Bann Muang Kued School … participants were inspired and 
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started talking about a new vision in which they might apply those best 
practices in their schools. 

Emotional intelligence and caring. As shown in Table 5.9, in all three debriefing 

sessions (100%), the learning coaches discussed and confirmed the importance and 

benefits of learning activities that aim to foster Emotional Intelligence (EQ) and Caring, 

including Theatre of the Oppressed and Hogan Assessments—Start/Stop/Keep. These 

learning activities drew high participation and engagement in the group. Moreover, they 

were perceived to have effectively fostered EQ and Caring Leadership. Below are two 

quotes from the debriefing sessions. 

TO prevents them from making a quick judgement and offers them time 
to realize that most events are tied by many factors, and that it’s crucial to 
use care and empathy to navigate the cause of a problem. With these worst-
case-scenario work environment images, participants can challenge 
themselves to see the image without making judgment and not really taking 
time to analyze and understand the root of the problem. TO promoted active 
listening, inquiry questions, and dialogue, and provided a time where people 
could create two-way communication, raise the critical questions that help 
people to reflect, and find alternatives ways to approach the problems. 

Hogan [Assessments] were able to effectively draw high participation. 
Members in my team took the activity quite seriously and wrote down a very 
long list during Start-Stop-Keep. 

CSFs that either lead to success or could act as barriers. In the debriefing 

sessions, the three learning coaches confirmed what school leaders perceived. There were 

three CSFs that could lead the AL program to failure, if not properly managed: Time; 

Localization and Adaptation of AL; and Power and Authority. 

Time. As shown in Table 5.9, in two of the three debriefing sessions (66.66%), the 

learning coaches discussed and confirmed that time was an important CSF that could lead 

to failure of the program. Specifically, there should not be any highly cognitive-

demanding learning activity in late afternoons or evenings when learners are exhausted. 

Moreover, it was not appropriate to conduct the AL program during the summer break 
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since, in this particular context, it was challenging to collect data from students and 

teachers. Below are quotes from the debriefing sessions. 

Instructional Design needs to take into consideration people’s physical 
and mental state at different times of day. Evening time is not good for 
lecturing. Some participants are obviously physically exhausted, and they 
ask for activities to conclude in the day. 

It is difficult for my team to collect data when the school is closed. 

Localization and adaptation of AL. As shown in Table 5.9, in all three debriefing 

sessions (100%), the learning coaches discussed and confirmed that Localization and 

Adaptation of AL is a CSF that could lead to failure. The learning coaches pointed out 

that several learning topics were very new and complex, and that the AL program 

designers should allow more time for learners to understand, reflect, and gain new 

insights from them. 

The content of “Organizational Culture & Values” workshop is good 
and so important to school leaders. But the time given for this workshop was 
very limited. Most of them still didn’t understand clearly and guest speakers 
didn’t get to challenge their thinking. 

Instructional Design for this particular module was too heavy, especially 
the eighth day that required too much cognitive processing. Presentations 
had too many things to deal with. 

Power and authority. As shown in Table 5.9, in two of three debriefing sessions 

(66.66%), the learning coaches discussed and confirmed that Power and Authority was 

one CSF that could lead to either success or failure. Since the principals of the 

participating schools were assigned—and agreed to—the roles of AL project sponsors, 

optimally, they should fully participate and engage in the AL program. Moreover, they 

should help provide sufficient time for their school leaders to attend the AL program and 

work on the AL projects. In sum, without support from authority figures—school 

principals, the AL program might not be successful. Below are two examples from the 

debriefing sessions. 
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The lack of participation of sponsors. Only 40% of sponsors were there 
when needed and fully engaged. The absence and poor engagement of other 
sponsors confirmed to most of the participants about how little the top 
management cared about them and schools. 

In the team assessment survey, team members are rather complacent. 
Nearly half of team members were absent because they could not attend the 
AL program … they needed to work on the school projects. No one at the 
schools could help them with the work, so the remaining members just tried 
to get the team assessment survey done rather than really discussed it among 
the team members. 

Summary for Research Question 2 from the debriefing sessions with learning 

coaches. The findings from the debriefing sessions with three learning coaches helped 

confirm two groups of CSFs. The first group of CSFs fostered positive outcomes and 

consisted of AL Program Design and Characteristics; Reflection, Dialogue, and 

Collaboration; AL Academic and Working Committee; and Emotional Intelligence (EQ) 

and Caring. 

AL Program Design and Characteristics included AL learning activities and design, 

learning from experience, and working on the AL Project. Reflection, Dialogue, and 

Collaboration consisted of learning activities like Reflection and Dialogue and Fishbowl. 

EQ and Caring consisted of learning activities like Theatre of the Oppressed and Hogan 

Assessments—Start/Stop/Keep. 

Another group of CSFs could lead to success or could act as barriers. The three 

CSFs in this group included, Time; Localization and Adaptation of AL in Thailand; and 

Power and Authority. 

Summary of Findings for Research Question 2 

This section aimed to address Research Question 2: What did participants perceive 

as the critical success factors of the AL program? Table 5.10 summarizes the findings 

addressing the second research question as follows: 
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Table 5.10. Critical Success Factor Findings from Primary and Secondary Data  
 

Ranking Critical Success Factors  
Primary Data Secondary Data 
CIQ Interview Debriefing Session 

with Learning Coaches 
1 AL Program Design & 

Characteristics 
✓ ✓ 

2 Reflection, Dialogue & 
Collaboration 

✓ ✓ 

3 AL Academic & Working 
Committee 

✓ ✓ 

4 Emotional Intelligence & Caring ✓ ✓ 
5 Organization Culture & Values ✓  
6 Time ✓ ✓ 
7 Localization & Adaptation of AL ✓ ✓ 
8 Authority & Power ✓ ✓ 
 

The majority of participants identified two groups of CSFs. The first group 

consisted of five CSFs that fostered positive outcomes; these were AL Program Design 

and Characteristics (including AL Learning Activities and Design, Working with Others 

on the AL Project, Learning from Experience, and Working on the AL Project); 

Reflection, Dialogue, and Collaboration (including a series of learning activities: 

Reflection and Dialogue, Circle of Voices, and Fishbowl); AL Academic and Working 

Committee (including guest speakers and lecturers, and the Coaching and Working 

Committee); Emotional Intelligence (EQ) and Caring (including a series of learning 

activities: Theatre of the Oppressed and Hogan Assessments—Start/Stop/Keep); and 

Organizational Culture and Values (including a two specific learning activities: 

Excursion and Workshop “Organizational Culture and Values”). 

The second group consisted of three CSFs that could either lead to success or could 

be barriers. There were three CSFs in the second group, which were Time (including 

Program Schedule and Program Period during Summer Break), Localization and 

Adaptation of AL, and the last, Power and Authority. 

The majority of both school leaders and learning coaches confirmed the presence 

and identification of these two groups of CSFs with operational incidents and examples. 
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The first group of CSFs that fostered positive outcomes included AL Program Design and 

Characteristics; Reflection, Dialogue, and Collaboration; AL Academic and Working 

Committee; and EQ and Caring. The second group that could either lead to success or be 

barriers included Time; Localization and Adaptation of AL; and Power and Authority. 

Chapter V Summary 

This chapter has presented the study findings that address the two research 

questions of this qualitative study. For the first research question—”Which leadership 

qualities did participants perceive improved after attending the AL program?”—all 

participants perceived their leadership improved. The top seven VLT leadership 

behaviors and characteristics included Communication Leadership, Caring Leadership, 

Confident Leadership, Follower-centered Leadership, Capable Management, Visionary 

Leadership, and Principled Leadership. Moreover, two leadership qualities emerged 

which were Collaboration and Emotional Intelligence (EQ). 

Learning coaches reported observing leadership improvement in Collaboration and 

Visionary Leadership. Self-administered surveys with school leaders confirmed 

perceived improvement in Communication, Caring, Follower-center Leadership, Capable 

Management, and Visionary Leadership, while staff of the school leaders reported 

perceived improvement only in Capable Management. 

Regarding the second research question—”What are the Critical Success Factors, 

CSFs?”—participants identified two groups of CSFs. The first group consisted of CSFs 

that fostered positive outcome—AL Program Design and Characteristics; Reflection, 

Dialogue, and Collaboration; AL Academic and Working Committee; EQ and Caring; 

and Organizational Culture and Values. 

The second set consisted of the CSFs that can either lead to success or be barriers. 

These included, Time; Localization and Adaptation of AL; and Power and Authority. The 
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learning coaches confirmed observing operation of most of these as CSFs—with the 

exception of Organizational Culture and Values. 

This chapter reported the findings from both primary and secondary sources of data 

that helped address the two research questions and thus delineate the purpose of the 

study. In the following chapter, Chapter VI, I will conduct an in-depth analysis and 

discussion of the study. 
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Chapter VI 

ANALYSIS, SYNTHESIS, AND DISCUSSION 

Introduction 

The purpose of this study was to examine whether school leaders who participated 

in an Action Learning (AL) leadership development program had perceived any changes 

in their leadership as a result of attending, and if so, what were found to be the critical 

success factors—ones participants perceived were essential for their learning— of AL. 

This research used a case study design to collect qualitative and quantitative data 

using two sets of data collection methods: 

1. Primary data collection method: Critical incident questionnaire, CIQ – 

interview with 17 AL participants 

2. Supplementary data collection method: 

2.1. Three debriefing sessions with three learning coaches 

2.2. Self-administrative surveys with 17 AL participants 

2.3. Self-administrative surveys with 51 staff (who work under 17 AL 

participants) 

This study aimed to address each of the two research questions: 

1. How did participants perceive their leadership behaviors and characteristics 

have changed as a result of attending an AL program? 

2. What did participants perceive as the critical success factors of an AL 

program? 
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This chapter will present the analysis and synthesis of the findings from 

Chapters IV and V, along with discussions of the two research questions and a detailed 

analysis of the achievement of the AL program in improving three leadership qualities 

needed in the Golden Triangle: Caring, Visionary, and Principled Leadership. 

Research Question 1 

How did participants perceive their leadership behaviors and 

characteristics changed as a result of attending the AL program? 

In this section, I will discuss the improvement of leadership qualities in relation to 

the following: 

1. The differences in leadership improvement between the groups of junior 

school leaders and senior school leaders 

2. Improvement of specific leadership qualities perceived by 17 school leaders, 

themselves vs. those in the 17 participants confirmed as improved by 51 staff 

The Difference in Leadership Improvement Between Junior and Senior School 
Leaders 

As discussed in Chapter IV regarding demographics, the youngest was 38 years old 

and the oldest was 59. The mean age was 48 and the standard deviation, 7.25. Seniority 

plays a crucial role in Asian school culture (Hallinger, 2004) that may influence 

leadership development. In order to gain an in-depth understanding, I divided 17 

participants into two groups by age: 

1. A group of eight junior school leaders, aged 38-47 years old 

2. A group of nine senior school leaders, aged 48-59 years old 

From the findings of CIQ interviews in Chapter V, I looked at each leadership 

quality and counted how many junior and senior leaders perceived that their leadership 

improved. Then I calculated the percentage of those who did for Juniors and for Seniors 
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and identified the numerical percentage difference in leadership qualities between the two 

groups. Table 6.1 lists in bold type the top three leadership qualities (achievement by 

more than 80%) of the junior and the senior leaders. 
 
 
Table 6.1. Perceived Leadership Improvement in a Group of Junior School Leaders and 
a Group of Senior School Leaders 
 

Leadership Qualities 
Juniors (N=8) 

Leadership Qualities 
Seniors (N=9) 

Number % Number % 

Communication Leadership 8 100.00% Caring Leadership 9 100.00% 

Collaboration 7 87.50% Communication Leadership 8 88.89% 

Confident Leadership 7 87.50% Confident Leadership 7 77.78% 

Visionary Leadership 6 75.00% Follower-Centered 
Leadership 

7 77.78% 

Principled Leadership 6 75.00% Emotional Intelligence 7 77.78% 

Follower-Centered 
Leadership 

6 75.00% Collaboration 6 66.67% 

Caring Leadership 6 75.00% Capable Management 5 55.56% 

Capable Management 5 62.50% Visionary Leadership 4 44.44% 

Emotional Intelligence 3 37.50% Principled Leadership 4 44.44% 
 

The greatest number of participants perceiving improved leadership qualities 

(experienced by more than 80%) among two groups of school leaders: junior school 

leaders the senior school leaders were:  

1. Junior school leaders: Communication Leadership (100%), Collaboration 

(87.5%), and Confident Leadership (87.5%) 

2. Senior school leaders: Caring Leadership (100%) and Communication 

Leadership (88.89%).  
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Leadership Improvement, Perceived by Junior School Leaders 

Junior school leaders perceived Improvement in Communication Leadership, 

Collaboration, and Confident Leadership and employed these improved leadership 

qualities in the schools. While there could be many explanations as to why these three, 

Communication Leadership, Collaboration, and Confident Leadership were identified by 

more participants as improved after attending the AL program among the junior school 

leaders, one lies in analyzing the question by looking through the lens of school culture 

and transfer of learning.  

School culture. School culture in Asia is deeply rooted in collectivism and 

hierarchical structures (Triandis, 1995). Collectivism is a social pattern consisting of 

closely linked individuals who see themselves as part of one or more groups and are 

willing to prioritize the goals of the group over their own personal interests (Triandis, 

1995). Gao et al. (1996) also pointed out the importance of seniority and the fact that 

junior participants are always expected to acknowledge and defer to the authority of 

senior individuals. As a consequence, people of lower status find it uncomfortable, 

inappropriate, and society considers it impolite for them to question authority figures 

(Hallinger, 2004). 

The study findings confirmed that the junior school leaders (age between 38-47 

years old) experienced difficulty in communicating and collaborating with senior teachers 

(average age around 50-55 years old) in their departments or other departments in their 

schools. For that reason, many junior school leaders felt uncomfortable and unconfident 

in interacting with the senior teachers and authority figures in the schools. Consider the 

sample quote from a junior school leader below: 

When I first came here, as I was always told by everyone that I was very 
young for the position, and it turned out that the average age of teachers here 
was more than 50, [not] with the young age like me, I hadn’t gained much 
acceptance. This is how Thais are like. 
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This low-status perception of junior school leaders resulting from typical Thai 

school culture limited their opportunity to exercise their leadership capabilities. When the 

Ministry of Education gave this study permission to allow them to attend the AL 

program—authorizing time and support from school principals of the six participating 

schools—this was done with the hope that AL would unlock their potential and help them 

to become leaders equipped with strong positive leadership qualities needed for the 

school community in the Golden Triangle. 

AL as an effective leadership development method. Numerous scholars and 

practitioners have identified AL as an effective and efficient way to develop leadership 

behaviors and characteristics including Communication Leadership, Collaboration, and 

Confident Leadership (Acker-Hocevar et al., 2002; Butterfield, 1999; Choi, 2005; Lee, 

2005; Hartog et al., 2014; Leithwood & Jantzi, 1990; Marquardt et al., 2003; Raudenbush 

& Marquardt, 2003). 

Communication leadership. Studies have confirmed that the AL design and 

characteristics enhance listening capabilities and skill at communicating clear 

expectations (Butterfield, 1999, Choi, 2005; Lee, 2005; Marquardt et al., 2003, 

Raudenbush & Marquardt, 2003). These improved leadership behaviors match those 

specified in the definition of Communication Leadership proposed by Sashkin and 

Sashkin (2003): listening actively and communicating clearly and effectively. 

Specifically, the junior school leaders in this study perceived they improved their 

Communication Leadership via engaging in AL Learning Activities & Design, including 

working with others in the small AL groups, working on the AL small group problem, 

and participating in active learning activities: Reflection & Dialogue, Circle of Voices, 

and Fishbowl. See an example of one of the incidents described below: 

I improved my communication skills through working with others in my 
small AL group and observed the communication techniques learning 
coaches employed. When I came back to school, I shifted the ways I talked 
with my team (senior teachers) … instead of asking for the typical daily 



 

 

161 

update, I replaced it with “I think your work is very good. What is your 
technique? I want to learn from you because if I get to be a principal in the 
future, I will be able to handle this with your advice.” Communicating like 
this brings up the positives first and motivates her to gradually start talking 
to me and telling me, “You have to do it like this and that.” 

Collaboration. Studies have also confirmed that AL design and characteristics 

enhance Collaboration by building and fostering relationships in educational 

communities (Acker-Hoceva et al., 2002), providing safe space (Hartog et al., 2014), 

creating a supportive environment (Choi, 2005), managing conflict (Raudenbush & 

Marquardt, 2003), and effectively nurturing a collaborative culture (Leithwood & Jantzi, 

1990). These improved leadership behaviors match definitions of Collaboration provided 

by Lewicki et al. (2011), Rubin (2009), Spence (2006), and Wagner and Leydesdorff 

(2005) as the process by which a team works together to complete a task. Leadership is 

critical to enhancing and exercising cooperation, networking, conflict resolution, and 

providing a safe space for team members to work collaboratively to achieve the team’s 

goals. 

Junior participants clearly perceived that improvement in their Collaboration was 

achieved through attending the AL program, including working on the AL problem with 

others in the small AL groups, and engaging in active learning activities like Circle of 

Voices and Fishbowl. Interestingly, many school leaders reported that they first gained 

improvement in Communication Leadership, and only later, perceived that their stronger 

Communication Leadership helped them effectively collaborate with others. One 

illustrative response was the following: 

I had a chance to practice my communication skills by using many 
communication techniques taught in AL. Currently, I use Circle of Voices 
with my department meetings so that they can express themselves. At the 
very beginning, it serves as a venue in which to express their negative 
feelings and energy, and then share their problems and needs. Then in the 
following meetings, there was less negative energy and we started getting a 
lot of good ideas and solutions to overcome problems. 
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Confident leadership. Studies have found that AL helps participants gain more 

confidence in leading, managing (Hartog et al., 2014; Lee, 2005) and coaching people 

(Choi, 2005) in both the private and public sectors. These improved leadership 

characteristics aligned with Sashkin and Sashkin’s (2003) definition of Confident 

Leadership as displaying self-confidence and instilling confidence in others. Specifically, 

junior participants perceived that AL helped improve Confident Leadership through AL 

program design and active learning activities like Reflection & Dialogue and Circle of 

Voices. They felt they gained more confidence through expressing themselves and 

exchanging ideas in the small AL groups and in the plenary sessions many times a day. 

Below is an example of the participants’ quotes. 

I was insecure due to my young age, and felt I still lacked the other 
[senior] teachers’ acceptance.… I have become more confident from the 
program as a whole. The little details were adapted and implemented.… As 
we are not working alone, there are other team players in the school. Now I 
could lead others to reflect on problems and collaborate with them. We 
started helping each other and gaining acceptance from each other. Now, I 
would say I believe I can work with more confidence. 

Moreover, many participants pointed out that they became more confident because 

of their improved Communication Leadership (active listening) and Emotional 

Intelligence (Empathy). Active listening helped open their ears and their hearts; it helped 

them accept the differences of others. Then EQ helped encourage them to change, take 

action, and offer support to others. In return for taking this course, they reported starting 

to gain acceptance, exchanging ideas and feedback in the safe zone, and collectively 

gaining more confidence from others, especially from the senior leaders. 

This observation recalls the roots of self-confidence as Marsick (2016) described 

them: “Self-confidence relates to the building of self-concept … in that it provides a level 

of acceptance—by others and by the self—so that a person can take risks and make 

decisions by oneself and get feedback. The feedback can be handled safely in a 
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supportive environment” (p. 10). Below is an example of the incidents reported by junior 

school leaders. 

I employed Safe Zone and Circle of Voices in my school so that my 
team can express their thoughts freely with respect. I hear their working 
challenges and suggestions. I have gained acceptance from my team; we 
become closer, and thus, I feel more confident. 

In the CIQ interviews, the junior school leaders pointed out that they had employed 

their improved leadership qualities—Communication Leadership, Collaboration, and 

Confident Leadership— in their work in the schools. They felt they transferred what they 

had learned and practiced back to work. 

Transfer of learning (TOL). TOL is the effective and ongoing employment of 

knowledge and skills gained in professional development programs back in the 

workplace setting (Broad, 1997; Holton & Baldwin, 2003). TOL for the junior school 

leaders in this study was seen as having occurred when they successfully employed their 

improved or new leadership qualities in their schools. The literature suggests various sets 

of explanatory factors as possibly facilitating TOL, including, (1) opportunity for 

application, (2) transfer partnerships, and (3) self-efficacy (Baldwin & Ford, 1988; 

Bandura, 2001; Brinkerhoff & Montessino, 1995; Ford & Weissbein, 1997; Hirschfeld, 

1990; Newstrom, 1984; Noe & Schmitt, 1986; Taylor, 2000; Tracey et al., 1995). 

Opportunity for application. An opportunity to apply learning in the workplace is 

a situation in which participants have both the appropriate role and sufficient control that 

that enable them to exercise what they have learned back at work immediately after 

attending a learning/development program. By contrast, the most significant barrier to 

exercising TOL is the lack of any opportunity to immediately employ what they have 

learned (Newstrom, 1984). 

AL incorporates both situated, informal, and incidental learning (Lamm, 2000; 

O’Neil & Marsick, 2007; Rahaman, 2013; Ward, 2008). As situated learning, AL 

constructs knowledge collectively with multiple participants in work situations (Stein, 
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2001). Learners gain new insights and knowledge from learning activities (O’Neil & 

Dilworth, 1999) in order to allow them to apply the resulting insights and knowledge in 

new ways and situations. Similar to informal and incidental learning, AL allows learners 

to work on their real personal and organizational challenges in their workplace setting. 

The key difference between the two contexts is that the AL design incorporates learning 

from real-life work experiences—creating a more structured setting in which to learn 

informally or incidentally from experiences (Marsick et al., 2006). In this study, 17 

school leaders were required to work in small groups on three AL projects in which the 

problems being addressed were among the school challenges all six participating schools 

were facing. The AL program was designed to allow school leaders to learn relevant new 

knowledge and skills in order to work on the AL projects—for example, 10 steps in the 

Action Planning Cycle (O’Neil & Marsick, 2007) and foundations of research 

methodology. In addition, the AL program incorporated active learning activities such as 

Circle of Voices, Reflection & Dialogue, Fishbowl, Hogan Assessments, and Theatre of 

The Oppressed, in order to foster leadership qualities needed in the Golden Triangle. 

Importantly, the AL program created the opportunity for participants to develop new 

insights and gain knowledge, and skills that that they could apply immediately when they 

then worked in their small AL groups. 

Transfer partnerships. Brinkerhoff and Montessino (1995) described transfer 

partnerships as the support of managers and peers before, during, and after worker 

training to make sure effective TOL occurs in their workplaces. By contrast, if learners 

do not have any support from their peers and managers in the working climate, then it is 

difficult for transfer of learning to occur in organizations (Taylor, 2000; Tracey et al., 

1995). There are two sets of transfer partnerships in the AL program: the AL participants 

and sponsors who provided the support to 17 school leaders before, during, and after 

attending the AL program. 
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The first set involved the supportive role of school leaders who were among the AL 

participants: Working in small groups on a complex problem is the crucial part of an AL 

project. An AL group typically consists of four to eight participants (Marquardt, 1999) 

from diverse backgrounds, including differing working experiences, functions, genders, 

and personalities (O’Neil & Dilworth, 1999). The group seeks to learn new knowledge, 

skills, and insights to help them work on their particular problem in the AL project 

(Yorks, O’Neil, et al., 1999). When I first met all participants on the orientation day, I 

asked them to form three AL groups, each according to the following criteria: no one 

from the same school in a group, mixed genders, mixed working experiences, and mixed 

functions (departments in the schools). And then, the 17 participants went through the AL 

program, at times working together consistently in these same small groups across all 

three weekend sessions. 

The findings confirmed that the junior school leaders got into supportive 

relationships with each other in the small AL groups and then working together in 

plenary sessions. Here is an illustration:, 

I have gained insights and support from other vice principals through 
talking and working with them on the [small] AL projects. I have made new 
friends from six schools. Once any of us have got some trouble or challenge, 
we can call to get the suggestions. 

As discussed above in regard to Asian school culture, junior personnel are expected 

to recognize and accept orders from senior individuals (Gao et al., 1996; Hallinger, 

2004). Since there were about two to three senior participants in each small group of five 

to six participants, the junior participants looked up to their senior team members in the 

small AL group and gained insights, knowledge, and support from them. Below is an 

example of this in a  quotes from one of the junior school leaders. 

Working with others helped me gain many different thoughtful ideas, 
viewpoints, best practices from senior school leaders from other schools who 
are in many ways sharper and smarter than I am. 



 

 

166 

In addition, some participants quickly formed a small network of AL school 

leaders in each school in which two or three AL participants from each school had roles, 

power, and authority, so that they could implement the results of AL projects 

immediately. Moreover, participants formed a casual super-network among school 

leaders of all six participating schools to provide support and exchange ideas in order to 

help each other overcome their school challenges. Below is a quote from one of the junior 

school leaders. 

The AL program helps create a network among us. In the future, if we 
face any challenges, we know whom we can call at these six schools in order 
to get help and support. 

The second set of Transfer Partnership supports involved the role of the AL 

sponsors. These figures are usually high-level managers or executives outside the team 

who take responsibility for supporting work on the project, the participants’ learning, and 

implementation of the proposed solutions growing out of the team’s work (O’Neil & 

Marsick, 2003, p. 38). Sponsors of this AL program consisted of six school principals 

from the six participating schools. While the AL working committee officially invited all 

sponsors with a written letter from the Ministry of Education asking them to co-design 

the AL program and participate in six learning activities, only two of the principals 

(33.33%) attended all six of these planning sessions. Among the other four, one missed 

coming to all six meetings; others were absent for various sessions. Junior school leaders 

perceived improvement in their leadership qualities as influenced by the continuing 

support from both supportive sponsors. Not only before and during, but also after the AL 

program, both authority figures still supported the junior principals in implementing the 

results of the AL projects in the schools. The following is an example of the quotes from 

the junior participants. 

I have gained a lot of insights and inspiration from the senior 
principals.… They are equipped with knowledge and leadership capabilities. 
They are good people with high moral ethics. They exercised their power in 
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good ways for students and schools. Their talks during that day have inspired 
me. 

As noted above, AL participants created a small network in each of their schools, 

and a casual network among six participating schools demonstrating the existence of 

transfer partnerships. In addition, two the sponsors—school principals who highly 

participated and continuously supported their school leaders before, during, and after the 

AL program—could confidently be identified as key components in these transfer 

partnerships as well. 

Self-efficacy. Self-efficacy is an individual’s confidence in his/her ability to 

perform tasks successfully; in turn, this confidence will have an impact on motivation to 

transfer what is learned to the workplace (Noe & Schmitt, 1986). Self-efficacy plays a 

major role in social cognitive theory because beliefs in their own efficacy help people 

shape and adapt themselves to circumstances through both their own direct efforts and 

their impact on other determinants of success, including whatever activities and elements 

in the environment people choose to be involved in. Any factors that influence their 

choice of behavior can collectively influence their personal development (Bandura, 

2001). 

O’Neil and Marsick (2007) describe AL as an approach to working with and 

developing people through learning and working with others on the AL project. The AL 

projects had the following characteristics: the problem being solved was meaningful to all 

participants; solving it required crossing boundaries or functions; no one could be the 

expert; the problem being investigated and solved was complex, had no obvious, or 

known, solution, and reasonable people could disagree about the solution reached; action 

could be taken within program time; and participants were empowered to recommend and 

implement the solution (p. 28). Based on the criteria of the AL project, the majority of the 

junior leaders reported that the AL problems were complex and challenging, so that the 
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majority of AL participants could not determine what could be the best possible 

solutions. 

Throughout the AL program, participants gained knowledge, skills, and insights 

directed toward helping them solve their small AL team problem and come up with their 

final project presentations. At the end, they felt very positive and confident after 

presenting their results to the sponsors, who were their school principals, and had an 

opportunity to exchange ideas and collaborate with them to come up with implementation 

plans for carrying out the proposed solutions in their schools. The majority of junior 

school leaders then immediately proceeded to implement the projects with students and 

teachers in their schools. And, several of them gained enough confidence through this 

experience that they were then motivated to take on the bigger role of being a school 

principal. The mindsets and actions of these junior school leaders throughout this process 

were congruent with the definitions of self-efficacy given by Noe and Schmitt (1986) and 

Bandura (2001). 

Summary. Communication Leadership, Collaboration, and Confident Leadership 

were perceived by by the greatest number of junior school leaders as improved leadership 

qualities. Despite the school culture in which junior school leaders faced difficulties in 

working and leading with the senior teachers in their departments/schools, the AL 

program imbued and empowered them with leadership behaviors (Communication & 

Collaboration Leadership) and characteristics (Confident Leadership) through all aspects 

of the AL program, its design and characteristics, as well as the active learning activities. 

At the end, very promisingly for the future, the leaders were able to transfer what they 

had learned to their schools. Having present all of the facilitating features of Transfer of 

Learning (TOL)— opportunity of application, transfer partnerships (composed of the 

leaders and the school principals), and feelings of self-efficacy—they were able to 

successfully apply and exercise the three learned leadership qualities, Communication 



 

 

169 

Leadership, Collaboration, and Confident Leadership, likely starting to change the culture 

of their schools. 

Leadership Improvement, Perceived by Senior School Leaders 

Senior school leaders perceived improvement in Caring and Communication 

Leadership and employed these improved leadership qualities in the schools. While there 

could be many reasons why the group of senior school leaders perceived improvement in 

two leadership qualities, I will look at school culture and social action in relation to the 

AL program and their connection to Caring and Communication Leadership. 

School culture. As stated above, school culture in Asia is rooted in collectivism 

and hierarchical structures where individuals see themselves as part of one or more 

groups, and feel that the goals of the group are more important than their own interests 

(Triandis, 1995). Moreover, juniors are expected to acknowledge and defer to the 

authority of senior individuals, and, in that same context, questioning authority figures is 

considered impolite (Gao et al., 1996; Hallinger, 2004). 

As reported in Chapter IV, 9 of the 17 participants (or 52.94%) in the AL program 

were in a group of senior school leaders, aged 48-59 years old. Although all of them were 

Acting Vice Principals (AVP)—not the official Vice Principals (VP)—all of them had 

years of experience fully comparable to that achieved by those at the highest levels of 

civil service designated as senior teachers (K3 and more). The majority of them had been 

appointed as AVPs for a period of more than five years; further, they had been in these 

acting positions with power and authority for even longer than the school principals, who 

are usually rotated or promoted every two to four years. In the schools, then, these senior 

AVPs held the power and authority that junior leaders and staff were expected to 

acknowledge and defer to without question. 

Social action. Freire’s (2000) Pedagogy of the Oppressed illuminated that 

operationally in society, oppressors create a concrete situation that treats the oppressed as 
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inanimate objects or non-beings, and rejects the claim that others have rights. They aim 

and operate to gain ever more power over others in order to lead, support, and benefit 

their own group. He notes that in oppressive situations, both the oppressors and the 

oppressed are dehumanized. Freire proposes Critical Consciousness as a way for the 

oppressed to reclaim their humanity and become “humanized”. Critical Consciousness 

focuses on deeply understanding the world through dialogue, then perceiving and 

exposing the social and political contradictions that, in turn, leads them to take action. In 

his argument, while oppression indeed dehumanizes both the oppressed and the 

oppressors, only the oppressed can save themselves by thinking critically and taking 

action in striving toward their humanization and liberation. 

Caring leadership. A leader’s demonstration of respect and concern for others—

Caring Leadership—was one of the top three leadership qualities needed in the Golden 

Triangle and could be viewed as almost the antithesis of oppression. Therefore, the 

academic committee decided to employ Hogan Assessments (Hogan Assessment 

Systems, 2008) and Theatre of The Oppressed (TO) (Boal, 1979; Freire, 2000; 

Schutzman & Cohen-Cruz, 1994) represent effective tools to foster Caring Leadership. 

As shown in Table 6.2. presenting quotes, incidents, and examples of senior school 

leaders, Participant A pointed out how Hogan Assessments helped them understand 

themselves and be mindful in interacting with others. When TO was conducted in the AL 

program, the performances of all the small AL groups highlighted the fact the school 

culture in the Golden Triangle was oppressive in many ways (Gao et al., 1996; Hallinger, 

2004; Triandis, 1995). 
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Table 6.2. Quotes, Incidents, and Examples of Senior School Leaders 

Senior Leaders Quotes, Incidents, and Examples 

Participant A Hogan allows me to see myself in a way that I haven’t been 
thinking about. I have changed the ways I treat my staff and other 
teachers – what I can do more to help support them. Especially 
those junior temp staff in my department … how I can help guide 
them to become civil servants. 

Participant B TO helps us see others and ourselves in oppressive situations. Who 
are the oppressors and oppressed? We start understanding ourselves 
and others more through TO, and thus, we can come back to the 
school with self-awareness and change the ways we lead our staff. 

Participant C People like AL because it provides safe space for participants to 
freely share their thoughts and they don’t need to worry that the 
ideas they shared will backfire on them at the end. 

Participant D After I employed TO at the school as an assignment, I started seeing the 
issues and oppressive situations of individuals, which enabled me to 
change, help, and support our team more. 

 

After each TO session in the program, Reflection & Dialogue (R&D) was 

conducted to allow school leaders to have time to reflect on what they learned from the 

experience. Many senior school leaders reported that TO reminded them about the 

oppressive situations in the schools helped them see that they might actually be the 

oppressors in many situations when they interacted with their staff. See a sample of such 

incidents in Table 6.2—Participant B. 

Hogan Assessments, TO, and R&D were reported to be effective tools to 

encourage the senior participants to practice their Communication Leadership and 

become more active listeners. They also provided spaces for critical reflection to 

facilitate in-depth understanding about the oppressive situations they were experiencing 

in the schools. The leaders exchanged ideas with others (including the junior participants) 

in the small AL groups and the plenary sessions in order to enable all to perceive and 

expose the social and political contradictions in the six participating schools. See a 

sample of the quotes in Table 6.2—Participant C. 
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Furthermore, all participants were assigned to conduct a part of TO with their staffs 

in the schools during the first and the second weekends of the AL program. Many senior 

school leaders reported in their CIQ interviews that they gained more understanding 

about the coercive situations in their department that enabled them to be more self-aware, 

share more empathy, and start engaging with their staff with greater care. Some of them 

added that they implemented even more TO sessions with more people—including 

teachers and students in the schools—with the hope of gaining still more in-depth 

understanding and coming up with action plans to alleviate the oppressive situations in 

the schools. See an example of the quotes from the senior school leaders in Table 6.1—

Participant D. 

Communication leadership. As was perceived by junior school leaders, studies 

have confirmed that engaging in AL helps foster communication and listening skills 

(Butterfield, 1999, Choi, 2005; Lee, 2005; Marquardt et al., 2003; Raudenbush & 

Marquardt, 2003) that align with Communication Leadership as described by Sashkin and 

Sashkin (2003). These improved leadership behaviors are also congruent with the 

definition of Communication Leadership as listening actively and communicating clearly 

and effectively (Sashkin & Sashkin, 2003). As one participant said: 

I had always felt very confident and responsible for my jobs, and thus, I 
had strongly believed that my thoughts were always right, and that 
comments from others were not necessary. But now, I have changed … I 
listen more and my staff can comment or critique me. 

Summary. The senior school leaders perceived that two of their leadership 

qualities improved: Caring and Communication Leadership. As noted, this particular dual 

improvement can be understood in light of the fact that, through their participation in the 

AL program and its activities, senior leaders came to realize that the typical Thai school 

culture—in which senior school leaders had and exercised full power and authority while 

juniors leaders and staff were expected to acknowledge and defer to their authority—was 

oppressive. Since Caring Leadership was one of the top three leadership qualities needed 
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in the AL program design in order to counteract this oppression, many active learning 

activities were embedded in the AL program, including Hogan Assessments, Theatre of 

The Oppressed, and Reflection & Dialogue, for the specific purpose of raising the 

seniors’ consciousness about this counterproductive inequality. Thus, AL worked to 

effectively foster Communication Leadership (Active Listening) through many aspects of 

the program design and learning activities. 

Leadership Improvement, Perceived by 51 Staff 

While nine leadership qualities improved as perceived by the 17 school leaders; 

only one was so perceived by 51 staff. While 17 school leaders perceived leadership 

improvement in seven of ten leadership behaviors and characteristics (or 70%) within 

Visionary Leadership Theory (VLT) (Sashkin & Sashkin, 2003) and two emerging 

leadership qualities were reported, 51 staff who worked under the AL participants 

perceived only one leadership quality as having been improved—that of Capable 

Management. 

While there could be many reasons why improvement in only this particular 

leadership quality was identified by staff, the first way to examine the question consists 

in looking at it in light of the traditional identity of school leaders in Thailand. Hallinger 

(2004) pointed out that school leaders are perceived as administrators, managers, or 

government officers representing the managerial and political domains (Cuban, 1988), 

national culture, and system policies (Bunyamani, 2003; Hallinger, 2004). In practice, 

school leaders tend to accept orders of their superiors, just as teachers accept the orders of 

their school leaders (Hallinger, 2004). And thus, it is possible that staff were used to 

behaving in accordance with this traditional identity of school leaders and so weren’t 

looking for any particular change in them. Thus, if there were any improvement 

counteracting behavior by school leaders following their participation the AL program, 

these might more easily have gone unnoticed. However, the one thing that staff actively 
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felt needed and was sought after was improved and more efficient ordering and 

scheduling—which Sashkin and Sashkin (2003) describe under Capable Management as 

the ability to perform basic administrative or managerial tasks. 

The second way to explain the staff choice relates to their superior’s usual style of 

managing or leadership. A possible cause, then is revealed by looking at Capable 

Management through the lens of transactional and or vs. transformational leadership. 

Bass (1985, 1996) and Burns (1978) describe transactional leadership as that manifested 

by leaders who motivate followers by exchanging rewards for services. They control 

resources and rewards (e.g., salary increases, special benefits) in order to achieve 

compliance. By contrast, transformational leaders transform and motivate followers by 

emphasizing the importance of task outcomes, encouraging their followers to transcend 

their own personal interests in order to achieve the goals of organization and its teams—

instead of their own perceived immediate ones—by highlighting followers’ higher-order 

needs: for recognition, achievement, and self-actualization. This style of leadership 

requires a great amount of effort and time from a leader, since one needs to lead in ways 

that gain trust, admiration, loyalty, and respect from followers, and motivate them singly 

and in teams to do more than what is expected. 

By distinction, Capable Management is rooted in less demanding, easier-to-achieve 

and more obvious transactional leadership (Sashkin & Sashkin, 2003), and thus, it would 

likely be one of the first leadership qualities improvement in which might be noticed by 

staff. It is also possible that improvement in other leadership qualities—ones that require 

transformational leadership by school leaders—including Communication, Caring, 

Confident, Follower-centered, Visionary, and Principled Leadership, to whatever extent it 

occurred, would have been perceived by the staff only in the future, beyond the time span 

of the AL leadership development program. 

Summary. While AL participants perceived improvement in seven VLT leadership 

qualities, their 51 staff perceived only Capable Management as being improved. One 
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possible way to explain their lack of perception of improvement in the other six is 

provided by looking through the lens of Asian school culture where school leaders act 

according to common practice in the managerial and political domains, national culture 

and system policies—where, basically, junior individuals are expected to accept and obey 

the orders of their superiors or senior individuals (Bunyamani, 2003; Cuban, 1988; 

Hallinger, 2004). Under these conditions, the most sought-after leadership quality that 

staff are eager for is Capable Management (Sashkin & Sashkin, 2003). Another way to 

examine the question is to tentatively explain the difference in perceptions of participants 

vs. staff lies by looking through the lens of transactional and transformational leadership 

(Bass, 1985, 1996; Burns, 1978) in which Capable Management is seen as a behavior of 

Transactional Leadership that could be easily improved and perceived within a short 

period of time. Other leadership qualities (like Communication, Caring, Confident 

Leadership) are mostly in the realm of transformational leadership and require more time 

and effort to perceptibly improve. 

Summary of Research Question 1 

The junior leaders perceived that their Communication Leadership, Collaboration, 

and Confident Leadership improved. In typical Thai school culture, junior school leaders 

struggled in trying to lead senior teachers in the schools. Attending the AL program 

helped nurture these three leadership qualities that can help to counteract hierarchical 

prejudices. Moreover, the Juniors were able to actually transfer these three leadership 

qualities successfully to their schools because of the presence of three key components of 

Transfer of Learning: opportunity of application, transfer partnerships (of which they, 

themselves, were a part), and feelings of self-efficacy. On the other hand, the senior 

participants perceived that their Caring and Communication Leadership improved. After 

engaging in AL and active learning activities, they became aware of the oppression in 

their school culture and came to recognize that they might, in fact, be the oppressors. 
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That recognition helped them shift the ways in which they were leading in a more person-

sensitive direction. Regarding the improvement in Communication Leadership, AL 

helped senior leaders listen to their followers actively. As seen through the lens of social 

action, critical consciousness impelled the senior leaders to take action toward equalizing 

power relations between the seniors and the juniors in the schools—to a similar anti-

hierarchic effect, just in a different manner than that achieved by the juniors. 

In very brief summary, all 17 AL participants together perceived that nine 

leadership qualities improved while their staff perceived only Capable Management as 

having improved. This difference in perceptions by teachers vs. staff might reasonably be 

seen as a result of staff being inured to the hierarchical ways of school administration in 

Thai schools, but actually eager—and looking—for improvement in management 

practices such as better ordering and scheduling, both of which, along with related 

routine management practices, fall within the VLT category of Capable Management, a 

transactional leadership capability both easier and faster to improve by AL participants, 

an gratefully noticed by their staff. 

Research Question 2 

What did participants perceive as the critical success factors of an AL 

program? 

In this section, I will discuss what participants perceived as the Critical Success 

Factors (CSFs), ones they considered as most contributing to their learning and fostering 

leadership qualities that were those most perceived as improved both the junior and 

senior school leaders (shown in Table 6.1): Communication Leadership, Caring 

Leadership, Collaboration, and Confident Leadership. 
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Communication Leadership 

As identified in Table 6.1, the large majority of both junior and senior school 

leaders perceived improvement in Communication (junior: eight of eight or 100% & 

senior: eight of nine or 88.89%), In order to better understand how CSFs fostered 

Communication, I will look through the lens of transactional and transformational 

leadership and their connection to the AL program. 

Communication as an important foundation of transformational leaders. 

Synthesizing the models of Kouzes and Posner’s (1987) Leadership Practices, and Bennis 

and Nanus’s (1997) Leadership Strategies, Sashkin and Sashkin (2003) identified five 

leadership behaviors as transformational: focused leadership, communication leadership, 

transformational trust leadership, respectful leadership, and risk leadership. Later they 

combined two of them, focused leadership and communication leadership, and called the 

newly synthesized single entity, Communication Leadership. 

Sashkin and Sashkin (2003) believed that good communication is a foundational 

skill of both transactional and transformational leaders. Seen through the lens of 

transactional leadership, Communication would be a set of compelling skills in ordering 

or requesting people to get tasks done and, in return, get a reward—often a concrete one, 

perhaps money—in exchange. Nevertheless, they categorized it as a transformational 

leadership behavior within Visionary Leadership Theory (VLT). They pointedly defined 

it as skills in focusing attention, making complex ideas clear (p. 43), enabling others to 

act, fostering collaboration, and strengthening others. In short, communication skills were 

seen as foundational for both transactional and transformational leadership. 

CSFs that foster Communication Leadership. In order to gain in-depth 

understanding of how Communication was improved by CSFs, I ran a data analysis on 

the online qualitative Research tool, Dedoose to identify co-occurrence of two codes in 

coded incidents and examine the relationships between each CSF and leadership qualities 

that improved. Furthermore, I relooked more deeply at those identified incidents. If a 
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participant pointed out that there were two or more incidents which they believed 

demonstrated one of their leadership qualities was improved by CSFs, I would then count 

these two as only one. In that way, I would be able to count and report types of findings 

perceived as influential or supportive by participant, rather than by incident. 

The data analysis from Dedoose identifying co-occurrence of two codes in coded 

incidents for Communication Leadership is shown in Table 6.3. 

 
Table 6.3. Influences that Were Perceived as Helping to Improve Each Leadership 
Quality 

 
Leadership Quality 

Viewed as Improved 
CSFs that Were Perceived as Helping 

Improve Each Leadership Quality 

Communication Leadership 2: 
Listening actively to what 
others say  
(28 for the two sets of CSFs in 
to) 

CSFs 
1. Reflection, Dialogue & Collaboration: Circle of 

Voices (8), Reflection & Dialogue (R&D) (6), 
Dialogue (6), Fishbowl (3) 

2. AL Program Design & Characteristics: AL 
Learning Activities & Design (5)  

 
*The number in parentheses (#) illustrates the number of participants holding a view or 
views. 
 

According to Table 6.3, different numbers of participants perceived that their 

Communication Leadership was improved due to influence by one or both sets of CSFs. 

The first set was Reflection, Idea Exchange & Collaboration: Circle of Voices (8), 

Reflection & Dialogue (R&D) (6), Idea Exchange (6), Fishbowl (3). And the second set 

was AL Program Design & Characteristics: AL Learning Activities & Design (5). 

All 17 school leaders felt they gained improvement in basic communication skills 

through attending the AL program, that is, more effectively ordering their staff to work on 

a job in a typical Asian school culture where authority figures simply delegate tasks to 

their staff (Bunyamani, 2003; Cuban, 1988; Hallinger, 2004). This activity would be 

viewed as exercising transactional leadership. 
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Many participants reported that their improved communication behaviors differed 

from those used in transactional leadership. The improved behavior they identified is 

congruent with Communication Leadership defined by Sashkin and Sashkin (2003). 

Participants perceived that their Communication Leadership (Sashkin & Sashkin, 2003) 

improved because of their participation in certain AL learning activities and design 

(Butterfield, 1999; Choi, 2005; Lee, 2005; Marquardt et al., 2003; Raudenbush & 

Marquardt, 2003). These activities included the following: 

1. Circle of Voices. Circle of Voices is a discussion technique used to get people 

talking, secure early participation of every participant, foster active listening, 

and initiate democratized participation (Brookfield & Preskill, 2016). 

2. Reflection & Dialogue. 

Reflection is an integral part of how learning happens in AL. It consists of 

processes in which learners engage in order to recapture, notice, and 

reevaluate their experience, as well as to work with that experience to turn it 

into learning (O’Neil & Marsick, 2007, p. 82). 

Dialogue is a way to create meaning through a multi-dimensional, dynamic, 

and context-dependent mutual process, which is believed crucial in popular 

and informal education (Freire, 2000; Phillips, 2011). Freire (2000) described 

dialogue as a cooperative activity that involves respect, enhancing 

community, and building social capital; it is not acting on others, but, rather, 

is about working with each other; it is not only about deepening understanding 

of the world, but also making a difference in the world. 

3. Fishbowl. Fishbowl helps promote effective interpersonal and discussion 

skills. The activity fosters safe space, idea exchange, and collaboration 

between two groups of participants—whether active or inactive, extrovert or 

introvert, expert or naïve (Dutt, 1997; Hensley, 2002; Silberman & Hansburg, 

2004). 
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Table 6.4 presents quotes, incidents, and examples from participants that exhibit 

the relationship between the outcomes of participating in the AL Program, and its active 

learning activities, and perceived improvement in Communication Leadership—a 

transformational leadership behavior, defined by Sashkin and Sashkin (2003), noted 

earlier as involving focusing attention, making complex ideas clear, enabling others to 

act, fostering collaboration, and strengthening others. 
 
 
Table 6.4. Quotes, Incidents, and Examples from School Leaders 

School Leaders & 
Their Participation in 
CSFs  

Indicators of 
Communication 
Leadership 

Quotes, Incidents, and Examples 

Participant A: 
AL Program Design 
  

1. Enabling others 
to act 

2. Fostering 
collaboration 

I learned Communication Leadership from the activity 
that had us divided into three small groups and the 
working styles of AL working committee who work in 
private organizations … In the department, instead of 
demanding an update from my staff with her work, I 
changed my initial communication with her by first 
starting “I think your work is very good. What is your 
technique? I want to learn from you because if I get to 
be a principal in the future, I will be able to handle this 
with your advice.” Communicating like this brings up 
the positives first and motivates her to gradually start 
talking to me and telling me, “You have to do it like 
this and that.” 

Participant B: 
Dialogue 
 

1. Fostering 
collaboration  

Working on the AL project with others is awesome. 
Everyone has a chance to reflect and express their 
thoughts … to present … and have fun together in the 
brainstorming session. 

Participant C:  
Circle of Voices 
 

1. Focusing 
attention 

2. Enabling others 
to act 

3. Fostering 
collaboration 

4. Strengthening 
others 

I use Circle of Voices with my department meetings. So 
that they can express themselves. At the very beginning, 
it serves as a venue to express their negative feelings 
and energy, and then share their problems and needs. 
Then in the following meetings, there was less negative 
energy and we started getting a lot of good ideas and 
solutions to overcome the problems. 

Participant D:  
Reflection & 
Dialogue  
 

1. Focusing 
attention 

2. Fostering 
collaboration 

In R&D, we can practice both speaking and listening 
skills. We need to understand what people are saying; as 
that helps us learn when we should talk and when we 
should not … and when is the time we can contribute 
and share our thoughts. Although the views and 
experiences of all members might be different, they 
serve the same purpose in that circle.  
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Table 6.4 (continued) 
 
School Leaders & 
Their Participation in 
CSFs  

Indicators of 
Communication 
Leadership 

Quotes, Incidents, and Examples 

Participant E: 
Fishbowl 
 

1. Focusing 
attention 

2. Enabling others 
to act 

3. Fostering 
collaboration 

4. Strengthening 
others 

Fishbowl … There are two circles: inside and outside 
circles. Inside the circle are the ones who wanna talk. 
Outside people are the observers but they can walk 
into the inner one and join the conversation. I can 
observe everyone highly pays attention to what 
people say. It can help encourage people who don’t 
wanna talk at the beginning to start thinking ... they 
should talk and share their ideas without forcing them 
to talk. 

 

Summary. All 17 participants perceived that they improved communication, 

enabling them to better order and assign tasks to their followers—as a feature of 

transactional leadership. Moreover, their Communication Leadership was seen as 

improved and supporting them in becoming transformational leaders. Two sets of CSFs 

were perceived as helping to foster Communication Leadership as a transformational 

leadership behavior—focusing attention, making complex ideas clear, enabling others to 

act, fostering collaboration, and strengthening others. Participating in two sets of 

activities was seen as facilitating better communication: the first set is Reflection, Idea 

Exchange & Collaboration (Circle of Voices, Reflection & Dialogue, Idea Exchange, & 

Fishbowl). The second set is AL Program Design & Characteristics: AL Learning 

Activities & Design. 

Caring Leadership 

As identified in Table 6.1, all senior participants (nine of nine or 100%) perceived 

improvement in Caring Leadership, as did a majority of junior school leaders (six of eight 

or 75%). In the interest of gaining a deeper understanding of the process It can be 

illuminating to look through the lens of transactional and transformational leadership and 

inspect the connection of these two types of leadership to elements of the AL program. 
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Transformational leaders encourage people with heart. Transactional leaders 

typically use concrete rewards in exchange for services from their followers; in contrast, 

transformational leaders transform and motivate their followers to achieve organizational 

goals through appealing to and fulfilling higher-level needs, e.g., for recognition, self-

actualization, and achievement (Bass, 1985, 1996; Burns, 1978). 

Kouzes and Posner (1987) emphasize that transformational leaders encourage 

people with heart by recognizing their contributions and celebrating their 

accomplishments, Bennis and Nanus (1997) added an important aspect of effective 

leadership practices: demonstration of “respect” as a key leadership strategy. In regard to 

Communication Leadership, Sashkin and Sashkin (2003) merged both theories into a 

single transformational leadership behavior called respectful leadership—performing 

actions that show that the leader cares about followers (p. 42). Later, respectful leadership 

was redefined to Caring Leadership under the rubric, Visionary Leadership Theory 

(VLT), which encompasses the class of transformational leaders who show that they care 

about people: respecting them and their differences, valuing individuals’ special skills 

and abilities, and lastly, making sure people feel included in the group or organization. 

In short, Caring Leadership is respecting people and their differences, valuing 

others’ skills and abilities, and providing an inclusive working environment. 

CSFs that foster Caring Leadership. Caring Leadership was perceived as 

enhanced by two key AL components. As was the case for Communication Leadership, 

data analysis by Dedoose analysis helped identify the relationships between CSFs and 

leadership qualities perceived as improved. 

While not CSFs, analysis by Dedoose, as shown in Table 6.5, also identified 

leadership qualities that leaders believed helped them develop other leadership qualities. 

For example, Communication Leadership was seen as helping the development of Caring 

Leadership. 
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Table 6.5. Influences that Were Perceived as Helping to Improve Each Leadership 
Quality 

 
Leadership Improved  Influences that Helped Improve Each Leadership Quality 
Caring Leadership  
(33 for the six sets of 
CSFs in to) 

1. Reflection, Dialogue & Collaboration: R&D (5), Circle of Voices 
(3) 

2. Emotional Intelligence (EQ) & Caring: Theatre of The Oppressed 
(5), Hogan Assessments (3) 

3. Organizational Culture & Values: Excursion (7) 
4. AL Program Design & Characteristics: AL Learning Activities & 

Design (3), Working with Others on the AL Projects (3) 
Leadership Qualities 
1. EQ: Empathy (4) 
2. Communication Leadership 2: Listening actively to what others 

say (3) 
 
*The number in the parentheses (#) illustrates the number of participants holding a view 
or views. 
 

According to Table 6.4, different numbers of school leaders perceived that their 

Caring Leadership improved through the influence of five sets of CSFs: first, Reflection, 

Dialogue & Collaboration: R&D (5) and Circle of Voices (3); second, Emotional 

Intelligence & Caring: Theatre of The Oppressed (TO) (5); third, Hogan Assessments (3); 

fourth, Organizational Culture & Values: Excursion (7); and fifth, AL Program Design & 

Characteristics: AL Learning Activities & Design (3) and Working with Others on the 

AL Projects (3). 

In addition to CSFs, there were two leadership qualities that were seen as helping 

to foster Caring Leadership among school leaders: EQ-Empathy (4) and Communication 

Leadership-Active Listening (3).  

While Caring Leadership could be exhibited by giving rewards like promotion and 

a salary increase, which are examples of transactional leadership behavior (Bass (1985, 

1996; Burns, 1978), these school leaders also reported their perceived improvement in 

leadership behaviors that are congruent with the definition of Caring Leadership as a 

transformational leadership behavior under the rubric VLT (Sashkin & Sashkin, 2003), 

including respecting people and their differences, valuing others’ skills and abilities, and 
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providing an inclusive working environment (Bennis & Nanus, 1997; Kouzes & Posner, 

1987).  

School leaders reported that they felt they gained Caring Leadership (Sashkin & 

Sashkin, 2003) by participating in three components of the AL program: first, AL 

learning activities and design, and working with others on the AL projects (Acker-

Hocevar et al., 2002; Choi, 2005; Lee, 2005). 

Second, active learning activities embedded in AL were perceived as helping to 

foster Caring Leadership. They are listed below: 

1. Reflection & Dialogue (Freire, 2000; O’Neil & Marsick, 2007; Phillips, 

2011). 

2. Circle of Voices (Brookfield & Preskill, 2016). 

3. Theatre of the Oppressed. The Theatre of the Oppressed (TO) consists of 

various theatre techniques that focus on the systematic and intentional use of 

dramatic processes for progressive change. TO activates passive spectators to 

become active participants and then engages them in rehearsing strategies for 

active personal and social change. While TO is based on theatre theories and 

practices, it is recognized as a powerful experiential learning and collective 

experience for educators, political activists, therapists, and social workers 

devoted to critical thought and social action (Boal, 1979; Freire, 1970; 

Schutzman & Cohen-Cruz, 1994). 

4. Hogan Assessments. Hogan Assessments consist of three components: 

(1) Hogan Personality Inventory (HPI) describes normal or bright-side 

personalities—the best quality an individual has for working, leading, and 

becoming successful; (2) Hogan Development Survey (HDS) describes the 

dark side of personality—the qualities that can disrupt relationship with others 

, damage reputations, and become the root of problems, challenge, and failure; 

(3) Motives, Values, Preferences Inventory (MVPI) describes personality 
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characteristics resident “inside” that include, goals, values, drivers, and 

interests that people desire and strive to attain (Hogan Assessment Systems, 

2008). 

5. Excursion. In the second weekend of the AL program, school leaders had a 

chance to visit two distinguished/best-practice schools for disadvantaged 

students in Northern Thailand: Starfish Country Home School and Bann 

Muang Kued School. School Principals from both schools explained the ways 

they lead the schools along with how they create and implement their 

organizational culture and values in the schools. Moreover, they allowed 

participants to walk through the schools and observe the ways they serve 

students that reflect their school’s organizational culture and values. Visiting 

program participants felt that the robust organizational culture in the schools 

motivated all teachers and staff in each to work and achieve the school 

mission and objectives. 

Table 6.6 illustrates quotes, incidents, and examples that show how participants 

saw the relationship between the results of attending the AL Program and its learning 

activities and their perceived improvement in Caring Leadership as a transformational 

leadership behavior: respecting people and their differences, valuing others’ skills and 

abilities, and providing an inclusive working environment (Bennis & Nanus, 1997; 

Kouzes & Posner, 1987; Sashkin & Sashkin, 2003). 
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Table 6.6. Quotes, Incidents, and Examples from School Leaders  

School Leaders & 
Their Participation 

in CSFs 

Indicators of 
Caring Leadership Quotes, Incidents, and Examples 

Participant A: 
AL Program 
Design & 
Working with 
Others  

1. Respecting 
people and 
their 
differences 

2. Providing an 
inclusive 
working 
environment 

I have gained Caring Leadership from working with other 
school leaders in the small AL group. In a group reflection & 
dialogue, there was a school leader who said that he speaks 
slow and he thinks slow. At that point, it helped remind me 
that I should not leave anyone behind. Especially, even 
though I am a fast thinker and speaker, I need to slow down 
and give more time for others to think and speak. It reminded 
me to think of the many junior staff in my team at the school. 

Participant B: 
Reflection & 
Dialogue  

1. Respecting 
people and 
their 
differences 

2. Providing an 
inclusive 
working 
environment 

I used R&D in the school to provide safe space for my team 
to speak on something without being criticized or judged … 
and everyone needs to keep it confidential. It helps them 
speak out on something that they feel frustrated and reluctant 
to share with me … like the conflicts or the challenges. Once 
they speak out, they feel that others are willing to listen and 
they started feeling they are included in the team. 

Participant C:  
Circle of Voices 
 

1. Valuing 
others’ skills 
and abilities 

2. Providing an 
inclusive 
working 
environment 

Circle of Voices allows me to understand my staff more and 
made me realize that I have not taken care of every staff 
member equally. I take care only individuals who work near 
me.… I believe I have changed as a result of the program. I 
respect others more. I listen to others more. I allow people to 
share their thoughts more. I am getting closer to them so I 
could observe them closely and take care of them more. This 
also includes their personal lives. And that allows us to 
improve the ways we support each other in the workplace and 
become a more effective team. 

Participant D:  
Theatre of The 
Oppressed 
 

1. Respecting 
people and 
their 
differences 

What people act might come from their different attitude and 
worldviews. Theatre of The Oppressed allows people to 
express and see themselves. And that helps all of us 
understand each other more.… Now I know why they think 
and behave like this and that. I could understand their true 
selves, and I would feel what they are feeling. 

Participant E: 
Hogan 
Assessments 
 

1. Respecting 
people and 
their 
differences 

 

We work at the school and supervise people with our own 
beliefs and leadership styles. We rarely see ourselves in every 
dimension … like some staff might see us. Hogan 
Assessments and Start/Stop/Keep help us understand 
ourselves more, so we can evaluate ourselves, and not stick to 
our old ways. It identifies my self-development plan ... how to 
improve the way we interact with our teachers with respect 
and care … what is good and what we can keep doing, what 
should be improved, and what we should start working on. 

Participant F: 
Excursion 

1. Respecting 
people and 
their 
differences 

It was when the school principal at Starfish Country Home 
School talked about how she managed and promoted the 
school’s development; how teachers follow the rules, not 
going astray and letting her down. Part of it could be that it is 
a private school. Most important part is that they worked 
together like a family. They respect each other. Rewards and 
incentives were given to encourage those who worked well. 
This is important as we, humans, still have our own desires. 
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And third, two leadership qualities were perceived to have helped nurture Caring 

Leadership: EQ-Empathy and Communication Leadership-Active Listening. Participants 

reported that AL helped improved their active listening skills and empathy (Butterfield, 

1999, Choi, 2005; Lee, 2005; Marquardt et al., 2003; Raudenbush & Marquardt, 2003). 

In turn, these two qualities were perceived to have helped improve Caring Leadership. 

Table 6.7 presents examples of quotes and incidents that illustrate that EQ-Empathy and 

Communication Leadership-Active Listening were perceived to have helped foster 

Caring Leadership. 
 
 
Table 6.7. Quotes, Incidents, and Examples from School Leaders  

School Leaders & 
Their Participation in 
CSF or Leadership 

Quality 

Indicators of 
Confident 
Leadership 

Quotes, Incidents, and Examples 

Participant A: 
EQ - Empathy  

1. Respecting 
people and their 
differences 

2. Valuing others’ 
skills and 
abilities  

3. Providing an 
inclusive 
working 
environment 

After attending the program, I came to realize that 
we have to respect people. Everyone is different. We 
cannot force them to do everything our way. They 
might have some backgrounds, some problems 
needed to be discussed. We must embrace people’s 
talents, mental conditions and thoughts. We have to 
understand that people are different. I am a highly 
organized person. Everything must always be in its 
place. If someone messed with stuff or anything had 
changed from what it usually was, I would be able to 
tell in a more harmonious way that I don’t like it.… 
I have to make peace with it, open my heart wider, 
also when I’m with my family. When I can do that, I 
feel at ease. 

Participant B: 
Communication 
Leadership - Active 
Listening  

1. Respecting 
people and their 
differences 

2. Valuing others’ 
skills and 
abilities  

3. Providing an 
inclusive 
working 
environment 

In the past, when I used to get any assignment, I 
would plan and make decisions by myself because [I 
thought] it was my role and responsibility to get the 
thing done.… But now, I would start by listening to 
my staff first. They are actually the ones who are on 
the front lines when working on these types of 
projects. As they would know more than me, I invite 
them to share their thoughts first. Then I might add 
my own thoughts to the discussion and make 
decisions together with my team members. 
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Summary. Caring Leadership as a crucial behavior for transformational leaders is 

respecting people and their differences, valuing others’ skills and abilities, and providing 

an inclusive working environment (Sashkin & Sashkin, 2003). There are three 

components that were perceived to have helped enhance Caring Leadership behavior. 

first, attending an AL project and working with others on it; second, participating in 

active learning activities that are embedded in the AL program to help develop Caring 

Leadership (R&D, Circle of Voices, TO, Hogan Assessments & Excursion); and the last 

of the leadership qualities, Empathy and Active Listening. 

Collaboration 

Turning a school with conflicts to a collaborative working environment. As 

cited in Table 6.1., a majority of junior participants (seven of eight or 87.5%) reported 

perceived improvement in their Collaboration. As discussed in Chapter I, conflict caused 

issues with leadership in some of the schools in the Golden Triangle, so Collaboration 

could be viewed as a useful leadership quality. 

Lewicki et al. (2011) proposed that Collaboration is the best strategy for conflict 

resolution. Collaboration is the process in which a team with two or more people or 

organizations work together to complete a task or achieve a goal. Effective leadership is 

crucial to exercising and enhancing cooperation, networking, conflict resolution, and 

providing a safe space for team members to work collaboratively to achieve acquisition 

of greater resources, recognition, and reward (Lewicki et al., 2011; Rubin, 2009; Spence, 

2006; Wagner & Leydesdorff, 2005). 

CSFs that foster Collaboration. As was the case in examining Communication 

and Caring Leadership, I employed Dedoose data analysis to find out how CSFs helped 

enable perceived improvement in leadership qualities. 
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As illustrated in Table 6.8, school leaders reported that they perceived their 

Collaboration to have been enhanced, influenced by the CSF: Reflection, Dialogue and 

Collaboration, like Circle of Voices (6) and Dialogue (3). In addition to this CSF, 

Communication Leadership-Active Listening (3) was reported as a perceived influencer 

of the improvement in Collaboration. 
 
 

Table 6.8. Influences that Helped Improve Each Leadership Quality 

Leadership Qualities Improved  Influences that Helped Improve Each Leadership Quality 

Collaboration (12) Reflection, Dialogue & Collaboration: Circle of Voices 

(6), Dialogue (3) 

Leadership Qualities 

1. Communication Leadership 2: Listening actively to 

what others say (3) 
 

*The number in the parentheses (#) illustrates the number of participants holding a view 
or views. 
 

Through attending active learning activities in AL like Circle of Voices 

(Brookfield & Preskill, 2016) and Dialogue (Freire, 2000; Phillips, 2011), school leaders 

perceived that they gained greater ability to collaborate in working with others in the 

schools. Moreover, they perceived that their improved Communication Leadership-

Active Listening (Butterfield, 1999, Choi, 2005; Lee, 2005; Marquardt et al., 2003; 

Raudenbush & Marquardt, 2003) positively influenced the improvement in their 

Collaboration skills. Table 6.9 contains examples of the quotes and incidents reported by 

school leaders that demonstrate the relationship between the outcomes of participating in 

the AL Program, along with its active learning activities and perceived improvement in 

Collaboration. As defined by Lewicki et al. (2011) and Ury et al. (1988), Collaboration is 

the best conflict resolution strategy to solve the conflicts in the organization and also to 

foster a healthy system in which leaders listen and respect individual interests and needs. 

Moreover, collaborative leaders support followers’ growth based on their interests and 

needs. 
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Table 6.9. Quotes, Incidents, and Examples from School Leaders 

School Leaders & 
Their Participation in 
CSF or Leadership 

Quality 

Indicators of 
Collaboration Quotes, Incidents, and Examples 

Participant A: 
Circle of Voices 

1. Listen and respect 
individual interests 
and needs 

I have started using the “Circle of Voices” in my 
department meetings as it allows every single 
member in the team to share their thoughts. They 
not only have a chance to share the school 
challenges and suggestions from their views, but 
the school also receives new information about the 
challenges we are facing from very fresh 
perspectives. 

Participant B: 
Dialogue  

1. Solve the problems 
or conflicts  

2. Foster a healthy 
system  
 

It is not about sitting and listening to the lecture. 
The important part is idea sharing and 
collaborating which it helps foster learning from 
experiences both of ours and guest speakers. Some 
challenges seem to be difficult to overcome but if 
we brainstorm with others from different schools, 
the new perspectives and solutions emerge. 

Participant B:  
Communication 
Leadership—Active 
Listening  

1. Foster a healthy 
system  

2. Listen and respect 
individual interests 
and needs 

3. Support followers’ 
growth based on 
their interests and 
needs 

I shift the way I assign the project to my team. 
Instead of working and assigning the project by 
myself, I start with sharing the details of the 
project with my team. Then I listen to what they 
think. They actually know more than me. They are 
the ones at the front line. At the end, I summarize 
their thoughts into an action plan, allocate tasks to 
individuals and put the timeline of the project on 
the big calendar in our office. 

 

Summary. There were two influencers fostering Collaboration, defined as the most 

appropriate strategy for conflict resolution (Lewicki et al., 2011; Ury et al., 1988). The 

first are the active learning activities under CSF—Reflection, Dialogue, and 

Collaboration, including Circle of Voices and Dialogue. The second is Communication 

Leadership—active listening in which school leaders reported active listening helped 

them improve Collaboration. 

Confident Leadership 

Sashkin and Sashkin (2003) defined Confident Leadership as possessing and 

demonstrating self-confidence. Table 6.1 illustrates that seven of eight junior school 
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leaders (or 87.5%) perceived that their Confident Leadership improved after attending the 

AL program. While there might be many reasons why their Confident Leadership may 

have improved, for an explanation, I will take a look through the lens of transactional and 

transformational leadership and their connection to the AL program. 

Transformational leaders are not only confident in themselves but also in their 

followers. Sashkin and Sashkin (2003) explained that the success of leaders could be 

predicted by their power in situations. The “power need” is the amount of power we all 

feel in order to be able to control our lives and, when necessary, those of others. And this 

sense of power is what substantiates the confidence that is at the root of each individual’s 

character. Bandura (2001) called people’s confidence in their ability to perform a task, 

Self-efficacy or Agency—a feeling of confidence in being the agent of one’s own 

destiny. Self-efficacy helps people shape and adapt themselves through both their own 

direct efforts and their impact on other determinants of success; such involvement in 

activities and with people leads to their personal development (Bandura, 2001). Both self-

confidence and self-efficacy are characteristics of transactional leadership in which these 

characteristics helped empower leaders to achieve their own tasks and develop their own 

capabilities (Bandura, 2001; Sashkin & Sashkin, 2003). 

Seen through the lens of transformational leadership, transformational leaders are 

ones who can transform and empower their followers to be confident in themselves. 

They, themselves, are confident in their people and allow their people to have important 

roles working on crucial tasks (Bennis & Nanus, 1997; Sashkin & Sashkin, 2003). 

Bennis and Nanus (1997) elaborated on transformational leaders exhibiting 

Confident Leadership as the ones who are confident in being able to create situations 

enabling their followers to work effectively, achieve success, and collectively gain more 

confidence. Moreover, they minimize risk by making sure that their empowered 

followers are equipped with the knowledge, skills, and resources they will need to 

succeed. Sashkin and Sashkin (2003) highlighted that just praising and telling followers 
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they can succeed is not a transactional leadership quality; by contrast, transformational 

leaders with Confident Leadership put followers into situations in which they can succeed 

and gain self-esteem, self-efficacy, and self-confidence. 

In short, Confident Leadership as a transformational leadership characteristic of 

leaders who create opportunities and empower their followers to work on assigned tasks 

that allow their followers to stretch their capabilities to achieve the tasks and, in the 

process, gain more confidence and strengthen their potential to become confident leaders 

themselves. 

CSFs that fostered Confident Leadership. Like other leadership qualities 

discussed earlier, I employed Dedoose data analysis to examine the relationship between 

CSFs and perceived improvement in leadership qualities by counting the number of 

participants who registered that the leadership quality had, indeed, improved due to a 

particular CSF. 

As illustrated by the categories and numbers in Table 6.10., the AL participants 

described that their Confident Leadership improved because of two key components of 

the AL program. The first comprises two CSFs: Reflection, Dialogue, & Collaboration: 

influenced by R&D (5), Circle of Voices (4); and AL Program Design & Characteristics: 

 

Table 6.10. Influences that Helped Improve Each Leadership Quality 

Leadership Qualities Improved  Influences that Helped Improve Each Leadership 
Quality  

Confident Leadership (26) CSFs 
1. Reflection, Dialogue & Collaboration: Reflection 

& Dialogue (5), Circle of Voices (4) 
2. AL Program Design & Characteristics: AL 

Learning Activities & Design (6) 
Leadership Qualities 
1. Communication Leadership 2: Listening actively 

to what others say (5) 
2. EQ: Empathy (3) 

 
*The number in the parentheses (#) illustrates the number of participants holding a view 
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or views.  

AL Learning Activities & Design (6). The second component is leadership qualities that 

themselves strengthen Confident Leadership; these are Communication Leadership-

Active Listening (5), and Emotional Intelligence (EQ)-Empathy (3). 

School leaders reported that they improved in Confident Leadership through 

attending AL program (Hartog et al., 2014; Lee, 2005) and its active learning activities: 

R&D (Freire, 2000; O’Neil & Marsick, 2007; Phillips, 2011) and Circle of Voices 

(Brookfield & Preskill, 2016). Moreover, AL helped foster the improvement in 

Communication Leadership (Active Listening) and EQ-Empathy (Butterfield, 1999; 

Choi, 2005; Lee, 2005; Marquardt et al., 2003; Raudenbush & Marquardt, 2003), which 

led to strengthening their Confident Leadership.  

Table 6.11 shows the quotes, incidents, and examples that describe the relationship 

between the result of attending the AL Program and its learning activities and the 

improvement in Confident Leadership as a transformational leadership characteristic: a 

character of the leaders who create opportunity and empower their followers to work on 

the assigned tasks that allow their followers to exercise their capability to achieve the 

tasks and also gain more confidence and strengthen them to become confident leaders. 

In addition to CSFs, school leaders reported that the perceived improvement of 

their Communication Leadership—Active Listening and Emotional Intelligence—

empathy helped strengthen their Confidence Leadership as a transformational leadership 

characteristic. Table 6.12 exemplifies the quotes and incidents that describe the 

relationship between the influences of other leadership qualities and perceived 

improvement in Confident Leadership. 
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Table 6.11. Quotes, Incidents, and Examples from School Leaders  

School Leaders & 
Their Participation 

in CSF or 
Leadership Quality 

Indicators of Confident 
Leadership Quotes, Incidents, and Examples 

Participant A: 
AL Program 
Learning Activities 
and Design  

1. Allow their followers to 
exercise their capability 
to achieve the tasks  

AL allows me to think and work with others to 
finish the complex problem. It helps me change 
the way I lead my team in the school. I shall 
also allow my team to work on more 
challenging problems so they can learn. 

Participant B: 
Reflection & 
Dialogue  

1. Create opportunity and 
empower their followers 
to work on the assigned 
tasks  

2. Allow their followers to 
exercise their capability 
to achieve the tasks  

3. Help their followers to 
gain more confidence and 
strengthen them to 
become confident leaders 

I didn’t give him (junior staff) any advice 
immediately. I just asked him and his 
colleagues to think about his problem, his 
actions, and the outcomes. … think quietly for 
at least one minute. Then he started sharing his 
thoughts. Others also shared their thoughts. … 
They feel more confident that they could come 
up with the solutions by themselves without 
my advice. 
 

Participant C:  
Circle of Voices  

1. Create opportunity and 
empower their followers 
to work on the assigned 
tasks  

2. Allow their followers to 
exercise their capability 
to achieve the tasks  

3. Help their followers to 
gain more confidence and 
strengthen them to 
become confident leaders 

There is one time that I use Circle of Voices to 
talk with the teachers who oversee all 
dormitories in the school. It helps junior 
teachers to speak out and share their problems 
and frustration. Then they also talk about best 
practices that have been done in their 
dormitories. So they learn from each other and 
try out what they learn in their own dorm. 
Many of them successfully solve the problems 
with the support from people in that small 
circle. Then in the following Circle of Voice, I 
observe my junior staff become more confident 
and freely exchange ideas.  
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Table 6.12. Quotes, Incidents, and Examples from School Leaders 

School Leaders & 
Their Participation in 
CSF or Leadership 

Quality 

Indicators of Confident 
Leadership Quotes, Incidents, and Examples 

Participant A:  
Communication 
Leadership - Active 
Listening  

1. Create opportunity 
and empower their 
followers to work 
on the assigned 
tasks  

2. Allow their 
followers to 
exercise their 
capability to 
achieve the tasks  

3. Help their 
followers to gain 
more confidence 
and strengthen 
them to become 
confident leaders 

As a school administrator, I need to get the thing 
done on time perfectly. In the past, I made sure that 
the tasks are assigned and each individual works 
on the assigned task correctly. … I think I have 
changed. Now, if it is an annual project that we 
have done before. I will not work on it. I call a 
meeting with my team and listen to what they think 
about this project and how to make it happen this 
year. I might add some comments, but they are the 
ones who finalize the plan and implement. After 
that, I will observe them and make sure that they 
will not fail. Sometimes I might ask them some 
questions to help them think and improve their 
work. So they can get the project done 
successfully. 

Participant B:  
Emotional 
Intelligence - 
Empathy  

1. Create opportunity 
and empower their 
followers to work 
on the assigned 
tasks  

2. Allow their 
followers to 
exercise their 
capability to 
achieve the tasks  

3. Gain more 
confidence and 
strengthen them to 
become confident 
leaders 

I started talking with her (a junior follower) not 
only about work but also her personal life. I hear 
her limitation, struggling and challenges, 
especially about her career path. I have tried to 
motivate … support her to work on her portfolio 
which will be used for applying for a position … 
civil servant. At first, she doesn’t think that she 
can do it. I tell her… you need to start with this 
and that. Just do only this first. Once she finishes 
the first part, then I let her do more by herself. In 
the end, she can finish it on her own. She 
becomes more confident in herself, not acting like 
a junior. She is now ready to apply for a civil 
servant position. 
 

 

Summary. Confident Leadership as a transformational leadership characteristic 

of leaders who create opportunity and empower their followers to work on assigned tasks 

exercising their capabilities to successfully achieve the tasks and, in doing so, also gain 

more confidence and empower them to become confident leaders (Bennis & Nanus, 

1997; Sashkin & Sashkin, 2003). There were two components of the AL program that 
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fostered Confident Leadership. The first is the AL program design and its active learning 

activities: Reflection & Dialogue and Circle of Voices. The second comprises leadership 

qualities that help improve Confident Leadership: Active Listening and Empathy. 

Summary of Research Question 2 

This section aimed to analyze and gain an in-depth understanding of what and how 

CSFs helped foster the top four leadership qualities that participants perceived as 

improved after attending the AL program: Communication Leadership, Caring 

Leadership, Collaboration, and Confident Leadership. First, Communication Leadership: 

Communication skills are the foundation of both transactional and transformational 

leadership. AL not only helped participants improve their communication skills, but also 

attending AL and its active learning activities (Circle of Voices, Reflection & Dialogue 

(R&D), Fishbowl) helped improve Communication Leadership to the point that it could 

be considered transformational leadership behavior: key skills enhanced were focusing 

attention, making complex ideas clear, enabling others to act, fostering collaboration, and 

strengthening others. 

Second, Caring Leadership: Caring Leadership is a transformational leadership 

behavior in which leaders respect their followers, including their differences, value 

others’ skills and abilities, and provide an inclusive, harmonious working environment. 

Three components of the AL program that enhanced Caring Leadership in this study were 

(1) attending AL and working with others on the AL project, (2) active learning activities 

like R&D, Circle of Voices, Theatre of the Oppressed, Hogan Assessments, and 

Excursion, and (3) development of leadership qualities like empathy and active listening. 

Third, Collaboration: Since there were significant conflicts among SS schools, 

Collaboration was needed as the most appropriate strategy to accomplish conflict 

resolution. Two key components of the AL program fostered Collaboration: (1) active 
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learning activities like Circle of Voices and Dialogue, and (2) Communication 

Leadership—Active Listening. 

Fourth, Confident Leadership: Transformational leaders with Confident Leadership 

are those who empower their followers to exercise their capabilities to achieve success in 

accomplishing their assigned tasks, and thereby gain more confidence. There were two 

components that fostered Confident Leadership: (1) active learning activities: R&D and 

Circle of Voices, and (2) leadership qualities like Active Listening and Empathy. 

Chapter VI Summary 

This chapter has presented the analysis and synthesis of the findings from 

Chapters IV and V, along with an in-depth discussion of this study’s two research 

questions (RQ). 

The first, RQ 1, is how much, and in what ways participants perceived their 

leadership improved. On one hand, most junior participants reported improvement in 

their Communication Leadership, Collaboration, and Confident Leadership, which they 

were able to effectively transfer to their workplaces. Accomplishing the latter can be 

explained via the lens of Asian school culture characteristics and the presence of all key 

transfer of learning components: opportunity of application, transfer partnerships, and 

self-efficacy. On the other hand, a majority of senior school leaders reported 

improvement only in their Caring and Communication Leadership, which can be 

explained by again looking through the lenses of Asian school culture as well as social 

action. While the school leaders, in total, perceived that nine leadership qualities 

improved in general, their staff who work under them observed improvement in only one, 

Capable Management. This general lack of parallel perceptions by the staff could be 

understood, again, by examining possible causative factors by looking through the lenses 
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of both Asian school culture and the transactional and transformational leadership 

theories. 

The second research question, RQ 2, addressed what and how CSFs helped 

improve the top four leadership qualities: Communication Leadership, Caring 

Leadership, Collaboration, and Confident Leadership. Seen through the lens of 

transactional and transformational leadership behaviors, Communication Leadership was 

enhanced by participating in the AL program and its active learning activities like Circle 

of Voices, Reflection & Dialogue (R&D), and Fishbowl. Through another lens, that of 

transactional and transformational leadership characteristics, Caring Leadership was 

strengthened by (1) attending AL and working with others on the AL project, (2) active 

learning activities like R&D, Circle of Voices, Theatre of the Oppressed, Hogan 

Assessments, and Excursion, and (3) development of leadership qualities like empathy 

and active listening. Through another lens, that of conflict resolution theories, 

Collaboration was fostered in the program by (1) active learning activities like Circle of 

Voices and Dialogue, and (2) Leadership Quality-Active Listening. Finally, through the 

lens of transactional and transformational leadership, the characteristics of Confident 

Leadership were reinforced by (1) active learning activities: R&D and Circle of Voices, 

and (2) leadership qualities like Active Listening and Empathy. 

In the next chapter, I will conclude the study, discuss the limitations, and suggest 

the recommendations for future work by: (1) scholars and researchers in the fields of 

adult learning, (2) AL practitioners, and (3) policymakers at Thailand’s Ministry of 

Education. 
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Chapter VII 

CONCLUSIONS AND RECOMMENDATIONS 

The purpose of this study was to examine whether and how Action Learning (AL) 

helped foster perceived improvement in their participants’ leadership and what Critical 

Success Factors (CSFs) participants perceived to be essential to their learning that 

influenced the improvement. This section will discuss my revised conceptual framework, 

conclusions about the important findings of the study, and recommendations for (1) AL 

designers and practitioners in developing countries, and AL program designers and 

practitioners worldwide; (2) political heads and administrators at Thailand’s Ministry of 

Education; and (3) future research. 

The Revised Conceptual Framework 

My original conceptual framework depicted leadership development as a linear 

process (see Figure 7.1). The primary initial focus was on aspects of adult learning theory 

and features of Action Learning (AL) that might help foster transactional and 

transformational leadership behaviors and characteristics encompassed by Visionary 

Leadership Theory as articulated by Sashkin and Sashkin (2003). 

From the findings, analysis, synthesis, and discussion that ensued in the course of 

study conduct, there emerged evidence that how the leadership qualities were learned and 

improved via attending the AL program was more complicated and less linear than the 

original conceptual framework conveyed. Importantly, while the original conceptual 
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Figure 7.1. Original Conceptual Framework 

 

framework started with adult learning theories and the AL program as bedrock, this 

conceptual framework was greatly modified and elaborated in the course of project 

planning and implementation, in its final iteration starting with participants (senior and 

junior leaders) and their context (culture, Power and Authority in the schools). These two 

factors determinatively influenced the school leadership development process before, 

during, and after the AL program (see Figure 7.2). 
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Figure 7.2. Modified Conceptual Framework 
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Moreover, an early needs assessment via the Index of Content Validity (Lynn, 

1986) was crucial to determine which leadership qualities were most important and 

relevant for program participants in their particular context. With the limited time and 

resources, all involved in project design agreed that development of a maximum of three 

leadership qualities could be focused on in the AL program. 

In the course of program planning and conduct, negative social factors were 

recognized as a potentially outcome-impacting force. Data from the study indicated 

relatively ubiquitous oppressive situations in the participating schools. The experiences 

and insights that participants gained from Theatre of the Oppressed and other active 

learning activities enabled them to more deeply understand the oppressive conditions in 

the schools and provided the opportunity for dialogue that drove acting for change. And 

thus, social action theories were incorporated along with the current adult learning 

theories: situated, informal, experiential, and transformational. Finally, Transfer of 

Learning (TOL) components (opportunity of application, transfer partnerships, and self-

efficacy) also had to be included in the AL program to ensure that leadership qualities 

learned and improved from the AL program could be successfully transferred to and used 

effectively in the workplaces. 

As seen in Figure 7.2, the modified conceptual framework was grounded in  

participants and their context as the key influences in this study: (1) seniority of 

participants and (2) culture, conflict, Power and Authority in the schools. This study 

employed Visionary Leadership Theory (VLT) as a comprehensive set of transactional 

and transformational leadership behaviors and characteristics (Sashkin & Sashkin, 2003) 

that had been factors researched in an earlier Action Learning study in the developed 

world. In order to design an effective AL program with limited time and resources, a 

needs assessment was employed, using the Index of Content Validity (CVI) (Lynn, 1986) 

as the needs assessment instrument to identify which leadership qualities were thought by 

professional and lay experts to be most important and relevant for participants in their 
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contexts. CVI findings confirmed three top VLT leadership qualities as most needed in 

the Golden Triangle: Caring, Visionary, and Principled Leadership.  

The AL designers then developed the program to focus on strengthening these 

three leadership qualities via participant engagement in activities spanning the range of 

adult learning theories and practices: (1) Situated Learning (Brown et al., 2001; Clancy, 

1997; Lave, 1988; Wilson & Meyers, 1999); (2) Informal and Incidental Learning 

(Marsick & Volpe, 1999; Marsick & Watkins, 1990); (3) Experiential Learning (Dewey, 

1938; Kolb, 1984); (4) Transformative Learning (Mezirow, 1991, 1996, 2000); and 

(5) Social Action (Freire, 2000). 

In order to ensure that participants could successfully employ what they learned in 

the AL program back in their workplaces, three key components of Transfer of Learning 

(Broad, 1997; Holton & Baldwin, 2003) had to be considered and also put in place: 

(1) Opportunity of Application (Newstrom, 1984); (2) Transfer Partnerships (Brinkerhoff 

& Montessino, 1995; Taylor, 2000; Tracey et al., 1995); and (3) Self-efficacy (Bandura, 

2001; Noe & Schmitt, 1986). 

Conclusions 

1. Recognition of the impact of the Thai/Asian school culture on the development 

of leadership qualities in the AL workshop was one of the most significant inputs and 

outcomes of the study. In that culture, junior staff are expected to acknowledge the Power 

and Authority of their seniors and obey orders from them; questioning authority figures is 

considered impolite. Seniors expect unquestioned obedience from lower-status juniors 

(Gao et al., 1996; Hallinger, 2004). For those reasons, many junior school leaders felt 

uncomfortable and unconfident interacting with the senior teachers and authority figures 

in their schools. They interpreted the actions of senior teachers toward juniors through the 
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lens of social justice after their participation in Theatre of the Oppressed and other related 

learning activities (Boal, 1979; Freire, 1970; Schutzman & Cohen-Cruz, 1994). 

The design of the AL program enabled both the juniors and seniors to develop 

leadership qualities that could allow them to address such social issues in the school 

culture. A positive outcome of the AL program was that the three leadership qualities 

perceived as improved by the greatest number of juniors— Communication Leadership, 

Collaboration, and Confident Leadership—appeared appropriately targeted toward 

addressing issues in Thai/Asian school culture. In parallel, the greatest number of seniors 

perceived improvement in Caring and Communication Leadership, leadership qualities 

that would be expected to address the same hierarchy issues, but from a “top-down” 

direction. 

The impact of the school culture could also have influenced the outcome that 

school staff only identified one leadership quality as perceptibly improved among 

program participants. In line with persistent problems in the school operations and 

culture, the most sought-after leadership quality staff were looking for was improved and 

more efficient ordering—which Sashkin and Sashkin (2003) describe under Capable 

Management as the ability to perform basic administrative or managerial tasks. 

2. The design of the AL program, along with its learning activities (like Reflection 

& Dialogue, Circle of Voices, Fishbowl, Hogan Assessments, and Theory of the 

Oppressed [TO]) would seem appropriately directed toward some development of seven 

of the ten leadership qualities encompassed under VLT: Communication Leadership, 

Caring Leadership, Confident Leadership, Follower-centered Leadership, Capable 

Management, Visionary Leadership, and Principled Leadership. 

Interestingly, two “new” leadership capacities not subtended by Sashkin and 

Sashkin’s (2003) original ones “emerged” as operational in interviews. These were 

(1) Collaboration and (2) Emotional Intelligence (EQ), the latter including self-awareness 



 

 

205 

and empathy. These two leadership qualities appeared to have emerged in response to the 

inherently conflictual school culture that existed at the time. 

While Caring Leadership, Visionary Leadership, and Principled Leadership were 

confirmed by calculation of the Index of Content Validity (Lynn, 1986) as the three most 

important leadership behaviors for development by the school leaders in the Golden 

Triangle school context (see Table 4.3), and while these concomitantly were self-

perceived by some participants as showing development, only Caring Leadership was 

perceived by most (15 of 17, 88.24%) as one of the three qualities developed by the AL 

program (see Table 5.1). 

3. The design of the AL program helped support Transfer of Learning (TOL) 

(Baldwin & Ford, 1988; Bandura, 2001; Brinkerhoff & Montessino, 1995; Ford & 

Weissbein, 1997; Hirschfeld, 1990; Newstrom, 1984; Noe & Schmitt, 1986; Taylor, 

2000; Tracey et al., 1995) through opportunity of application, transfer partnerships, and 

self-efficacy. The participants felt they started applying what they learned and exercising 

their improved leadership qualities with their staff, students, and school principals when 

they returned to their schools. 

However, while the school leaders perceived that nine leadership qualities were 

transferred, their staff who worked under them observed only one, Capable Management, 

as being improved. Viewed through the lens of transactional and transformational 

leadership theories, this discrepancy would seem not unexpected. Capable Management 

is a transactional leadership behavior that could easily be improved and observed 

relatively quickly by others, while development of transformational leadership qualities 

by staff would require more participant effort and time (Bass, 1985, 1996; Burns, 1978). 

There were two groups of perceived Critical Success Factors (CSFs) that supported 

the development of leadership qualities. The first group consisted of the CSFs that 

fostered positive outcomes—ones that were perceived as improved by all or a majority of 

participants (see Table 5.7): 
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(1) AL Program Design and Characteristics, comprising: AL learning activities 

and design, working with others on the AL project, learning from experience, 

and working on the AL project 

(2) Reflection, Dialogue, and Collaboration learning activities, comprising: 

Reflection & Dialogue, Circle of Voices, & Fishbowl 

(3) AL Academic and Working Committee: guest speakers, lecturers, coaching 

and working committee 

(4) EQ and Caring learning activities: TO and Hogan Assessments 

(5) Organizational Culture and Values learning activities: Excursion & workshop 

on organizational culture & values 

The second group of CSFs were ones that were experienced as factors that could 

either lead to success or act as barriers. 

(1) Time: program schedule and program period during summer break 

(2) Localization and Adaptation of AL in Thailand 

(3) Power and Authority 

The details of how CSFs were perceived to have helped improve each leadership quality 

are documented in Appendix O. 

4. In addition to CSFs that foster leadership qualities, leadership qualities improved 

from the AL program also were perceived to have influenced and fostered the 

improvement of other leadership qualities, for example, AL was seen as fostering 

(1) Communication Leadership—active listening, and (2) EQ—empathy. And, in turn, 

these two acting in concert were thought to have helped to improve development of 

Confident and Caring Leadership. The details of these serial impacts are described in 

Appendix O. 
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Recommendations 

Based on the findings, analysis, synthesis, and discussion of this study, I have 

recommendations for the following three groups, and for future research: 

1. AL designers and practitioners in developing countries 

2. AL designers & practitioners worldwide 

3. Political heads and administrators at Thailand’s Ministry of Education 

4. Future research 

For AL Designers and Practitioners in Developing Countries 

1. Limit the development of the number of transformational leadership qualities in 

the AL program design. 

While AL design in this study aimed to foster three transformational leadership 

qualities (Caring, Visionary, and Principled Leadership), only one—Caring Leadership—

was perceived by participants as improved. 

AL is rooted in situated learning as well as informal and incidental learning 

through which AL participants experientially construct new knowledge, gain insights, 

and acquire skills collectively in real-work situations—allowing them to apply what they 

learn to real personal or organizational challenges in their workplace, as well, if relevant, 

in other parts of their lives (Lamm. 2000; Marsick et al., 2006; O’Neil & Dilworth, 1999; 

O’Neil & Marsick, 2007; Rahaman, 2013; Stein, 2001; Ward, 2008). As a result, 

successful AL requires learners to regularly attend the AL program and work on its 

problem and projects, while, at the same time, attending to urgent projects within their 

workplace responsibilities. Designers might do well to consider whether only one 

leadership quality should be focused on for development so that—if time and resources 

are limited—the AL program and its activities could be more focused in design and more 

efficiently implemented to improve the single-most needed leadership quality within 

available program time. One possible way to choose which leadership quality that would 
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be was to conduct a needs assessment. For this study, I employed the Index of Content 

Validity (CVI) (Lynn, 1986) to identify which leadership qualities were most needed for 

SS schools in the Golden Triangle.  

Considering that most schools for disadvantaged students in Thailand were 

understaffed, I obtained official approval from Thailand’s Ministry of Education (MOE) 

to allow school leaders the time and support necessary for them to participate in the 

program. Even so, many participants found they had to struggle to allocate time to attend 

the AL program, work on AL projects, and also handle their responsibilities back at their 

schools. It is clear that three weekend sessions during two months in summer break was 

not enough to foster all three leadership qualities to the degree we would have hoped. 

Thus, AL designers and practitioners in different situations should work closely 

with top local executives to examine which leadership qualities are really important and 

need strengthening for learners in their particular context. 

2. Not only co-designing with top executives but also with other experts in the 

context in which the AL program is to take place. 

AL designers and practitioners should get top executives of local organizations 

involved in the design process in order to enable the program to stretch the host 

organization, but not to break it in the end, facilitating success of the program (O’Neil & 

Marsick, 2007). 

For this study, I was able to enlist the support and some participation of the 

political head and top executives at MOE, who were involved since the beginning of the 

project in 2017 and through the AL program that took place in April 2019. During the 

two years of designing, planning, and execution, I observed significant organizational 

conflicts and leadership challenges in the schools. In order to make sure that the AL 

design would not only serve the goals of MOE, but also be suitably attuned to the needs 

and local context of the learners in the Golden Triangle, I invited experts within this 

particular Golden-Triangle-school-community context to join the advisory board in order 
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to inform an in-depth understanding of the context, along with collaborative co-design 

and modification of the AL program in concert with both the academic committee at TC 

and the academic and working committee in Bangkok. The members of this advisory 

board include retired school leaders, retired senior teachers, retired MOE policymakers 

and executives, local social entrepreneurs, and chief executives of sub-district 

administration organizations. 

Co-designing with a variety of experts allowed me to see other perspectives, school 

culture, and school challenges beyond those encompassed within the experiential scope 

of authority figures. This collaborative process with experts helped sharpen/improve the 

AL program, ensure transfer of learning into the workplace, and be unsurprised or 

incapacitated by the unseen challenges and “noises” that arose during the AL 

implementation, preparing us to successfully navigate a worst-case scenario. 

3. Providing more time and adaptability when localizing and implementing AL in 

the new context. 

While AL is well-recognized in developed countries like the U.S., Europe, and 

South Korea (Acker-Hocevar et al., 2002; Choi, 2005; Hartog et al., 2014; Knox, 2000; 

Lee, 2005; Rahaman, 2013; Raudenbush & Marquardt, 2003; Ward, 2008), it is 

considered new in developing countries with different cultures like Thailand. Many AL 

characteristics, methods, and materials were perceived as strikingly unfamiliar among 

learners and sometimes challenged their worldviews, cultures, and traditions—for 

example, working with others from diverse backgrounds on Assumptions and Questions 

(especially, questioning authority figures) and Reflection and Dialogue (R&D). 

Moreover, some of the learning activities embedded in typical AL design (like 

foundations of research methodology and organizational culture and values) could be 

perceived as very new for learners as well. (As noted in Chapter V, while many 

participants found these learning activities interesting and important for them, they felt 

they needed more time to digest and apply what they learned.) It is crucial, then, to 
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provide more time for learners to understand, adapt, and buy-into new ideas and apply 

what they learn in their particular context. Time and schedules used in the U.S. might be 

incompatible with local conditions; again, giving more time and reasonable/flexible 

program schedules is crucial. 

In addition, many AL characteristics, methods, and materials need to be localized, 

adapted, and modified according to the context, culture, and individual needs of learners. 

Surely, the examples used in the AL learning materials would have been understood and 

perceived as more relevant if fewer were derived from the U.S. and more came from 

local Thai organization.  

4. Distinguished guest speakers, senior school principals, and an AL working 

committee are particularly crucial program elements needed to foster transformational 

skills like Caring Leadership 

While AL and its active learning programs like R&D, Circle of Voices, Excursion, 

Hogan Assessments, and Theatre of the Oppressed helped foster Caring Leadership, there 

was evidence that participants were inspired by people behind the success and 

effectiveness of AL and these learning activities, including distinguished guest speakers: 

Dr. Chartchai Norasethaporn; senior SS school principals: Principal Sumon Monkhai, 

Principal Tom Sritipsak, Principal Mookda Kamvichit (Excursion – Starfish Country 

Home School), and Principal Narong Apaijai (Excursion – Bann Muang Kued School); 

and Lee Ayu Chuepa (social entrepreneur); and AL working committee, including 

Learning Coaches: Coach Jeab Praveenuj Visvaporabutr, Coach Iew Parinda Viranuvat, 

and Coach Charles Chaowat Tantivivathanaphand. 

In this program, their names, their stories, their leadership styles, and their working 

philosophies were mentioned again and again as inspirational in the CIQ interviews. In 

this case, their examples and insights appeared to inspire participants to shift away from 

the way they lead to become more caring. In summary, while the program designers may 

invest a great amount of time and resources in AL design and its learning activities, in 
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order to foster transformational leadership, people with a transformational leadership 

style—exemplified in their stories and articulated philosophy, and demonstrated in their 

interactions with AL participants—are invaluable models through which to foster 

transformational thinking, behavior, and characteristics in program participants. In sum, 

my view acquired in the course of this project is that recruiting the right persons to be 

guest speakers or to join the academic and working committees may be as important as 

design of the program itself. 

For All AL Designers and Practitioners Worldwide 

1. Incorporating CSFs into the AL design and implementation process  

Cited in Chapter V, there were two differing groups of CSFs. The first group 

consisted of the most impactful CSFs that fostered positive outcomes, and the second 

consisted of ones that can either lead to success or could be barriers. For consideration, 

then, there is more information about how CSFs helped improve each leadership quality 

and which leadership qualities themselves might catalyze the improvement in other 

leadership qualities. Details are available in Appendix O. In sum, AL designers and 

practitioners should carefully consider and choose CSFs in their design and 

implementation process to ensure the success of the program. 

2. Embedding Transfer of Learning components into AL design  

As cited in Chapter VI, AL can effectively provide Transfer of Learning (TOL) 

components: opportunity of application, transfer partnerships, and self-efficacy. In order 

to ensure that participants are able to apply what they learn in their workplace settings, it 

is crucial for AL designers to explicitly embed three key TOL components into the future 

design process. A few details: 

(1) Opportunity of application—Participants might be asked to work on 

assignments that require them to exercise what they learned back in their 

departments/schools in between the first and the second weekend sessions. 
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(2) Transfer partnerships—Participants and their sponsors (school principals) 

might be asked to have biweekly meetings to mutually update on the AL 

projects and possible solutions that may be employed in the schools—where 

the school principals could provide more insights and support to their projects. 

(3) Self-efficacy—Active learning activities that explicitly acknowledge self-

achievement and self-efficacy, like Positive Feedback and Appreciative 

Inquiry ,could be put in the first two weekend sessions in the program in order 

to help participants gain self-confidence in achievement throughout the 

program (the first and second sessions, not only in the last session). 

For Political Heads and Administrators at Thailand’s Ministry of Education 

1. AL is an efficient and effective method for school leadership development. 

Due to the presence of continuing conflicts and leadership challenges in several 

Suksasongkroa Schools (SS) in the north (Bangkok Business News, 2015; Jit Isara 

Chiangdao News, 2017; Thairath Online, 2015, 2016), there was a clear need for school 

leadership development and improved leadership quality in order to enable school 

administrators to solve these conflicts. 

Previously, formal training was the foremost method for conducting professional 

development programs. However, several weaknesses in this process had been observed. 

Among them were costs, time spent on such activities, and the lack of transfer of what 

was learned (Marsick & Volpe, 1999; Phillips & Phillips, 2002). Many participants in 

this study reported in their CIQ interviews that the formal training programs they had 

previously attended were lecture-based in classroom settings, and lacked both class 

participation and application of what was learned. When leaders trained in this way came 

back to their schools, they found themselves unsure that they had optimally learned and 

applied what they had learned effectively in their schools. 
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Studies in developed countries have confirmed that AL helps foster leadership 

behaviors, skills, competencies, and human qualities that lead to creation of a safe space 

and a supportive working environment for members in the organizations being assessed 

(Acker-Hocevar et al., 2002; Choi, 2005; Hartog et al., 2014; Lamm, 2000, Lee, 2005; 

Rahman, 2013) enabling direct and cost efficient transfer of learning to the workplace 

settings (Volz-Peacock et al, 2016; Ward, 2008; Yorks, Lamm, et al., 1999). 

As cited in Chapter V, the findings of this study provide the first available evidence 

that AL was different in process and outcome from the formal training programs 

participants had earlier attended. Now, there was good class participation, and the 

program created safe space for participants to share their thoughts and exchange ideas. 

Further, they were able to understand how to apply what they learned immediately by 

working on AL projects focused on their own school challenges. The similarity of these 

challenges in their different schools fostered collaboration in working with others from 

diverse backgrounds. 

AL created situations for participants to learn informally through working with 

others on the AL projects, and allowed them to gain knowledge, insights, and skills. In 

the end, AL helped improve their leadership behaviors and characteristics, enabled them 

to resolve conflicts in their organizations, and provided a collaborative working 

environment that facilitated direct transfer of learning to their schools. AL was thus 

perceived as an effective and efficient way for school leadership development in the 

Golden Triangle. 

2. The selection of “champions” (political heads and administrators) for an AL 

program in a developing world. 

There was a known crucial need for school leadership development in Thailand to 

help school leaders succeed in leading and empowering the schools (Gamage & 

Sooksomchitra, 2006). However, MOE’s professional development programs for 

pre-service and in-service school administrators throughout Thailand were operated and 
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perceived primarily as a means for implementing MOE policy within the Thai tradition of 

centralized bureaucracy in education (Hallinger, 2003). 

This study was approved by the previous Minister of Education, Dr. Teerakiat 

Jareonsettasin, and his executive, Dr. Boonrak Yodpetch, Secretary-General, Office of 

the Basic Education Commission (OBEC) in July 2017. In December 2017, this project 

was assigned to Dr. Suda Suk-Um, Director of Special Education Bureau (SEB) who, at 

that time, administered all SS schools throughout Thailand. She issued an official letter 

authorizing me to conduct the AL program with the school leaders in six participating 

schools and asking all six school principals to support this project. 

The AL program was conducted during April-May 2019, which was during the 

time of Thailand’s first election (March 24, 2019) after the military coup in 2014. The 

election led to the change of many MOE political heads and administrators. 

As a result, Dr. Suda Suk-Um was the only MOE administrator who remained in 

her position during conduct of the AL program. I invited her to participate and support 

the 17 participants from the six SS schools during both the opening ceremony and final 

project presentations. In the end, though, I was informed by her secretary that she had to 

remain on duty at MOE and could not attend either of these two important events. 

Moreover, among the six school principals enrolled, only two were able to fully 

participate in the AL program as discussed in the SEB’s official letter. The rest were 

either absent without notice or reported having urgent duties at the schools. 

Findings confirmed that the two senior school principals who fully engaged in the 

AL program have successfully inspired their school leaders and helped improve their 

leadership qualities. In addition, there was evidence that the solutions of AL projects 

were implemented in the schools with the support from both of them as transfer 

partnerships. Without the support from top leaders in the working environment, it is 

always difficult for learning to be employed in organizations (Taylor, 2000; Tracey et al., 

1995). 
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Afterword: This study was designed so as to conduct the posttest three months after 

conclusion of the AL program. At that time there was only limited information available 

about leadership improvement and career advancement after participants had come back 

to work in their schools. However, this recommendation was written, following intensive 

data analysis, in August 2020—or 15 months after conclusion of the AL program. By the 

time of this writing in Summer, 2020, I had been informed that leadership improvement 

was observed and career advancement had occurred, specifically among five participants 

from the two schools at which the school principals, who were their program sponsors, 

had highly engaged with designated activities of the AL program—as specified in the 

program design. Specifically, three (out of the five) participants are to be appointed as 

school principals within the next six to twenty-four months. In addition, inspired by their 

two school principals, the remaining two participants, who had been working as Acting 

Vice Principals (AVPs), decided to step up and take a bigger role by applying for the 

official position of Vice Principal (VP). Both of them just successfully passed through the 

VP recruiting process and are waiting for their official assignments to be VPs from MOE. 

Returning to analysis of data collected during or just after the AL program, several 

participants reported that they needed to skip some AL sessions due to urgent 

assignments at their own schools because the schools were understaffed and there was no 

one who could substitute for them while they attended the AL program. School principals 

gave greater priority to those assignments than to school leadership development. 

It was evident that the AL program had been supported by MOE political heads 

and administrators at the beginning in July 2017. When these executives were no longer 

in their previous roles where they had power and authority, this program started 

becoming of lower importance and receiving less attention, participation, and support 

from MOE. In addition, several school principals of the six participating schools started 

mirroring what their executives at MOE demonstrated. In the end, there were only two 

senior school principals who were there with their followers—17 participants. 
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There are several factors that should be considered in the selection of “champions” 

for future AL programs in Thailand: 

(1) Since some school leaders are embedded in the existing hierarchichal culture, 

whoever is chosen for this role needs to be sincere in supporting the learning 

and growing paths of school leaders. 

(2) Choose individuals who are viewed as change agents to help support the 

changes needed in the school context (O’Neil & Marsick, 2007). 

(3) Choose individuals likely to be able to handle the continual political changes 

in a developing country/ 

3. Recruit only school leaders who truly aim for career advancement to attend the 

program. 

For the AL program, school principals of the participating schools nominated their 

school leaders to attend. So 17 participants were assigned to attend the AL program, and 

attendance was perceived as another assignment from their supervisors. 

While many participants were willing and craving to learn, others felt they were 

forced to attend the program as an additional assignment on top of their workload at the 

schools. There were noises and disruptions in the first two weekend sessions in which 

learning coaches and I needed to persuade them to see the importance and benefits of the 

program as a means for personal and professional development. 

While, by the last weekend session, the AL program was perceived by most as an 

effective and efficient professional development method, as noted above, distractions 

caused by participants who were not interested, or even willing to learn during the first 

two weekend sessions, had impeded the learning and growth of the rest and, as well, 

consumed a great amount of time and energy of the AL working committee. 

The presence of these disruptive individuals who were selected by school 

principals as participants may actually have reflected reaction to an implicit, though not 

verbally expressed attitude “buried” in the letter of authorization for conduct of the AL 
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program issued by the MOE—one reflecting typical Asian school culture—of simply 

ordering compliance that ignored individuals’ needs/interests. 

In addition to interviewing the participant candidates, the school principals of these 

candidates should also be interviewed in order to ensure that they are willing and will be 

able to take on the role of sponsors who participate actively in the AL program and 

provide sufficient support and resources for their followers while attending AL. 

Finally, all successful candidates and their sponsors should sign a contractual 

agreement to fully engage in and support the program. Because participation might be 

perceived as an additional task on top of their workload, I suggest providing a stipend for 

all participants as a reward. 

For Future Research 

1. Future research is needed to examine the maintenance and development of 

leadership—particularly of the democratizing transformational kind. 

This study was limited to assessing the perceived improvement of leadership 

qualities three months after the program. It is crucial to investigate the maintenance of 

transfer of learning in the schools over a longer period of time. 

As cited in Chapter VI, only one leadership quality improvement in participants 

was perceived by staff—Capable Management, a transactional leadership behavior. More 

socially desirable transformational leadership requires more time and effort by both 

program staff and participants to improve—and, as noted, still more time to be perceived 

by others affected. More research is needed to confirm achievement of the positive results 

of leadership development that were perceived in this study, especially those that were 

transformational. 

2. Future research is needed to validate the discrepancy between the findings 

from CIQ Interviews and the Self-administered Surveys. 
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This study employed the findings from CIQ interviews collected from the 17 

participants as the primary source of data and self-administered surveys collected from 

the same 17 and their 51 staff as the secondary source of data. The findings from these 

two data collection methods were different. The findings from CIQ interviews confirmed 

a higher number of leadership qualities improved than the findings from the self-

administered surveys.  

Future research is needed to explain this discrepancy. There are two possible ways 

to explore this question more precisely. First, conduct a pretest and posttest for both CIQ 

Interviews and self-administered surveys in order to accurately compare the findings 

between the pretest and posttest for both data collection methods and again compare the 

degree of perceived leadership improvement found by each. 

Second, since the posttest of this study was conducted only three months after the 

conclusion of the AL program it is possible that—over a longer period of time,—AL 

participant leadership improvement might not only be enhanced but it might also be more 

clearly perceived by staff in the future. Thus, longitudinal studies (i.e., six months, one 

year, two years) are suggested.  

3. Future research is needed to develop a broader array of baseline data. 

While this study collected such data through self-administered surveys to examine 

to what extent participants believed they exhibited each leadership characteristic/behavior 

with their staff in the school, not only were the data “perceptual,” the sample size was 

also too small to meaningfully apply quantitative analysis—preventing any reliable 

extrapolation to a wider sample. 

4. Future research is needed to examine the link between AL design and the needs 

of participants and their context. 

This study aimed to examine how leadership qualities could be improved by an AL 

program. There was evidence that participants (seniority issues) and their context 
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(conflict, culture, power and authority) influenced the improvement of leadership 

qualities before, during, and after the program. 

Since the initial design of this study did not take these issues and context into 

account, future research should examine the link between AL design and both factors, as 

well as others that emerge over time. The design could address (1) how AL leadership 

development programs could more effectively be designed to serve the needs of 

participants in their context, and (2) how authority figures could play a more appropriate 

role to help foster leadership development in the system. 

5. Future research is needed, too, to assess the link between AL design and 

transformative learning and social action. 

The context of the schools (conflicts, authority, and power), along with the needs 

of participants in leadership development, inspired me to examine the use of AL to find 

the potential of implementing AL in Thailand. Cited in Chapters V and VI, many findings 

confirmed the perception of learning and, in light of the traditional high power distance in 

traditional Thai culture, a somewhat surprising apparent shift by participants in their 

usual operational subservience to hierarchy. Whether this immediate change might 

represent even a significant first step along Mezirow’s path toward “Transformation,” or 

even whether it would persist over time and, further, could be successfully transferred 

from participants to staff or others with whom the participants interact, remains an area 

for future research. 
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Appendix A 
 

Matrix of Action Learning Studies 
 

Author Acker-Hocevar, 
Pisapia, Coukos-

Semmel, 2002 
Choi, 2005 Hartog, Rigby, & 

Wilson, 2014 
Lee, 2005 Leithwood and 

Jantzi, 1990 
Rahaman, 2013 Raudenbush, & 

Marquardt, 2003 
Ward, 2008 

Title  Bridging The Abyss: 
Adding Value and 

Validity to 
Leadership 

Development 
through Action 

Learning 

A Case Study of An 
Action Learning 

Program: Can 
Action Learning be 

An Approach to 
Enhance A 

Manager’s Coaching 
Skills? 

Leadership 
Development: 

Action Learning, 
Austerity and 

Change in the Public 
Sector. What have 

we learned? 

A Case Study of 
An Action 

Learning Program 
with regards to 

Leadership 
Behaviors and 
Characteristics 

Transformational 
Leadership: How 

Principals Can Help 
Reform School 

Cultures 

The Influence of an 
Action Learning 

Process on 
Transformative 
Learning and 

Leadership Behavior 
in a Government 

Agency 

Growing Leaders 
at The U.S. 

Department of 
Agriculture: A 
Case Study of 

Leadership 
Development 
Using Action 

Learning 

Assessing Learning 
Transfer and 
Performance 

Improvement in An 
Action Learning 

Leadership 
Development 

Program 
Design A case 

study/qualitative 
research 

A case 
study/qualitative & 

quantitative research 
A case 

study/qualitative 
research 

A case study 
design/qualitative 

research 
A qualitative study A phenomenological 

study/qualitative 
research  

A case 
study/mixed 
qualitative & 
quantitative 

research 

A case 
study/qualitative & 

quantitative research 

Samples 47 doctoral 
education students 

who were practicing 
administrators or 
teacher leaders. 

19 program 
participants were 

middle-upper-level 
managers at a 

company in Korea 

60 local government 
managers in a UK 

children and 
families department 

16 program 
participants at a 

company in 
Korea. 

12 schools were 
selected, with 133 

interviews 
conducted 

10 leaders from a 
government agency 

in the U.S. 
14 managers from 

the National 
Agricultural 

Statistics Service, 
NASS.  

14 leaders and 
managers of a large 

multinational 
pharmaceutical 

organization 
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Author Acker-Hocevar, 
Pisapia, Coukos-

Semmel, 2002 
Choi, 2005 Hartog, Rigby, & 

Wilson, 2014 
Lee, 2005 Leithwood and 

Jantzi, 1990 
Rahaman, 2013 Raudenbush, & 

Marquardt, 2003 
Ward, 2008 

Context Participants worked 
on sets of actual 

problem provided by 
school districts, and 

a community 
college. The first 

class has 40 students 
divided into six AL 
sets working on six 
problems offered by 

public school and 
community college 
clients. The second 

class consisted of 17 
students working in 
three sets of three 

educational 
challenges. 

19 leaders in a 
financial firm of 

Fortune 500 
company in Korea. 

The program is 
conducted in the 

context of austerity 
measures - budget 

cuts, service 
reorganization, and 

redundancies. 

Upper middle 
managers who are 
potential leaders 

in the largest 
financial 

companies in 
Korea which are a 

Fortune 500 
companies. 

Out of the 12 
schools across 

southern Ontario. 
- 6 was from a larger 

project on school 
improvement 
sponsored by 

Ontario’s Ministry 
of Education 

- 6 not related to this 
project but known to 
have been involved 

in improvement 
efforts.  

10 leaders are 
considered at the 

senior level of 
management, with 
the rank of senior 

executive service, or 
be at the GS-15 
level with cross-

functional and cross-
hierarchical 

responsibilities 

NASS is a 
decentralized 

agency of USDA, 
employing 

approximately 
1,100 employees, 

located in 
Washington DC, 

and 46 field 
offices nearly 

every US state.  

14 participants were 
3 vice presidents, 5 

directors, and 6 
managers from a 

variety of functions 
of ABC 

Pharmaceutical, a 
division of a large 

multinational 
pharmaceutical 

organization 

Methods Data collection 
consisted of 
participants’ 

learning journals, 
team process survey 
reports, evaluations 
by professors and 
clients, and focus 
group interviews. 

Self-administered 
surveys and 

interviews were 
used as primary 
data. Document 

analysis, and 
observations were 

supplementary. 

20 one-on-one 
interview Two focus 

groups (16 
participants in each 
group) 360 degree 

feedback on 
individual 

leadership styles and 
organizational 
climate tool 

Primary source of 
data is self-

administered 
surveys - 
Visionary 

Leadership 
Theory, VLT 

questionnaire, of 
all 16 participants 
at four points in 
time and nine 

individual 
interviews three 
weeks after the 

program; 
document review, 
and observations 
is supplementary. 

Semi-structured 
interviews for 133 

people: 
 

(a) members of any 
committee set up 
specially for the 

school improvement 
effort 

(b) classroom 
teachers not on such 

a committee 
(c) the principal 

A phenomenological 
approach of 
interviews 

(Moustakas, 1994) 
consists of: 

In-depth interviews 
held after six action 

learning sessions 
Observation 

Interviews and 
surveys were 

collected before, 
during and after 
the AL program, 

focusing 
participants, their 

colleagues, 
superiors, and 
subordinates. 

There were 4 
methods for data 

collection, including 
semi-structured 
interviews with 
participants and 
their managers, 
critical incident 

questionnaires (one 
co-worker per 

participant), Profilor 
multi-rater 
instrument 

(participants, direct 
reports, peers, and 

manager), and 
document review. 
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Author Acker-Hocevar, 
Pisapia, Coukos-

Semmel, 2002 
Choi, 2005 Hartog, Rigby, & 

Wilson, 2014 
Lee, 2005 Leithwood and 

Jantzi, 1990 
Rahaman, 2013 Raudenbush, & 

Marquardt, 2003 
Ward, 2008 

Key 
Findings 

The finding revealed 
that AL program(1) 

appeals to most 
participants and 

provides pathways 
to the workplace 

(3) allows students 
to apply their 

previous learning to 
real problems, and 

provides insights for 
the organizational 

changes in 
educational 

institutions(4) 
enhances 

participants’ to 
understand 

themselves as 
leaders to deal with 

ambiguity and 
adversity 

(5) helps leaders 
build community 

and foster 
relationships with 
local educational 

agencies 

(1) Improved 
coaching skills were 

found including 
relationship 

building, setting and 
communicating 

clear expectations, 
observational skills, 

analytical skills, 
listening skills, 

questioning skills, 
feedback skills and 

creating a supportive 
environment. 

(2) Importantly, the 
highest degree of 

improvement were 
listening skills, 

creating a supportive 
environment, 

questioning, and 
relationship 

building. 

(1) AL assignments 
help embed the 

learning in the work  
(2) AL help (1) 

increasing 
confidence in 
leading and 

managing people, 
and (2) letting go 

and delegating  
(3) The context of 

austerity in the 
public sector affects 

the personal and 
emotional demands 
of learners and their 
learning experiences  

(4) AL process 
provides a safe 

space for reflection 
and the containment 

of anxieties 

(1) All ten 
leadership 

behaviors and 
characteristics of 

visionary 
leadership theory 

had improved 
through AL 

program. 
Specifically, AL 

participants 
perceived that 

communication 
leadership is 

highly influenced, 
while other 

elements had been 
more likely 

influenced by AL, 
including, 
visionary, 

follower-centered, 
reward equity, 

caring, and 
confident 

leadership. 
(2) Questioning 
and reflection 

component in AL 
program affected 

changes in 
leadership. 

(3) Four key 
themes ineffective 

aspects or 
activities as high 
workload, time 
limitation, the 
makeup of the 

group, and 
insufficient AL 
coaching skills.  

(1) Collaborative 
staff culture helps 

foster practices most 
conductive to the 

types of both student 
and staff 

development, which 
are the focus of 
school reform 

efforts. 
(2) A conception of 

leadership as 
“transformational” 
suggested strategies 
most likely to foster 
the development of 

collaborative 
cultures. 

(3) 6 factors that 
foster collaborative 

cultures include: 
- strengthening the 

culture 
- using bureaucratic 

mechanisms 
- fostering staff 

development 
- frequent and direct 

communication 
- sharing power and 

responsibility 
- using rituals and 
symbols to express 

cultural value 

(1) Individual and 
organizational 

context along with, 
and Action Learning 

(AL) program 
provided the 

conditions, and 
influenced the 

degree of 
Transformative 

Learning (TL) that 
participants 
experienced  

(2) Participants 
learned from 

different 
perspectives, 

nevertheless, not all 
participants 

experienced TL  
(3) Participants who 
experienced all or 
some elements of 

TL developed 
transformative 

leadership behaviors 

An increased 
growth in the self-

selected 
leadership skills, 

including 
communication 

(listening, 
questioning, & 
speaking), team 

building, & 
conflict 

management AL 
processes that 
increased the 

leadership 
competencies are 

learning from 
each other, taking 

actions, asking 
questions, 

listening, and 
observing. 

(1) 50-80% 
competencies 

learned from the 
program were 
transferred to 
participants 

workplace setting 
results in perceived 

performance 
improvement 

(2) Reflective and 
critical reflection 

have transferred in 
an iterative process 

rather than as 
separate 

competencies 
(3) Organizational 
climate factors and 

program design 
elements were 
perceived as 
enhancers for 
transfer and 
sustaining of 

learning over time 
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Author Acker-Hocevar, 

Pisapia, Coukos-
Semmel, 2002 

Choi, 2005 Hartog, Rigby, & 
Wilson, 2014 

Lee, 2005 Leithwood and 
Jantzi, 1990 

Rahaman, 2013 Raudenbush, & 
Marquardt, 2003 

Ward, 2008 

Implication  AL should be 
embedded into the 

curriculum design of 
educational 

leadership programs 
for doctoral 

students. Qualitative 
and quantitative 

research methods 
should be taught 

before AL programs 

AL can be an 
effective means to 

develop and enhance 
a manager’s 

coaching skills 

(1) AL programs 
provides a safe 

space for learning in 
the context of 

austerity and change 
in public sector that 

emotional 
containment and 

emotional laboring 
in action learning 
sets have revealed 
power relations. 

(1) AL program 
needs to be 

designed and 
implemented to 
maximize the 

needed leadership. 
(2) In order to 

influence change 
in leadership, 

more 
opportunities to 

practice dialogue, 
questioning, 

reflection, and 
feedback should 

be embraced. 

(1) Principals have 
access to strategies 

which are 
“transformational” 

in effect and, hence, 
assist in the 

development of 
collaborative school 

cultures. 
(2) Alterations in the 

school culture and 
accompanying 
changes in staff 

practices, therefore, 
depend on changes 

in the individual 
schemata guiding a 

staff member’s 
practices. 

(3) Over time, the 
school’s cultures can 
become much more 
collaborative, but it 

needs actions of 
school 

administrators who 
are a significant part 
of this restructuring 

process. 
(4) Such actions 

constitute 
“transformational 

leadership.” 

(1) Open-ended 
questions, supported 
by limited dialogue 

foster self-
awareness, and TL 

(2) Developing 
transformative 
leadership and 

networking is a way 
to address leadership 

challenges under 
different perspective  

(3) Peer-to-peer 
learning foster 
learning and 
leadership 

It is difficult in 
setting up AL 
groups back in 

their offices due 
to lacking of 

confidence in their 
ability to serve as 
a learning coach 

in which 
participants 

should develop 
coaching skills 

through their day-
to-day problem 

solving and team 
development. 

(1) In response to 
the goal, and needed 

leadership, AL 
practitioners to 
focus on design 

features of learning 
over time, peer 

support, feedback, 
and process of 

questioning and 
reflection/critical 

reflection 
(2) Organizational 

climate must be 
prepared/ready to 
support learning 

before implementing 
AL programs 
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Appendix B 
 

CVI, the Index of Content Validity 
 
 

 
 

Instruction Letter to Participants  
 

CVI, the Index of Content Validity for Comprehensive Leadership Behaviors and 
Characteristics Needed for School Leaders in The Golden Triangle 

 
A Case Study of An Action Learning (AL) Program:  

Nurturing the Changes in School Leadership for At-risk Schools in The Golden 
Triangle through Action Learning 

 
Thank you for participating in this study. On the following pages, you will find a CVI 
form for Comprehensive Leadership Behaviors and Characteristics Needed for School 
Leaders in The Golden Triangle. I would greatly appreciate your taking about 20 minutes 
to carefully and sincerely respond to each question. All of your responses will be 
confidential and be used for research purposes only.  
 
If you have any questions regarding this CVI form or this study, please feel free to 
contact me at 081-8333678 or via email at ac3344@tc.columbia.edu  
 
Yours,  
Bank Apichai Chaiwinij 
Doctoral Candidate in Adult Learning and Leadership  
Department of Organization and Leadership  
Columbia University – Teachers College, Graduate School of Education  
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Introduction  
 
This survey is a part of content validation exercise for items and subitems of the 
comprehensive leadership behaviors and characteristics needed for school leaders in the 
Golden Triangle. I am seeking your opinion as an expert on school leadership, to help me 
evaluate the extent to which my items and subitems are (a) relevant to the knowledge-
practice bases about leadership and (b) representative of those areas. 
 
The next section gives a brief overview of the Instrument. Then, the leadership behaviors 
and characteristics are provided in sequence followed by content validation questions. 
Each question is followed by a rating scale and space for your comments. There are 14 
items and subitems listed under Visionary Leadership Theory, VLT (Sashkin & Sashkin, 
2003). 
  
Background of The Instrument   
 
Construct:  
The instrument under design aims to validate the contents of comprehensive leadership 
behaviors and characteristics needed for school leaders in the Golden Triangle.  
 
Population:  
The respondents are the experts in educational leadership, working as 
administrators/policymakers at Ministry of Education, or school principals in the Golden 
Triangle who have completed an undergraduate degree with 10+ years of experience. The 
respondents should be 40 years and above. 
  
Purposes of the Assessment:  
The instrument will be used to make score-based inferences to validate the 
comprehensive leadership behaviors and characteristics needed for school leaders in the 
Golden Triangle.  
 
Feedback Guidelines: 
There are 14 items/subitems to be rated. You have four choices of rating: 

1. This item is not a relevant and important comprehensive leadership behavior 
or characteristic 

2. This item is a relevant and important comprehensive leadership behavior or 
characteristic but with major modifications 

3. This item is a relevant and important comprehensive leadership behavior or 
characteristic but with minor modifications 

4. This item is a relevant and important comprehensive leadership behavior or 
characteristic  

 
While rating each item by checking ‘✓’, please consider if the item does a good job of 
tapping into the associated items/subitems and how it manifests in workplaces. You could 
use your own theoretical understanding and/or experience as educational leadership 
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practitioner. Please make sure you provide comments for items that you have indicated 
as: 
 

1. This item is not a relevant and important comprehensive leadership behavior 
or characteristic 

2. This item is a relevant and important comprehensive leadership behavior or 
characteristic but with major modifications 

3. This item is a relevant and important comprehensive leadership behavior or 
characteristic but with minor modifications 

You could also leave an alternate suggestion in your comments if you wish. 
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Participation Code: …………………………….. Rating 
No. Items/Subitems 1 2 3 4 
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1 Capable Management     
1.1 Using personnel and resources to get a task 

accomplished efficiently 
    

 Open ended comments (if any) for 1.1  
1.2 Scheduling and coordinating team activities 

efficiently  
    

 Open ended comments (if any) for 1.2  
2 Rewarding Equity      
2.1  Providing praise, recognition or reward for good 

performance 
    

 Open ended comments (if any) for 2.1  
2.2  Providing praise, recognition or reward for 

significant achievement 
    

 Open ended comments (if any) for 2.2  
2.3 Providing praise, recognition or reward for 

performance improvement 
    

 Open ended comments (if any) for 2.3  
3 Communication Leadership      
3.1  Communicating information and opinions so that 

they are understood and acted upon  
    

 Open ended comments (if any) for 3.1  
3.2  Listening actively to what others say      
 Open ended comments (if any) for 3.2  
4 Credible Leadership      
4.1  Acting consistent with one’s own words      
 Open ended comments (if any) for 4.1  
5 Caring Leadership      
5.1  Demonstrating respect, concern and care for others      
 Open ended comments (if any) for 5.1  
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Participation Code: …………………………….. Rating 

No. Items/Subitems 1 2 3 4 
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6 Creative Leadership      
6.1  Creating opportunities for others to learn from and 

taking risks  
    

 Open ended comments (if any) for 6.1  
7 Confident Leadership      
7.1  Possessing and demonstrating self-confidence      
 Open ended comments (if any) for 7.1  
8 Follower-centered Leadership      
8.1  Delegating responsibility and discretion to others 

in work activities  
    

 Open ended comments (if any) for 8.1  
8.2 Trusting others to solve problems and make 

decisions without getting prior approval 
 
 

   

 Open ended comments (if any) for 8.2  
9 Visionary Leadership      
9.1  Thinking beyond the daily routine to define and 

express a greater vision that ties day-to-day 

activities to future goals 

    

 Open ended comments (if any) for 9.1  
10 Principled Leadership      
10.1  Developing and supporting shared values and 

beliefs among team members  
    

 Open ended comments (if any) for 10.1  
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Appendix C 
 

Pre-program Demographic Form for Program Participants 
 
 

 
 

Instruction Letter to Participants  
 

Pre-program Demographic Form 
 

A Case Study of An Action Learning (AL) Program:  
Nurturing the Changes in School Leadership for At-risk Schools in The Golden 

Triangle through Action Learning 
 
Thank you for participating in this study. On the following pages, you will find a survey 
to collect your demographic data. I would greatly appreciate your taking about five 
minutes to carefully and sincerely respond to each question. All of your responses will be 
confidential and be used for research purposes only.  
 
If you have any questions regarding this survey or this study, please feel free to contact 
me at 081-8333678 or via email at ac3344@tc.columbia.edu  
 
Yours,  
Bank Apichai Chaiwinij 
Doctoral Candidate in Adult Learning and Leadership  
Department of Organization and Leadership  
Columbia University – Teachers College, Graduate School of Education  
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Please answer the following questions. Your responses would be greatly appreciated. The 
information collected from this survey is completely confidential and will only be used 
for the purpose of this research study. 
 
Demographic 
1. Age: _____________________ 
2.  Gender:  

o Male 
o Female 

 
3. Place of birth: ______________________________ 
4. Ethnicity  

o Thai 
o Hill Tribe, please specify ______________________________ 
o Others, please specify _________________________________ 

__ 
Work History 
5. What is your current job title? 

_____________________________________________________________________
__ 

6. How long have you been employed in your current job title?  
o Less than 6 months  
o 6 months  
o 1 year  
o 2 years  
o 3 years  
o 4 years  
o 5 years  
o More, please specify______________________ 

 
Educational & Training Background 
7. Please indicate the highest level of education completed 

o Bachelor’s Degree 
o Master’s Degree 
o Doctorate Degree 

8. Have you participated in any professional development programs prior to now?  
o No 
o Yes, please specify the latest five programs you attended: 
Year Program name Organized by 
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9. Briefly describe your career goals 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________ 
 
10. Participation code _________________________________________ 
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Appendix D 
 

Self-administered Survey for the Program Participants 
 
 

 
 

Instruction Letter to Participants  
 

Self-administrative Survey for The Program Participants 
 

A Case Study of An Action Learning (AL) Program:  
Nurturing the Changes in School Leadership for At-risk Schools in The Golden 

Triangle through Action Learning 
 
Thank you for participating in this study. On the following pages, you will find a survey 
to examine your perception: “To what extent do you believe you exhibit this leadership 
characteristic/behavior with your staff in the school?” I would greatly appreciate your 
taking about 10 minutes to carefully and sincerely respond to each question. All of your 
responses will be confidential and be used for research purposes only.  
 
If you have any questions regarding this survey or this study, please feel free to contact 
me at 081-8333678 or via email at ac3344@tc.columbia.edu  
 
Yours,  
Bank Apichai Chaiwinij 
Doctoral Candidate in Adult Learning and Leadership  
Department of Organization and Leadership  
Columbia University – Teachers College, Graduate School of Education  
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Feedback Guidelines: 
 
First, please write down your participation code, given at the end of the survey. 
 
Second, please rate the degree of extent you believe you exhibit this leadership 
characteristic/behavior with your staff in the school. 
 
There are 14 items/subitems to be rated. You have five choices of rating: 

(1) = To a very little degree 
(2) = To a little degree 
(3) = To some degree 
(4) = To a great degree 
(5) = To a very great degree  
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Participation Code: 
…………………………….. Rating 

No. Items/Subitems 
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1 Capable Management      
1.1 Using personnel and resources to get a 

task accomplished efficiently 
     

1.2 Scheduling and coordinating team 
activities efficiently  

     

2 Rewarding Equity       
2.1  Providing praise, recognition or reward 

for good performance 
     

2.2  Providing praise, recognition or reward 
for significant achievement 

     

2.3 Providing praise, recognition or reward 
for performance improvement 

     

3 Communication Leadership       
3.1  Communicating information and 

opinions so that they are understood and 
acted upon  

     

3.2  Listening actively to what others say       
4 Credible Leadership       
4.1  Acting consistent with one’s own words       
5 Caring Leadership       
5.1  Demonstrating respect, concern and care 

for others  
     

6 Creative Leadership       
6.1  Creating opportunities for others to learn 

from and taking risks  
     

7 Confident Leadership       
7.1  Possessing and demonstrating self-

confidence  
     

8 Follower-centered Leadership       
8.1  Delegating responsibility and discretion 

to others in work activities  
     

8.2 Trusting others to solve problems and 
make decisions without getting prior 
approval 
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No. Items/Subitems 

Rating 
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9 Visionary Leadership       
9.1  Thinking beyond the daily routine to 

define and express a greater vision that 
ties day-to-day activities to future goals 

     

10 Principled Leadership       
10.1  Developing and supporting shared values 

and beliefs among team members  
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Appendix E 
 

Self-administered Survey for Staff Who Work with the Program Participants 
 
 

 
 

Instruction Letter to Participants  
 

Self-administrative Survey for Staff Who Work with The Program Participants 
 

A Case Study of An Action Learning (AL) Program:  
Nurturing the Changes in School Leadership for At-risk Schools in The Golden 

Triangle through Action Learning 
 
Thank you for participating in this study. On the following pages, you will find a survey 
to examine your perception: “To what extent do you believe your leader (an Action 
Learning participant) exhibits this leadership characteristic/behavior with you in the 
school?” I would greatly appreciate your taking about 10 minutes to carefully and 
sincerely respond to each question. All of your responses will be confidential and be used 
for research purposes only.  
 
If you have any questions regarding this survey or this study, please feel free to contact 
me at 081-8333678 or via email at ac3344@tc.columbia.edu  
 
Yours,  
Bank Apichai Chaiwinij 
Doctoral Candidate in Adult Learning and Leadership  
Department of Organization and Leadership  
Columbia University – Teachers College, Graduate School of Education  
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Feedback Guidelines: 
 
First, please write down your participation code, given at the end of the survey. 
 
Second, please rate the degree of extent you believe your leader (an Action Learning 
participant) exhibits this leadership characteristic/behavior with you in the school. 
 
There are 14 items/subitems to be rated. You have five choices of rating: 

(1) = To a very little degree 
(2) = To a little degree 
(3) = To some degree 
(4) = To a great degree 
(5) = To a very great degree  
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Participation Code: …………………………….. Rating 

No. Items/Subitems 
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1 Capable Management      
1.1 Using personnel and resources to get a 

task accomplished efficiently 
     

1.2 Scheduling and coordinating team 
activities efficiently  

     

2 Rewarding Equity       
2.1  Providing praise, recognition or reward 

for good performance 
     

2.2  Providing praise, recognition or reward 
for significant achievement 

     

2.3 Providing praise, recognition or reward 
for performance improvement 

     

3 Communication Leadership       
3.1  Communicating information and opinions 

so that they are understood and acted upon  
     

3.2  Listening actively to what others say       
4 Credible Leadership       
4.1  Acting consistent with one’s own words       
5 Caring Leadership       
5.1  Demonstrating respect, concern and care 

for others  
     

6 Creative Leadership       
6.1  Creating opportunities for others to learn 

from and taking risks  
     

7 Confident Leadership       
7.1  Possessing and demonstrating self-

confidence  
     

8 Follower-centered Leadership       
8.1  Delegating responsibility and discretion to 

others in work activities  
     

8.2 Trusting others to solve problems and 
make decisions without getting prior 
approval 
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No. Items/Subitems 
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9 Visionary Leadership       
9.1  Thinking beyond the daily routine to 

define and express a greater vision that 
ties day-to-day activities to future goals 

     

10 Principled Leadership       
10.1  Developing and supporting shared values 

and beliefs among team members  
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Appendix F 
 

The Interview Protocol of the Critical Incident Questionnaire 
 
 

 
 
 

The Interview Protocol of The Critical Incident Questionnaire 
 

A Case Study of An Action Learning (AL) Program:  
Nurturing the Changes in School Leadership for At-risk Schools in The Golden 

Triangle through Action Learning 
 
Date: Time of Interview: 
Place of Interview:  Interviewer: 
Participant Code: Position in The Organization: 
 
 
Confidentiality clause (explain before interview): Everything that you share with me 
will be kept confidential.  
 
Purpose of the interview (explain before interview): I am conducting a study to 
complete the requirements of my doctoral study. I am interested in understanding how the 
participation in an Action Learning (AL) program helps change the leadership behaviors 
and characteristics needed for school leaders in the Golden Triangle, and which aspects 
of AL foster the changes. Ultimately, the research findings should provide the evidence 
to support the use of AL for school leaders in the Golden Triangle, and possibly 
throughout Thailand. 
 
Researcher gives the handout of: 

A. The list of items and subitems of comprehensive leadership behaviors and 
characteristics 

B. The program agenda, describing all aspects and activities of the Action Learning 
program 
 

Questions: 
(10) Can you tell me about your current position and role in the school?  
 

Q1: The changes in leadership: 
(11) Please read the list of leadership behaviors and characteristics in handout A, and 

tell me which ones do you feel that you have highly learned and changed after 
attending the Action Learning program?  

(12) Critical Incident Question 



 

 

254 

“Think back over the past 4 months since you completed the Action Learning 
program. Think about the work you’ve been doing at your school. Identify an 
interaction you had with a student or staff member during which you felt you 
had successfully used one of the leadership behaviors taught in the Action 
Learning program. Please tell me about the interaction, including when and 
where it occurred, who was involved (roles rather than personal identities), and 
what was so significant about the interaction that made you feel it was so 
successful.” 

 
Q3: The aspects of Action Learning that foster the change: 

(4) What aspects or activities of the Action Learning program do you perceive to 
have most likely nurtured the mentioned leadership behavior/characteristic? 

(5) Please describe your experience engaging with the mentioned aspects or 
activities. 

(6) How did these aspects or activities foster the change in leadership 
behavior/characteristic?  

(7) What are the insights you learned from your experiences/process?  
(8) How did these insights help change your leadership behavior?  
(9) In general, what aspects or activities of the program do you perceive to have been 

ineffective for fostering the changes in leadership? Why do you think so?  
*If the interviewee could not think of any aspect or activity, the researcher may 
suggest the interviewee to go through the program agenda in the handout.  

 
 
Q4: The critical success factors of Action Learning (AL): 

(10) Reflect on your experience during participating Action Learning program, 
what are the crucial factors that make the AL program so successful?  

(11) May you please tell me the events that illustrate the importance of the 
mentioned factors? Who were in the events? What happened?  

(12) From the events you just mentioned, what make you believe that these critical 
success factors are crucial.  

(13) What might have happened if there was no critical success factor to support the 
AL program?  

 
Closing question: 

(14) What do you think is the difference between this program and other leadership 
development programs you have attended before?  

(15) Is there anything you might want to add that we have not discussed on that 
would help me to understand more about:  
A. The change of your leadership behaviors and characteristics  
B. The aspects of the Action Learning (AL) programs that possibly foster the 

changes in leadership 
C. The critical success factors of AL program 
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Thank you very much for your valuable time participating in this interview session. I 
would like to ensure that the information you have shared with me will be kept 
confidential.  
 
 



 

 

256 

Appendix G 
 

The Protocol of Debriefing Session with Learning Coaches 
 
 

 
 
 

The Protocol of Debriefing Session with Three Learning Coaches 
 

A Case Study of An Action Learning (AL) Program:  
Nurturing the Changes in School Leadership for At-risk Schools in The Golden 

Triangle through Action Learning 
 
Date: Time of Debriefing: 
Place of Debriefing:  Facilitator: 
 
Confidentiality clause (explain before interview): Everything that you will share with 
me will be kept confidential.  
 
Purpose of the debriefing session (explain before interview): I am conducting a study to 
complete the requirements of my doctoral study. I am interested in understanding how the 
participation in an Action Learning (AL) program helps change the leadership behaviors 
and characteristics needed for school leaders in the Golden Triangle, and which aspects 
of AL foster the changes. Ultimately, the research findings should provide the evidence 
to support the use of AL for school leaders in the Golden Triangle, and possibly 
throughout Thailand. 
 
Questions: 
 

(1) What aspects or activities of the program do you perceive to have most likely 
fostered the change in leadership behavior/characteristic?  
A. Can you tell me about the aspects and activities occurred in this Action 

Learning (AL) session?  
B. How have these aspects or activities foster the change in leadership 

behavior/characteristic?  
C. In general, what aspects or activities of the program do you perceive to have 

been ineffective for fostering the changes in leadership? Why do you think so?  
(2) What are the critical success factors of Action Learning? 

A. Based on your experiences coaching your team, may you please identify the 
critical success factors of Action Learning?  

B. How those factors play important roles?  
C. Can you tell me more about your experience when you observed these factors 

become critical success factors in an AL program?  
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Closing question: 

(3) Is there anything you might want to add that we have not discussed on that would 
help me to understand more about: 
A. The aspects of the Action Learning (AL) programs that possibly foster the 

changes in leadership 
B. The critical success factors of AL program 

 
Thank you very much for your valuable time participating in this debriefing session. I 
would like to ensure that the information you have shared with me will be kept 
confidential.  
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Appendix H 
 

Informed Consent for an Expert Panel 
 
 

 
 

525 West 120th Street, New York, NY 10027 
212 678 3000 

 
INFORMED CONSENT 

 
Protocol Title: Nurturing School Leadership for At-risk Schools in The Golden Triangle 

through Action Learning 
Group: Nine Experts 

Principal Investigator: Bank Apichai Chaiwinij, Teachers College, Columbia University  
Mobile in the U.S.: +1.929.990.5497, Mobile in Thailand: +66.81.833.3678 

Email: ac3344@tc.columbia.edu 
 

 
INTRODUCTION 
 
You are being invited to participate in this research study called, “Nurturing the Changes 
in School Leadership for At-risk Schools in The Golden Triangle through Action 
Learning”. You may qualify to take part in this research study because you are over 18 
years old, and you are an administrator/a policymaker from Ministry of Education, or a 
school principal in the Golden Triangle who is recognized as an expert in school 
leadership. Approximately seven experts will participate in this study and it will take 30 
minutes of your time to complete.  
 
WHY IS THIS STUDY BEING DONE?  
 
This study is being done to test the concept of the use of Action Learning as a leadership 
development program for school leaders in the Golden Triangle.  
 
WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS 
STUDY?  
 
If you decide to participate, I will introduce the instruction and explain all items and 
subitem in the survey about school leadership needed for at-risk schools in the Golden 
Triangle. Then you will be asked to fill out a survey asking This will take about thirty 
minutes. You will be given a participant code in order to keep your identity confidential. 
This will be done at your convenient time and location 
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WHAT POSSIBLE RISKS OR DISCOMFORTS CAN I EXPECT FROM TAKING 
PART IN THIS STUDY?  
 
This is a minimal risk study, which means the harms or discomforts that you may 
experience are not greater than you would ordinarily encounter in daily life while taking 
routine physical or psychological examinations or tests. Please note that you do not have 
to answer any questions or divulge anything you do not want to talk about. You can 
stop participating in the study at any time without penalty.  
 
The principal investigator is taking precautions to keep your information confidential and 
prevent anyone from discovering or guessing your identity, such as using a participant 
code instead of your name and keeping all information on a password protected computer 
and locked in a file drawer 
 
WHAT POSSIBLE BENEFITS CAN I EXPECT FROM TAKING PART IN THIS 
STUDY?  
 
No. 
 
WILL I BE PAID FOR BEING IN THIS STUDY?  
 
You will not be paid to participate. Additionally, there are no costs to you for taking part 
in this study.  
 
WHEN IS THE STUDY OVER? CAN I LEAVE THE STUDY BEFORE IT ENDS?  
 
The study is over when you have completed the survey. However, you can leave the 
study at any time even if you have not finished.  
 
PROTECTION OF YOUR CONFIDENTIALITY 
 
The investigator will keep all written materials locked in a desk drawer in a locked office. 
Any electronic or digital information (including audio recordings) will be stored on a 
computer that is password protected. What is on the audio-recording will be written down 
and the audio-recording will then be destroyed. The de-identified codes to identify the 
subjects from the participant codes are kept locked and separate from the list of the codes.  
 
For quality assurance, the study team, the study sponsor (grant agency), and/or members 
of the Teachers College Office of Sponsored Programs may review the data collected 
from you as part of this study. Otherwise, all information obtained from your 
participation in this study will be held strictly confidential and will be disclosed only with 
your permission or as required by U.S. or State law.  
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HOW WILL THE RESULTS BE USED?  
 
The results of this study might be published in journals and presented at academic 
conferences and educational government agencies in Thailand. Your identity will be 
removed from any data you provide before publication or use for educational purposes. 
This study is being conducted as part of the dissertation of the principal investigator.  
 
CONSENT FOR AUDIO RECORDING  
 
Audio recording is part of this research study. You can choose whether to give 
permission to be recorded. If you decide that you do not wish to be recorded, you will not 
be able to participate in this research study.  
 
______I give my consent to be recorded_______________________________________ 

Signature 
 
______I do not consent to be d_______________________________________________ 

Signature 
 
WHO MAY VIEW MY PARTICIPATION IN THIS STUDY 
 
___I consent to allow written, and/or audio taped materials viewed at an educational  
 
setting or at a conference outside of Teachers College ____________________________ 

Signature  
 
___I do not consent to allow written, and/or audio taped materials viewed outside of  
 
Teachers College Columbia University ________________________________________ 

Signature  
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OPTIONAL CONSENT FOR FUTURE CONTACT  
 
The investigator may wish to contact you in the future. Please initial the appropriate 
statements to indicate whether or not you give permission for future contact.  
 
I give permission to be contacted in the future for research purposes: 

Yes ________________________ No_______________________ 
Initial      Initial 

 
I give permission to be contacted in the future for information relating to this study:  
 

Yes ________________________ No_______________________ 
Initial      Initial 

 
 
WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY? 
 
If you have any questions about taking part in this research study, you should 
contact the principal investigator, Bank Apichai Chaiwinij at +66.81.833.3678 (in 
Thailand), +1.929.990.5497 (in U.S.) or at ac3344@tc.columbia.edu. You can also 
contact the faculty advisor: Dr. Judith O’Neil at +1.401.737.9997 or at jaoneil@aol.com, 
and my 2nd reader: Dr. Victoria Marsick at +1.206.822.4688 or at 
marsick@exchange.tc.columbia.edu 
 
If you have questions or concerns about your rights as a research subject, you 
should contact the Institutional Review Board (IRB) (the human research ethics 
committee) at 212-678-4105 or email IRB@tc.edu. Or you can write to the IRB at 
Teachers College, Columbia University, 525 W. 120th Street, New York, NY 1002. 
The IRB is the committee that oversees human research protection for Teachers 
College, Columbia University.  
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PARTICIPANT’S RIGHTS 

 
• I have read and discussed the informed consent with the researcher. I have had 

ample opportunity to ask questions about the purposes, procedures, risks and 
benefits regarding this research study.  

• I understand that my participation is voluntary. I may refuse to participate or 
withdraw participation at any time without penalty. 

• The researcher may withdraw me from the research at his or her professional 
discretion.  

• If, during the course of the study, significant new information that has been 
developed becomes available which may relate to my willingness to continue 
my participation, the investigator will provide this information to me.  

• Any information derived from the research study that personally identifies me 
will not be voluntarily released or disclosed without my separate consent, 
except as specifically required by law.  

• Your data will not be used in further research studies. 
• I should receive a copy of the Informed Consent document.  

 
My signature means that I agree to participate in this study 
 
Print name: ___________________________________________ Date: ____________ 
 
Signature: ______________________________________________________________ 
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Appendix I 
 

Informed Consent for 17 Participants 
 
 

 
 

525 West 120th Street, New York, NY 10027 
212 678 3000 

 
INFORMED CONSENT 

 
Protocol Title: Nurturing School Leadership for At-risk Schools in The Golden Triangle 

through Action Learning 
Group: 17 Program Participants 

Principal Investigator: Bank Apichai Chaiwinij, Teachers College, Columbia University  
Mobile in the U.S.: +1.929.990.5497, Mobile in Thailand: +66.81.833.3678 

Email: ac3344@tc.columbia.edu 
 

 
INTRODUCTION 
 
You are being invited to participate in this research study called, “Nurturing the Changes 
in School Leadership for At-risk Schools in The Golden Triangle through Action 
Learning”. You may qualify to take part in this research study because you are over 18 
years old and you are a school leader in six participating schools under Special Education 
Bureau in the Golden Triangle. Approximately 17 school leaders will participate in this 
study and it will take five months of your time to complete.  
 
WHY IS THIS STUDY BEING DONE?  
 
This study is being done to test the concept of the use of Action Learning as a leadership 
development program for school leaders in the Golden Triangle.  
 
WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS 
STUDY?  
 
If you decide to participate, you will attend an Action Learning (AL) professional 
development program: 

1. Three sessions of an AL program in April and May 2019. Each AL session will 
take three days from Friday to Sunday in a training room in Bangkok or 
Chiangmai.  
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2. AL group project. You will spend time (approximately 3-6 hours a week) between 
the first two sessions of the AL program working on your AL project. The exact 
time you spend will be dependent upon the project assigned. 

3. Two follow-up sessions of the AL program at your school in July 2019. Each 
session will take one full day.  

According to the data collection, there are four data collection methods that you will be 
asked to participate in during this study: 

1. Pre-program demographic form (15 minutes) 
You will be asked to fill out a questionnaire, asking about your demographic 
information. This will take about fifteen minutes. You will be given a participant 
code in order to keep your identity confidential. This will be done one month 
before the AL program starts at a time convenient for you.  

2. Self-administered surveys (30 minutes x 2 times = 1 hours) 
There are two self-administered surveys conducted: before the AL program and 
three months after the program after the program. For the first survey, you will 
attend an induction session at your school with other AL participants. The 
principal investigator will show the survey and explain the questions along with 
the meaning of each item and subitem. In the survey, you will be asked to rate the 
leadership characteristic/behavior you exhibit with your staff in the school. In 
order to achieve anonymity, you will be given a participant code. You will be 
asked to fill in your participant code and submit the survey after the induction 
session at a location of your choice. Regarding the second self-administered 
survey, you will be given the participant codes and you will be asked to follow the 
same instruction as the first survey. 

3. Personal reflective journals (30 minutes x 3 times = 1.5 hours) 
You will be asked to write down personal reflective journals on your computer 
and email to the principal investigator at the end of each AL session. This will 
take about thirty minutes per each journal entry. You will be given a participant 
code in order to keep your identity confidential. This will be done at your 
convenient time and location after each AL session. The principal investigator 
will be the only person who reads this piece of information.  

4. Critical Incident Questionnaire (CIQ) – interviews (2 hours) 
You will be interviewed by the principal investigator. During the interview you 
will be asked to discuss about your experience attending an AL program, and the 
changes of your leadership, along with the aspects that foster the changes, and the 
critical success factors of AL. This interview will be audio-recorded. After the 
audio-recording is transcribed the audio-recording will be deleted. If you do not 
wish to be audio-recorded, you will not be able to participate. The interview will 
take approximately one hour. You will be given a participant code in order to 
keep your identity confidential. This interview session will be conducted three 
months after the attending program. This will be done at a classroom or a meeting 
room at your school at the time that is convenient to you. 
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WHAT POSSIBLE RISKS OR DISCOMFORTS CAN I EXPECT FROM TAKING 
PART IN THIS STUDY?  
 
This is a minimal risk study, which means the harms or discomforts that you may 
experience are not greater than you would ordinarily encounter in daily life while taking 
routine physical or psychological examinations or tests. Please note that you do not have 
to answer any questions or divulge anything you do not want to talk about. You can 
stop participating in the study at any time without penalty.  
 
The principal investigator is taking precautions to keep your information confidential and 
prevent anyone from discovering or guessing your identity, such as using a participant 
code instead of your name and keeping all information on a password protected computer 
and locked in a file drawer.  
 
WHAT POSSIBLE BENEFITS CAN I EXPECT FROM TAKING PART IN THIS 
STUDY?  
 
You will have opportunities to attend an AL leadership development program to help 
develop your leadership skills.  
 
WILL I BE PAID FOR BEING IN THIS STUDY?  
 
You will not be paid to participate. Additionally, there are no costs to you for taking part 
in this study.  
 
WHEN IS THE STUDY OVER? CAN I LEAVE THE STUDY BEFORE IT ENDS?  
 
The study is over when you have completed: (1) participating in three sessions of the AL 
program, (2) a follow-up session of the AL program, (3) a pre-program demographic 
form, (4) two self-administered surveys, (5) personal reflective journals, and (6) a CIQ 
interview session. However, you can leave the study at any time even if you have not 
finished.  
 
PROTECTION OF YOUR CONFIDENTIALITY 
 
The investigator will keep all written materials locked in a desk drawer in a locked office. 
Any electronic or digital information (including audio recordings) will be stored on a 
computer that is password protected. What is on the audio-recording will be written down 
and the audio-recording will then be destroyed. The de-identified codes to identify the 
subjects from the participant codes are kept locked and separate from the list of the codes.  
 
For quality assurance, the study team, the study sponsor (grant agency), and/or members 
of the Teachers College Office of Sponsored Programs may review the data collected 
from you as part of this study. Otherwise, all information obtained from your 
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participation in this study will be held strictly confidential and will be disclosed only with 
your permission or as required by U.S. or State law.  
 
HOW WILL THE RESULTS BE USED?  
 
The results of this study might be published in journals and presented at academic 
conferences and educational government agencies in Thailand. Your identity will be 
removed from any data you provide before publication or use for educational purposes. 
This study is being conducted as part of the dissertation of the principal investigator.  
 
CONSENT FOR AUDIO RECORDING  
 
Audio recording is part of this research study. You can choose whether to give 
permission to be recorded. If you decide that you do not wish to be recorded, you will not 
be able to participate in this research study.  
 
______I give my consent to be recorded_______________________________________ 

Signature 
 
______I do not consent to be recorded_________________________________________ 

Signature 
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WHO MAY VIEW MY PARTICIPATION IN THIS STUDY? 
 
___I consent to allow written, and/or audio taped materials viewed at an educational 
setting or at a conference outside of Teachers College. I also consent to having my 
interview transcribed by transcribers and translated for translators. 
 
 _______________________________________________________________________ 

Signature  
 
___I do not consent to allow written, and/or audio taped materials viewed outside of 
Teachers College Columbia University. 
 
________________________________________________________________________ 

Signature  
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OPTIONAL CONSENT FOR FUTURE CONTACT  
 
The investigator may wish to contact you in the future. Please initial the appropriate 
statements to indicate whether or not you give permission for future contact.  
 
I give permission to be contacted in the future for research purposes: 

Yes ________________________ No_______________________ 
Initial      Initial 

 
I give permission to be contacted in the future for information relating to this study:  
 

Yes ________________________ No_______________________ 
Initial      Initial 

 
 
WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY? 
 
If you have any questions about taking part in this research study, you should 
contact the principal investigator, Bank Apichai Chaiwinij at +66.81.833.3678 (in 
Thailand), +1.929.990.5497 (in U.S.) or at ac3344@tc.columbia.edu. You can also 
contact the faculty advisor: Dr. Judith O’Neil at +1.401.737.9997 or at jaoneil@aol.com, 
and my 2nd reader: Dr. Victoria Marsick at +1.206.822.4688 or at 
marsick@exchange.tc.columbia.edu 
 
If you have questions or concerns about your rights as a research subject, you 
should contact the Institutional Review Board (IRB) (the human research ethics 
committee) at 212-678-4105 or email IRB@tc.edu. Or you can write to the IRB at 
Teachers College, Columbia University, 525 W. 120th Street, New York, NY 1002. 
The IRB is the committee that oversees human research protection for Teachers 
College, Columbia University.  
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PARTICIPANT’S RIGHTS 

 
• I have read and discussed the informed consent with the researcher. I have had 

ample opportunity to ask questions about the purposes, procedures, risks and 
benefits regarding this research study.  

• I understand that my participation is voluntary. I may refuse to participate or 
withdraw participation at any time without penalty. 

• The researcher may withdraw me from the research at his or her professional 
discretion.  

• If, during the course of the study, significant new information that has been 
developed becomes available which may relate to my willingness to continue 
my participation, the investigator will provide this information to me.  

• Any information derived from the research study that personally identifies me 
will not be voluntarily released or disclosed without my separate consent, 
except as specifically required by law.  

• Your data will not be used in further research studies. 
• I should receive a copy of the Informed Consent document.  

 
My signature means that I agree to participate in this study 
 
Print name: ______________________________________________ Date: _________ 
 
Signature: ______________________________________________________________ 
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Appendix J 
 

Informed Consent for 51 Staff 
 
 

 
 

525 West 120th Street, New York, NY 10027 
212 678 3000 

 
INFORMED CONSENT 

 
Protocol Title: Nurturing School Leadership for At-risk Schools in The Golden Triangle 

through Action Learning 
Group: 51 Staff 

Principal Investigator: Bank Apichai Chaiwinij, Teachers College, Columbia University  
Mobile in the U.S.: +1.929.990.5497, Mobile in Thailand: +66.81.833.3678 

Email: ac3344@tc.columbia.edu 
 

 
INTRODUCTION 
 
You are being invited to participate in this research study called, “Nurturing the Changes 
in School Leadership for At-risk Schools in The Golden Triangle through Action 
Learning”. You may qualify to take part in this research study because you are over 18 
years old, and you are part of a staff working with 17 school leaders who will participate 
in an Action Learning (AL) professional development program. Approximately 51 staff 
will participate in this study and it will take 1 hours of your time over a 5-month period to 
complete.  
 
WHY IS THIS STUDY BEING DONE?  
 
This study is being done to test the concept of the use of Action Learning as a leadership 
development program for school leaders in the Golden Triangle.  
 
WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS 
STUDY?  
 
If you decide to participate, you will be asked to fill in three self-administered surveys: 
before the AL program, and three months after the program. It will take approximately 30 
minutes to complete each survey.  
 
For the first survey, you will attend an induction session at your school with other staff. 
The principal investigator will show the survey and explain the meaning of each item and 
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subitem. In the survey, you will be asked to rate the leadership characteristic/behavior 
your leader exhibits with you in the school.  
 
In order to achieve anonymity, you will be given a participant code. You will be asked to 
fill in your participant code and submit the survey after the induction session at the 
location of your choice. Regarding the second self-administered survey, you will be given 
the participant code. You will be asked to follow the same instruction as the first survey. 
 
WHAT POSSIBLE RISKS OR DISCOMFORTS CAN I EXPECT FROM TAKING 
PART IN THIS STUDY?  
 
This is a minimal risk study, which means the harms or discomforts that you may 
experience are not greater than you would ordinarily encounter in daily life while taking 
routine physical or psychological examinations or tests. Please note that you do not have 
to answer any questions or divulge anything you do not want to talk about. You can 
stop participating in the study at any time without penalty.  
 
The principal investigator is taking precautions to keep your information confidential and 
prevent anyone from discovering or guessing your identity, such as using a participant 
code instead of your name and keeping all information on a password protected computer 
and locked in a file drawer.  
 
WHAT POSSIBLE BENEFITS CAN I EXPECT FROM TAKING PART IN THIS 
STUDY?  

No.  

WILL I BE PAID FOR BEING IN THIS STUDY?  
 
You will not be paid to participate. Additionally, there are no costs to you for taking part 
in this study.  
 
WHEN IS THE STUDY OVER? CAN I LEAVE THE STUDY BEFORE IT ENDS?  
 
The study is over when you have completed the three self-administered surveys. 
However, you can leave the study at any time even if you have not finished.  
 
PROTECTION OF YOUR CONFIDENTIALITY 
 
The investigator will keep all written materials locked in a desk drawer in a locked office. 
Any electronic or digital information (including audio recordings) will be stored on a 
computer that is password protected. What is on the audio-recording will be written down 
and the audio-recording will then be destroyed. The de-identified codes to identify the 
subjects from the participant codes are kept locked and separate from the list of the codes.  
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For quality assurance, the study team, the study sponsor (grant agency), and/or members 
of the Teachers College Office of Sponsored Programs may review the data collected 
from you as part of this study. Otherwise, all information obtained from your 
participation in this study will be held strictly confidential and will be disclosed only with 
your permission or as required by U.S. or State law.  
 
HOW WILL THE RESULTS BE USED?  
 
The results of this study might be published in journals and presented at academic 
conferences and educational government agencies in Thailand. Your identity will be 
removed from any data you provide before publication or use for educational purposes. 
This study is being conducted as part of the dissertation of the principal investigator.  
 
CONSENT FOR AUDIO RECORDING  
 
Audio recording is part of this research study. You can choose whether to give 
permission to be recorded. If you decide that you do not wish to be recorded, you will not 
be able to participate in this research study.  
 
______I give my consent to be recorded_______________________________________ 

Signature 
 
______I do not consent to be recorded_________________________________________ 

Signature 
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WHO MAY VIEW MY PARTICIPATION IN THIS STUDY 
 
___I consent to allow written, and/or audio taped materials viewed at an educational 
setting or at a conference outside of Teachers College. 
 
________________________________________________________________________ 

Signature  
 
___I do not consent to allow written, and/or audio taped materials viewed outside of 
Teachers College Columbia University. 
 
________________________________________________________________________ 

Signature  
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OPTIONAL CONSENT FOR FUTURE CONTACT  
 
The investigator may wish to contact you in the future. Please initial the appropriate 
statements to indicate whether or not you give permission for future contact.  
 
I give permission to be contacted in the future for research purposes: 

Yes ________________________ No_______________________ 
Initial      Initial 

 
I give permission to be contacted in the future for information relating to this study:  
 

Yes ________________________ No_______________________ 
Initial      Initial 

 
 
WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY? 
 
If you have any questions about taking part in this research study, you should 
contact the principal investigator, Bank Apichai Chaiwinij at +66.81.833.3678 (in 
Thailand), +1.929.990.5497 (in U.S.) or at ac3344@tc.columbia.edu. You can also 
contact the faculty advisor: Dr. Judith O’Neil at +1.401.737.9997 or at jaoneil@aol.com, 
and my 2nd reader: Dr. Victoria Marsick at +1.206.822.4688 or at 
marsick@exchange.tc.columbia.edu 
 
If you have questions or concerns about your rights as a research subject, you 
should contact the Institutional Review Board (IRB) (the human research ethics 
committee) at 212-678-4105 or email IRB@tc.edu. Or you can write to the IRB at 
Teachers College, Columbia University, 525 W. 120th Street, New York, NY 1002. 
The IRB is the committee that oversees human research protection for Teachers 
College, Columbia University.  
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PARTICIPANT’S RIGHTS 

 
• I have read and discussed the informed consent with the researcher. I have had 

ample opportunity to ask questions about the purposes, procedures, risks and 
benefits regarding this research study.  

• I understand that my participation is voluntary. I may refuse to participate or 
withdraw participation at any time without penalty. 

• The researcher may withdraw me from the research at his or her professional 
discretion.  

• If, during the course of the study, significant new information that has been 
developed becomes available which may relate to my willingness to continue 
my participation, the investigator will provide this information to me.  

• Any information derived from the research study that personally identifies me 
will not be voluntarily released or disclosed without my separate consent, 
except as specifically required by law.  

• Your data will not be used in further research studies. 
• I should receive a copy of the Informed Consent document.  

 
My signature means that I agree to participate in this study 
 
Print name: ___________________________________________ Date: ____________ 
 
Signature: ______________________________________________________________ 
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Appendix K 
 

Informed Consent for Three Learning Coaches 
 
 

 
 

525 West 120th Street, New York, NY 10027 
212 678 3000 

 
INFORMED CONSENT 

 
Protocol Title: Nurturing School Leadership for At-risk Schools in The Golden Triangle 

through Action Learning 
Group: 3 Learning Coaches 

Principal Investigator: Bank Apichai Chaiwinij, Teachers College, Columbia University  
Mobile in the U.S.: +1.929.990.5497, Mobile in Thailand: +66.81.833.3678 

Email: ac3344@tc.columbia.edu 
 

 
INTRODUCTION 
 
You are being invited to participate in this research study called, “Nurturing the Changes 
in School Leadership for At-risk Schools in The Golden Triangle through Action 
Learning”. You may qualify to take part in this research study because you are over 18 
years old and you have the background, skills and knowledge to be a Learning Coach in 
an Action Learning (AL) program for school leaders of the Golden Triangle. 
Approximately three Learning Coaches will participate in this study and it will take five 
months of your time to complete.  
 
WHY IS THIS STUDY BEING DONE?  
 
This study is being done to test the concept of the use of Action Learning as a leadership 
development program for school leaders in the Golden Triangle.  
 
WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS 
STUDY?  
 
If you decide to participate: 

1. You will participate in the training/preparation for the AL program (1-3 days) 
2. You will act as a Learning Coach for one of the 3 teams in the program (9 days) 
3. You will attend three debriefing sessions (1 hour x 3 times = 3 hours), facilitated 

by the principal investigator after each AL session. During the debriefing session, 
you will be asked to discuss your experience coaching your team in each session 



 

 

277 

of the AL program, the leadership changes you may have observed in your team, 
along with the aspects that foster the changes, and what you see as the critical 
success factors of AL. This interview will be audio-recorded. After the audio-
recording is transcribed the audio-recording will be deleted. If you do not wish to 
be audio-recorded, you will not be able to participate. The interview will take 
approximately one hour. You will be given a participant code in order to keep 
your identity confidential. This will be done at a meeting or training room after 
the AL program.  

4. You will attend the school visit to support/coach the AL participants to implement 
what they have learned from the program at the participating schools. The school 
visit will take place one day per one participating school 2 months after the AL 
program ends.  

 
WHAT POSSIBLE RISKS OR DISCOMFORTS CAN I EXPECT FROM TAKING 
PART IN THIS STUDY?  
 
This is a minimal risk study, which means the harms or discomforts that you may 
experience are not greater than you would ordinarily encounter in daily life while taking 
routine physical or psychological examinations or tests. Please note that you do not have 
to answer any questions or divulge anything you do not want to talk about. You can 
stop participating in the study at any time without penalty.  
 
The principal investigator is taking precautions to keep your information confidential and 
prevent anyone from discovering or guessing your identity, such as using a participant 
code instead of your name and keeping all information on a password protected computer 
and locked in a file drawer.  
 
WHAT POSSIBLE BENEFITS CAN I EXPECT FROM TAKING PART IN THIS 
STUDY?  
 
No. 
 
WILL I BE PAID FOR BEING IN THIS STUDY?  
 
I will negotiate the compensation with you.  
 
WHEN IS THE STUDY OVER? CAN I LEAVE THE STUDY BEFORE IT ENDS?  
 
The study is over when you have attended three debriefing sessions. However, you can 
leave the study at any time even if you have not finished.  
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PROTECTION OF YOUR CONFIDENTIALITY 
 
The investigator will keep all written materials locked in a desk drawer in a locked office. 
Any electronic or digital information (including audio recordings) will be stored on a 
computer that is password protected. What is on the audio-recording will be written down 
and the audio-recording will then be destroyed. The de-identified codes to identify the 
subjects from the participant codes are kept locked and separate from the list of the codes.  
 
For quality assurance, the study team, the study sponsor (grant agency), and/or members 
of the Teachers College Office of Sponsored Programs may review the data collected 
from you as part of this study. Otherwise, all information obtained from your 
participation in this study will be held strictly confidential and will be disclosed only with 
your permission or as required by U.S. or State law.  
 
HOW WILL THE RESULTS BE USED?  
 
The results of this study might be published in journals and presented at academic 
conferences and educational government agencies in Thailand. Your identity will be 
removed from any data you provide before publication or use for educational purposes. 
This study is being conducted as part of the dissertation of the principal investigator.  
 
CONSENT FOR AUDIO RECORDING  
 
Audio recording is part of this research study. You can choose whether to give 
permission to be recorded. If you decide that you do not wish to be recorded, you will not 
be able to participate in this research study.  
 
______I give my consent to be recorded_______________________________________ 

Signature 
 
______I do not consent to be recorded_________________________________________ 

Signature 
 
WHO MAY VIEW MY PARTICIPATION IN THIS STUDY? 
 
___I consent to allow written, and/or audio taped materials viewed at an educational 
setting or at a conference outside of Teachers College. I also consent to having my 
interview transcribed by transcribers and translated for translators. 
 
________________________________________________________________________ 

Signature  
 
___I do not consent to allow written, and/or audio taped materials viewed outside of 
Teachers College Columbia University. 
 
________________________________________________________________________ 

Signature  
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OPTIONAL CONSENT FOR FUTURE CONTACT  
 
The investigator may wish to contact you in the future. Please initial the appropriate 
statements to indicate whether or not you give permission for future contact.  
 
I give permission to be contacted in the future for research purposes: 

Yes ________________________ No_______________________ 
Initial      Initial 

 
I give permission to be contacted in the future for information relating to this study:  
 

Yes ________________________ No_______________________ 
Initial      Initial 

 
 
WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY? 
 
If you have any questions about taking part in this research study, you should 
contact the principal investigator, Bank Apichai Chaiwinij at +66.81.833.3678 (in 
Thailand), +1.929.990.5497 (in U.S.) or at ac3344@tc.columbia.edu. You can also 
contact the faculty advisor: Dr. Judith O’Neil at +1.401.737.9997 or at jaoneil@aol.com, 
and my 2nd reader: Dr. Victoria Marsick at +1.206.822.4688 or at 
marsick@exchange.tc.columbia.edu 
 
If you have questions or concerns about your rights as a research subject, you 
should contact the Institutional Review Board (IRB) (the human research ethics 
committee) at 212-678-4105 or email IRB@tc.edu. Or you can write to the IRB at 
Teachers College, Columbia University, 525 W. 120th Street, New York, NY 1002. 
The IRB is the committee that oversees human research protection for Teachers 
College, Columbia University.  
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PARTICIPANT’S RIGHTS 

 
• I have read and discussed the informed consent with the researcher. I have had 

ample opportunity to ask questions about the purposes, procedures, risks and 
benefits regarding this research study.  

• I understand that my participation is voluntary. I may refuse to participate or 
withdraw participation at any time without penalty. 

• The researcher may withdraw me from the research at his or her professional 
discretion.  

• If, during the course of the study, significant new information that has been 
developed becomes available which may relate to my willingness to continue 
my participation, the investigator will provide this information to me.  

• Any information derived from the research study that personally identifies me 
will not be voluntarily released or disclosed without my separate consent, 
except as specifically required by law.  

• Your data will not be used in further research studies. 
• I should receive a copy of the Informed Consent document.  

 
My signature means that I agree to participate in this study 
 
Print name: ___________________________________________ Date: ____________ 
 
Signature: ______________________________________________________________ 
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Appendix L 
 

Action Learning (AL) Committee, Advisory Board, and Sponsors 
 
 

 
Action Learning (AL) Academic & Working Committee 

 
Chairs  

• Professor Victoria Marsick, Program Director of Adult Learning and Leadership, 
Teachers College, Columbia University, AL Designer/Practitioner, & Author of 
“Understanding Action Learning” 

• Dr. Judith O’Neil, Adjunct Professor, Teachers College, Columbia University, AL 
Designer/Practitioner, & Author of “Understanding Action Learning” 

Director 
• Coach Bank Apichai Chaiwinij, Doctoral Candidate of Adult Learning and 

Leadership, Teachers College 

Deputy Director 
• Coach Jiab Praveenuj Visvaporabutr, Hogan Certified Coach & Organization 

Development Consultant 

Committee  
 Learning Coaches  

o Coach Tip Porntip Kanjananiyot, Teachers College Alumnus & Former 
Executive Director of the Thailand - United States Education Fund 
(TUSEF/Fulbright Thailand) 

o Coach Iew Parinda Viranuvat, Teachers College Alumnus, Organizational 
Development Consultant, & Mediator  

o Coach Jiab Praveenuj Visvaporabutr, Hogan Certified Coach & 
Organization Development Consultant 

o Coach Charles Chaowat Tantivivathanaphand, Teachers College Alumnus, 
Learning Design Strategist & Career Psychology Consultant  

Facilitators & Lecturers  
o Dr. Chartchai Norasethaporn, Senior Executive Vice President at Central 

Group  
o Dr. Parita Suaphan, Teachers College Alumnus, Lecturer & Researcher at 

Thammasat Universitxy 
o Dr. Disaya Chudasri, Lecturer & Researcher at Chiangmai University 
o Ms. Thiptawan Uchai, Lecturer at Department of Performance Arts, 

Bangkok University & Specialist in Applied Theatre  
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Guest Speakers 
o Mr. Lee Ayu Chuepa, a coffee brand’s owner and a famous social 

entrepreneur 
o Principal Mookda Kamvichit, Starfish Country Home School  
o Senior Principal Narong Apaijai, Baan Muang Kued School  

Project Management 
o Mr. Apisit Meakaew, Project Manager 
o Ms. Thidaporn Sukumwattana, Project Manager  
o Ms. Tasanee Sinwang 
o Mr. Pakin Suksawat 
o Ms. Sutida Promprakai  
o Ms. Visa Sortrakul 
o Ms. Suttasiri Sirisumpan 
o Mr. Teerapol Aramruangsakul, Photographer  
o Ms. Nicole Greenwood, Videographer  
o Ms. Sawaros Thanapornsangsuth, Videographer  

Researchers 
o Dr. Pachernwaat Srichai, a qualitative researcher, Social Research 

Institute, Chiangmai University 
o Mr. Z-za Benjamin Benjarit 
o Ms. Memo Maymoree Tangtipongkul  

 

Advisory Board 
 
Chair  

Mr. Sumon Monkhai, Secretary of Educational Administration Network – 
Suksasongkroa Schools of The North, Special Education Bureau & School 
Principal of Suksasongkrao Chiangmai School, Maerim, Chiangmai 

Advisory Board Members  
Ministry of Education  

o Dr. Teerakiat Jareonsettasin, Minister of Education 
o Dr. Boonrak Yodpetch, Secretary-General, Office of The Basic Education 

Commission, Ministry of Education (OBEC) 
o Dr. Suda Suk-Um, Director, Special Education Bureau (SEB) 
o Mr. Sungkom Chanvises, Director of Research and Development, Human 

Resource Group, Office of The Basic Education Commission - Ministry of 
Education (OBEC) 
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Educational Administration Network – Suksasongkroa Schools of The North, 
Special Education Bureau 

o Mr. Sumon Monkhai, Secretary & School Principal, Suksasongkrao 
Chiangmai School, Maerim, Chiangmai 

o Mr. Tom Sritipsak, School Principal, Rajaprajanugroh 24 School, Jun, 
Payao 

o Mr. Nattapat Graingam, School Principal, Suksasongkrao Chiangdao 
School, Chiangdao, Chiangmai 

o Mr. Nopadon Singtonat, School Principal, Suksasongkrao Mae Chan 
School, Mae Chan, Chiangrai 

o Mr. Detch Suthumpong, School Principal, Suksasongkroa Jitaree School 
under the patronage of H.R.H the Princess Mother, Muang, Lampang 

o Mr. Praphan Phoya, School Principal, Rajaprajanugroh 26 School, Pa 
Sang, Lamphun 

o Mrs. Arunee Santikunakorn, a retired teacher, Suksasongkrao Chiangmai 
School, Maerim, Chiangmai 

o Mrs. Chuanchom Boonsiri, a retired school administrator, Suksasongkrao 
Chiangmai School, Maerim, Chiangmai 

o Mrs. Naiyana Upakoon, a senior teacher, Suksasongkrao Chiangmai 
School, Maerim, Chiangmai 

o Mrs. Pornrutai Maneewan, a teacher, Suksasongkrao Chiangmai School, 
Maerim, Chiangmai 

Local Administration Organizations and Social Entrepreneurs  
o Asst. Prof. Dr. Romyen Kosaikanont, Vice President of Mae Fah Luang 

University, Chiangrai  
o Mr. Noppadol Na Chaingmai, Chief Executive of Sub-district 

Administration Organization of Don Kaew, Marim, Chiangmai 
Teachers College, Columbia Univesity  

o Mr. Piyatat Thanapisitkul, Teachers College Alumus & Organizational 
Development Consultant 

o Dr. Apivat Hanvongse, Teachers College Alumnus, Lecturer at 
Thammasat University, & Researcher in People and Emerging 
Technologies  

o Ms. Rungkarn Rakkulchon, Teachers College Alumus & Organizational 
Development Consultant 
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Sponsors 
 

• The John F. Kennedy Foundation  
• Power for Sustainable Future Foundation  
• TTC Siam Drinking Water Limited  
• Mrs. Tipp Chantes 
• One & All Thailand 
• Moong Pattana International PLC 
• Hogan Assessments  
• Nok Air  
• Kaomai Lanna Resort  
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Appendix M 
 

Program Schedule 
 
Introduction  

There were three weekend sessions, consisting: 
• First weekend: April 1-3, 2019 
• Second weekend: April 25-27, 2019  
• Third and last weekend: May 23-25, 2019  

 
The following are the detailed program schedule covering, dates, times, learning 

activities, and presenters (such as lecturers, facilitators, learning coaches, sponsors, 
program manager, and program director). 
 
First Weekend 
 
Monday, April 1, 2019  

Time Description Presenters 

08:00 – 09:00 Registration and light breakfast  

09:00 – 11:15 Welcoming speech Coach Bank Apichai Chaiwinij, 

the AL program director and 

Ms. Tidaporn Sukumpattana, 

the program manager 

 Ice breaker activities  Ms. Thiptawan Uchai 

 1. Introducing Three learning coaches for 

three AL groups 

2. House rules: 

1. Learner & Judger Mindset 

2. Confidentiality & Punctuality 

3. Parking Lot 

Coach Bank Apichai Chaiwinij 

11:15 – 11:30 Coffee break  

11:30 – 12:15 Index of Content Validity, CVI Findings: 

Which leadership qualities are important 

and relevant for school leaders in the 

Golden Triangle? 

Coach Bank Apichai Chaiwinij 

12:15 – 13:15 Lunch  

13:15 – 14:15 Small AL Group Session: Life History Three learning coaches 

14:15 – 15:15 Lecture: Action Planning Cycle Coach Charles Chaowat 

Tantivivathanaphand 

15:15 – 15:30 Coffee break  

15:30 – 17:30 Workshop:  

1. What is research?  Dr. Parita Suaphan, Teachers 
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2. Quantitative research method  College Alumnus, Lecturer & 

Researcher at Thammasat 

University 

17:30 – 17:45 Coffee break  

17:45 – 19:30 Lecture: Qualitative research method  Dr. Disaya Chutasri, Lecturer 

and Researcher at Chiangmai 

University  

19:30 – 20:30 Dinner   

20:30 – 21:30 Small AL Group Session:  

1. Contracting  

2. Discussion technique: Circle of 

Voices 

Three learning coaches  

21:30 – 22:00 Learning Activities: 

1. Parking Lot 

2. Critical Incident Questionnaire, 

CIQ 

Coach Jiab Praveenuj 

Visvaporabutr 

 

 
Tuesday, April 2, 2019  

Time Description Presenters 
07:30 - 08:30 Breakfast   
08:30 – 08:45 Findings from CIQ and the announcement 

of the revised and updated program 
schedule based on the findings  

Coach Jiab Praveenuj 
Visvaporabutr & Coach Bank 
Apichai Chaiwinij 

08:45 – 09:00 Welcoming all sponsors and funders 
Background and introduction to the 
project  

Coach Bank Apichai 
Chaiwinij 
 

09:00 – 09:15 Video presentation: Nurturing school 
leadership for at-risk schools in the 
Golden Triangle  

Dr. Judith O’Neil & Dr. 
Victoria Marsick, the co-
chairs of the AL academic 
committee  

09:15 – 10:15 Visions on the future of education, the 
talks by four leaders from four leading 
organizations 

Mr. Churit Chitveera, PTT 
PLC 
Mr. Apichart Benjarit, One & 
All Thailand 
Ms. Suwanna Chokdee-
Anand, Chief Executive 
Officer, Moong Pattana 
International PLC 
Mr. Pradap Piboonsongkram, 
The John F. Kennedy 
Foundation  

10:15 – 10:30 Coffee break  
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10:30 – 12:00 Opening speech  
Briefing session of three AL projects - 
school challenges in the Golden Triangle  

Dr. Suda Suk-um, Director of 
SEB 
Mr. Sumon Monkhai, Senior 
School Principal of 
Suksasongkrao Chiangmai 
School and Secretary of 
Educational Administration 
Network – Suksasongkroa 
Schools of The North, SEB 

12:00 – 13:00 Lunch   
13:00 – 14:00 Talk “The importance of education for 

minority students for a sustainable future” 
Mr. Lee Ayu Chuepa, a 
minority student - Akha who 
became a coffee brand’s 
owner and a famous social 
entrepreneur 
 

14:00 - 15:15 Small AL Group Session: Assumptions & 
Questions Three learning coaches  

15:15 – 15:30 Coffee break  

15:30 – 16:30 Workshop: Clarifying Assumptions & 
Questions  

Sponsors   

16:30 – 18:30 Small AL Group Session: Using research 
to answer questions and validate 
assumptions 

Dr. Disaya Chutasri, three 
learning coaches, and the 
program director  

18:30 – 19:00 Learning Activities: 
1. Parking Lot 
2. Critical Incident Questionnaire 

Coach Jiab Praveenuj 
Visvaporabutr 
 

19:00 – 20:00 Dinner   
 
Wednesday, April 3, 2019  

Time Description Presenters 
07:30 – 08:30 Breakfast   

08:30 – 09:00 Findings from CIQ and the announcement 
of the revised and updated program 
schedule based on the findings  

Coach Jiab Praveenuj 
Visvaporabutr & Coach Bank 
Apichai Chaiwinij 

09:00 – 09:30 Reflection & Dialogue  Coach Charles Chaowat 
Tantivivathanaphand 
 

09:30 – 09:45 Coffee break   
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Time Description Presenters 
09:45 - 10:45 Small AL Group Session: Action 

Planning Cycle  
Three learning coaches  

10:45 – 11:15 Workshop: Hogan Assessments Coach Jiab Praveenuj 
Visvaporabutr 

11:15 - 12:15 Small AL Group Session: 
1. Understand the findings from 

Hogan Assessments 
2. Create self-development plan - 

Start/Stop/Keep 

Three learning coaches  

12:15 – 13:15 Lunch   
13:15 – 15:20 Theatre of The Oppressed  

(including Coffee break) 
Ms. Thiptawan Uchai  

15:20 – 15:50 Learning Activities: 
1. Parking Lot 
2. Critical Incident Questionnaire 

Coach Jiab Praveenuj 
Visvaporabutr 
 

15:50 – 16:30 Reflection & Dialogue  Coach Charles Chaowat 
Tantivivathanaphand 

 
Second Weekend 
 
Thursday, April 25, 2019  

Time Description Presenters 
08:00 - 08:30 Registration and light breakfast  

08:30 - 09:00 Video Presentation: 
1. Central Groups and its Social 

Contribution Projects  
2. Introducing Dr. Chartchai 

Norasethaporn, Senior Executive 
Vice President at Central Group 

3. Briefing for the excursion - what do 
school leaders need to observe while 
visiting two schools? 

Central Group 

09:00 - 10:00 Travelling   

10:00 - 12:00 Excursion: Starfish Country Home 
School  

School Principal Mookda 
Kamvichit  
 

12:00 - 13:00 Travelling   

13:00 - 14:00 Lunch   
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14:00 - 16:00 Excursion: Baan Muang Kued School  School Principal Narong 
Apaijai  
 

16:00 - 17:00 Travelling   

17:00 - 18:30 Small AL Group Session: 
1. Check-in 
2. Summarize findings from 

excursion  

Three learning coaches 
 

18:30 - 19:30 Dinner   

19:30 - 20:00 Reflection & Dialogue  
Coach Charles Chaowat 
Tantivivathanaphand 

20:00 – 20:15 Learning Activities: 
1. Parking Lot 
2. Critical Incident Questionnaire 

Coach Jiab Praveenuj 
Visvaporabutr 
 

 
Friday, April 26, 2019 

Time Description Presenters 
07:30 – 08:30 Breakfast   

08:30 – 09:00 Findings from CIQ and the announcement 
of the revised and updated program 
schedule based on the findings  

Coach Jiab Praveenuj 
Visvaporabutr & Coach Bank 
Apichai Chaiwinij 

09:00 – 09:30 Reflection & Dialogue  Coach Charles Chaowat 
Tantivivathanaphand 

09:30 - 10:30 Small AL Group Session: 
1. Data analysis 
2. Prepare the topline findings to 

share with other groups  

Dr. Disaya Chudasri  
Three learning coaches 
 

10:30 - 11:00 Coffee break   

11:00 - 11:30 The plenary session:  
1. Sharing toplines findings 
2. Idea exchange 

Dr. Disaya Chutasri & Coach 
Bank Apichai Chaiwinij 
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11:30 - 12:15 Lecture:  

1. What does the final project 
presentation look like?  

2. Outlines and its example  

Coach Charles Chaowat 
Tantivivathanaphand and 
Coach Bank Apichai 
Chaiwinij 

12:15 - 13:15 Lunch   

13:15 - 15:15 Workshop: Foxy Matrix as a strategic 
way for planning and capable 
management  

Coach Bank Apichai 
Chaiwinij 
 

15:15 - 15:30 Coffee break  

15:30 - 16:30 Small AL Group Session: Planning for 
final project presentation  Three learning coaches  

16:30 - 18:00 Workshop: Team Assessment Survey Coach Bank Apichai 
Chaiwinij & Three learning 
coaches  

18:00 - 19:00 Dinner   

19:00 – 19:20 Reflection & Dialogue  Coach Charles Chaowat 
Tantivivathanaphand 

19:20 - 19:30 Learning Activities: 
1. Parking Lot 
2. Critical Incident Questionnaire 

Coach Jiab Praveenuj 
Visvaporabutr  

19:30 - 20:00 Workshop: Political Mapping as a 
strategic plan for winning people in the 
organization (optional) 

Coach Bank Apichai 
Chaiwinij 
 

 
Saturday, April 27, 2019  

Time Description Presenters 
07:30 – 08:30 Breakfast   

08:30 – 09:00 Findings from CIQ and the 
announcement of the revised and 
updated program schedule based on the 
findings  

Coach Jiab Praveenuj 
Visvaporabutr & Coach Bank 
Apichai Chaiwinij 

09:00 – 09:30 Reflection & Dialogue  Coach Charles Chaowat 
Tantivivathanaphand 
 

09:30 - 10:45 Workshop: Organizational Culture & 
Values  

Dr. Chartchai Norasethaporn 
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10:45 - 11:00 Coffee break   

11:00 - 11:45 Assignment: Organizational Culture & 
Values in the schools  

Dr. Chartchai Norasethaporn 
& Three learning coaches  

11:45 - 12:45 Lunch  

12:45 - 13:45 Newsprint Dialogue: Idea exchange in 
the areas of Organizational Culture & 
Values  

Dr. Chartchai Norasethaporn 
Six sponsors 
School Principal Narong 
Apaijai  

13:45 - 15:15 Small AL Group Session: Working on 
AL Projects  

Three learning coaches 

15:15 - 15:40 Coffee break 
Introducing online meeting platforms, 
including, Line Call, Zoom Meeting  

Coach Bank Apichai 
Chaiwinij 
 

15:40 - 16:00 Reflection & Dialogue  Coach Charles Chaowat 
Tantivivathanaphand 

16:00 - 16:30 Recapping Assignments between The 
Second & Last Weekend 

1. Hogan Assessments - 
Start/Stop/Keep 

2. Theatre of The Oppressed  
Learning Activities: 

1. Parking Lot 
2. Critical Incident Questionnaire 

Coach Jiab Praveenuj 
Visvaporabutr & Coach Bank 
Apichai Chaiwinij 

 
The Third and Last Weekend 
 
Thursday, May 23, 2019  

Time Description Presenters 
07:30 - 08:30 Registration and light breakfast  

08:30 - 09:00 Check-in  
Reflection & Dialogue  

Coach Charles Chaowat 
Tantivivathanaphand 

09:00 - 10:00 Small AL Group Session: Hogan 
Assessments - Start/Stop/Keep 

Three learning coaches 

10:00 - 10:15 Coffee break   

10:15 - 12:00 Small AL Group Session: Working on 
AL Projects  

Three learning coaches 

12:00 - 13:00 Lunch   

13:00 - 14:00 Small AL Group Session: Working on 
AL Projects  

Three learning coaches 
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14:00 - 14:15 Coffee break   

14:15 - 18:00 Theatre of The Oppressed  Ms. Thiptawan Uchai  

18:00 - 18:30 Reflection & Dialogue  Coach Charles Chaowat 
Tantivivathanaphand 

18:30 - 18:45 Learning Activities: 
1. Parking Lot 
2. Critical Incident Questionnaire 

Coach Jiab Praveenuj 
Visvaporabutr  

18:45 - 19:45 Dinner  
19:45 - 21:00 Small AL Group Session: Working on 

AL Projects  
Three learning coaches 

 
Friday, May 24, 2019 

Time Description Presenters 
07:00 – 08:00 Breakfast   

08:00 – 08:15 Findings from CIQ and the 
announcement of the revised and 
updated program schedule based on the 
findings  

Coach Jiab Praveenuj 
Visvaporabutr & Coach Bank 
Apichai Chaiwinij 

08:15 - 08:30 Reflection & Dialogue  
Introducing Coach Tip Porntip 
Kanjananiyot, the moderator and 
facilitator of the day - final project 
presentation  

Coach Charles Chaowat 
Tantivivathanaphand & Coach 
Bank Apichai Chaiwinij  

08:30 - 08:35 Introducing Coach Tip Porntip 
Kanjananiyot the moderator and 
facilitator of the day 

Coach Bank Apichai 
Chaiwinij 

08:30 - 09:15 Reflection & Dialogue - the final R&D, 
learning and empowering before 
presenting  

Coach Tip Porntip 
Kanjananiyot 

09:15 - 09:30 Coffee break   

09:30 - 10:00 1. Welcoming session: 
1. Dr. Suda Suk-um, 

Director of SEB  
2. Six sponsors  

2. Introducing Coach Tip Porntip 
Kanjananiyot, an educational 
resource person of Thailand  

3. Debriefing the progress of the 
AL program  

Coach Bank Apichai 
Chaiwinij 
 



 

 

293 

11:00 - 11:00 Final Project Presentation - AL Team I, 
following by Q&A session from 
sponsors  

 

11:00 - 12:00 Lunch   
12:00 - 13:00 Final Project Presentation - AL Team II, 

following by Q&A session from 
sponsors  

 

13:00 - 14:00 Final Project Presentation - AL Team III, 
following by Q&A session from 
sponsors 
 

 

14:00 - 15:30 Fishbowl: Ideas exchange on the final 
project presentation between sponsors 
and participants  

Coach Tip Porntip 
Kanjananiyot 

15:30 - 15:45 Coffee break   

15:45 - 16:45 Small AL Group Session: How to 
implement the final projects in the 
schools?  

Three learning coaches  

16:45 - 19:00 Newsprint Dialogue: Idea exchange 
among sponsors and participants on 
‘How to implement the final projects in 
the school?’ 

Coach Tip Porntip 
Kanjananiyot 

18:15 - 19:00 Break   
19:00 - 22:00 Graduation Lanna Party  
 
The last day, Saturday, May 25, 2019  
 

Time Description Presenters 
08:00 - 09:00 Breakfast   

09:00 - 10:00 Small AL Group Session: Reflection 
Question “What have we learned from 
the final project presentation?” 

Three learning coaches  

10:00 - 10:15 Coffee break   
10:15 - 11:45 Small AL Group Session: Positive 

Feedback  
Three learning coaches  

11:45 - 12:45 Lunch   

12:45 - 13:15 Lecture: How to implement Action 
Learning in the schools? 

Coach Charles Chaowat 
Tantivivathanaphand & Coach 
Bank Apichai Chaiwinij 
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13:15 - 14:30 Recap the next steps: 
1. Implementing AL projects in the 

schools 
2. School visits by all learning 

coaches in July 2019 
3. Posttest in August 2019: 

1. CIQ Interviews with 17 
participants  

2. Self-administrative 
surveys with 17 
participants and their 51 
staff  

Coach Bank Apichai 
Chaiwinij 

14:30 - 14:45 Coffee break  
14:45 - 15:00 Graduation Ceremony   

15:00 - 15:30 Appreciative Inquiry  Coach Bank Apichai 
Chaiwinij  

15:30 - 16:00 Reflection & Dialogue  Coach Charles Chaowat 
Tantivivathanaphand 
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Appendix N 
 

Description of Learning Activities (in Alphabetical Order) 
  

Learning 
Activities Description 

Action Planning 
Cycle 

10 steps to successfully finish the AL project, including 
identifying/reframing the project; surface, examine, & challenge 
assumptions; determine needs; gather information/ benchmarking; 
developing recommendations; decide; empower and involve; 
implement; assess results; and lastly, use assessment to feedback new 
cycle (O’Neil & Marsick, 2007) 

Appreciative 
Inquiry 

To recap all learning activities in the AL program through a video 
presentation, and allow time for all participants to reflect on the time 
and experiences they have had together. Then to share the 
appreciations to others in the plenary session 

Assumptions & 
Questions 

O’Neil and Marsick (2007) defined an assumption as any belief, idea, 
hunch, or thought about a subject that guides an individual’s behavior. 
It is important to clarify and challenge all of our assumptions and 
questions before we begin any work. In the AL program, three small 
AL groups were asked to identify their assumptions and questions 
about the AL project. And then, sponsors are invited to discuss and 
clarify them. 

Check-in After being away from the group, once all group members reunite, each 
member takes turns updating everyone about their lives while he/she 
has been away 

Circle of Voices Circle of Voices is a discussion technique to foster participants to 
engage and talk. It is a small-group exercise designed to secure early 
participation of every participant in the group (Brookfield & Preskill, 
2016, p. 9). 

Confidentiality The mutual agreement among all participants and coaches was that all 
discussions in the AL program were not to be shared with others 
outside the program. All were asked to sign the agreement on the 
Noren Japanese curtains. Later, the signed curtains were hung at the 
entrance door. 

Contracting Establishing the expectation of the roles of the team members and the 
learning coach as they work together (O’Neil & Marsick, 2007, 
p. 110). 

Critical Incident 
Questionnaire, 
CIQ 

A one-page, five-item instrument that provides anonymous feedback 
on how the learning is progressing during the day (Brookfield & 
Preskill, 2016)—that the AL Academic Committee can use for 
improving the AL program in the following days. 
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Excursion In the second weekend of the AL program, school leaders had a chance 
to visit two distinguished/best-practice schools for disadvantaged 
students in Northern Thailand: Starfish Country Home School and 
Bann Muang Kued School. School Principals from both schools 
explained the ways they lead the schools along with how they create 
and implement the organizational culture and values in their schools. 
Moreover, they allowed participants to walk through the schools and 
observe the ways they serve students that reflect their organizational 
culture and values. The robust organizational culture in the schools, 
fosters engagement of all teachers and staff in the schools to work 
toward and achieve the school mission and objectives. 

Fishbowl Fishbowl is named to reflect the format of the discussion. There are 
two circles of seats: inner and outer. A portion of the group sits in the 
inner circle as active participants. The rest sit in the outer circle as 
observers—listening to and evaluating the conversation of the smaller 
group. If an individual in the outer circle would like to be an active 
participant, one can move to sit on the empty chair in the inner circle 
(Dutt, 1997; Hensley, 2002; Silberman & Hansburg, 2004). 

Foxy Matrix A tool for strategic planning and capable management (Ilbury & 
Sunter, 2001) 

Hogan 
Assessments – 
Start/Stop/ Keep 

Hogan Assessments consists of three components: (1) Hogan 
Personality Inventory (HPI) describes normal or bright-side 
personalities—the best qualities an individual holds for working, 
leading, and becoming successful; (2) Hogan Development Survey 
(HDS) describes the dark side of personality – the qualities that can 
disrupt relationships with others,, damage reputations, and become the 
root of problem, challenge, and failure; (3) Motives, Values, 
Preferences Inventory (MVPI) describes personality from a persion’s 
“inside” that includes, goals, values, drivers, and interests that people 
desire and strive to attain (Hogan Assessment Systems, 2008). 

Learner & Judger 
Mindset 

A reminder to all AL participants to have a learning attitude in which 
they are eager for information and new insights, that they should be 
more open and thoughtful in answering questions. The flow of 
information and ideas will open up, and problem solving, teamwork, 
and innovation will be enhanced (Marquardt, 2005, p.81) 

Life History A learner is asked to draw a picture of her/his life story, consisting of 
the critical incidents throughout their life, and then tell her/his life story 
to others by using that drawing. 

Newsprint 
Dialogue 

A silent way of debriefing small-group conversations that enables 
every individual to engage equally with every finding from the small 
AL groups (Brookfield & Preskill, 2016, p. 25) 
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Organizational 
Culture and 
Values 

Burke & Litwin (1992) defined Organization Culture as the collection 
of overt and covert values, rules, and principles that guide 
organizational behavior and that have been strongly influenced by 
history, custom, and practice. Schein (1996) elaborated that 
Organization Culture is a set of shared, taken-for-granted implicit 
assumptions that a group holds and that determines how it perceives, 
thinks about, and reacts to its environment. 

Parking Lot If learners have any questions in any activities but do not want to ask 
the presenters in the plenary or small AL group session, learners can 
write their questions on a big sticky note provided and paste them on 
the wall. At the end of the day, the AL academic committee will help 
clarify all questions. 

Political Mapping A strategic way for winning over people in an organization (DeLuca, 
1999) 

Positive Feedback Each participant will have time to provide personal feedback to every 
other person on their team. This feedback should account for the 
individual’s behaviors since the beginning of the program, not just 
recent events. This feedback should be only positive behaviors on the 
part of the person being reviewed. Then each member takes a turn in 
giving positive feedback (O’Neil & Marsick, 2007, p. 119) 

Reflection & 
Dialogue 

Reflection & Dialogue. Reflection is an integral part of how learning 
happens in AL, consisting of processes in which learners engage to 
recapture, notice and reevaluate their experience, as well as to work 
with their experience to turn it into learning (O’Neil & Marsick, 2007, 
p. 82). Dialogue is a way to create meaning through a multi-
dimensional, dynamic, and context-dependent process that is crucial in 
popular and informal education (Freire, 2000; Phillips, 2011). Freire 
(2000) emphasized that dialogue is a co-operative activity that 
involves respect, enhancing community, and building social capital; it 
is not acting on others, but is about working with each other; it is not 
about deepening understanding about the world, but making a 
difference in the world. 

Team Assessment 
Survey 

The survey was used to monitor the effectiveness of the team. The 
learning coaches asked the team members to periodically assess 
themselves on the descriptors of high performing teams by rating from 
1 (Strongly disagree) to 6 (Strongly agree) (O’Neil & Marsick, 2018). 
In the small AL sessions, the learning coaches would allow participants 
to fill in the survey, and then to discuss the findings in order to come 
up with a development plan for becoming a high-performing team. 
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Theatre of 
The 
Oppressed 

The Theatre of the Oppressed (TO) consists of various theatre techniques 
that focus on the systematic and intentional use of dramatic processes for 
progressive change. Influenced by Paulo Freire’s Pedagogy of the 
Oppressed, Augusto Boal developed TO during Brazil’s political instability 
to foster democracy against the dictatorship era. TO activates passive 
spectators to become active spectators and then engages participants in 
rehearsing strategies for personal and social change. While TO is based on 
theatre theories and practices, it is recognized as a powerful experiential 
learning and collective empowerment for educators, political activists, 
therapists, and social workers devoted to critical thought and social action 
(Boal, 1979; Freire, 1970; Schutzman & Cohen-Cruz, 1994). 

Three AL 
projects 

Three projects were introduced to all three AL groups. Three AL teams 
selected the top two preferred projects they wanted to work on, then the 
project director discussed with three learning coaches and announced the 
final project assignment. The projects involved the small AL groups trying 
to find a solution to generally complex school community problems for 
which there was no known answer—and about which there might be some 
dispute even if a proposed solution was presented. The AL projects are in 
the list that follows: 

1. Curriculum Design: What is a best process to design a localized 
curriculum design that will serve students’ particular needs and 
prepare them with academic and life skills for their future? 

2. Teacher Education: What changes need to be made to teacher 
education to ensure a deep understanding of students and their 
communities? 

3. Policy from MOE: What is the best way to help school leaders 
effectively serve their stakeholders and integrate the policy of the 
Ministry of Education in school projects? 
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Appendix O 

Influences (CSFs and Leadership Qualities) that Helped Improve Each Leadership Quality  

Leadership Qualities Improved Influences that Helped Improve 
Each Leadership Quality 

Communication Leadership 2: 
Listening actively to what others 
say (28) 

CSFs 
1. Reflection, Idea Exchange & Collaboration: Circle 

of Voices (8), Reflection & Dialogue (R&D) (6), 
Idea Exchange (6), Fishbowl (3) 

2. AL Program Design & Characteristics: AL 
Learning Activities & Design (5)  

Caring Leadership (33) CSFs 
1. Reflection, Idea Exchange & Collaboration: R&D 

(5), Circle of Voices (3) 
2. Emotional Intelligence (EQ) & Caring: Theatre of 

The Oppressed (5), Hogan Assessments (3) 
3. Organizational Culture & Values: Excursion (7) 
4. AL Program Design & Characteristics: AL 

Learning Activities & Design (3), Working with 
Others on the AL Projects (3) 

Leadership Qualities 
1. EQ: Empathy (4) 
2. Communication Leadership 2: Listening actively 

to what others say (3) 
Confident Leadership (26) 
 

CSFs 
1. Reflection, Idea Exchange & Collaboration: R&D 

(5), Circle of Voices (4) 
2. AL Program Design & Characteristics: AL 

Learning Activities & Design (6) 
Leadership Qualities 
1. Communication Leadership 2: Listening actively 

to what others say (5) 
2. EQ: Empathy (3) 

Collaboration (12) CSFs 
1. Reflection, Idea Exchange & Collaboration: Circle 

of Voices (6), Idea Exchange (3) 
Leadership Qualities 
1. Communication Leadership 2: Listening actively 

to what others say (3) 
 

Follower-centered Leadership 
(7) 

CSFs 
1. AL Program Design & Characteristics: AL 

Learning Activities & Design (4) 
2. Reflection, Idea Exchange & Collaboration: R&D 

(3) 
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EQ – Self-awareness (5) CSFs 
1. EQ & Caring: Hogan Assessments (5) 

EQ – Empathy (7) CSFs 
1. EQ & Caring: Theatre of The Oppressed (TO) (4) 
2. Reflection, Idea Exchange & Collaboration: R&D 

(3) 
Capable Management 1,  
Using personnel and resources 
to get a task accomplished 
efficiently (9) 
  

CSFs 
1. AL Program Design & Characteristics: Working 

with others on the AL projects (3) 
Leadership Qualities 
1. Follower-centered Leadership 1: Delegating 

responsibility and discretion to others in work 
activities (3) 

2. Visionary Leadership (3) 
Visionary Leadership (6) CSFs 

1. AL Academic & Working Committee: Guest 
speakers & lecturers (3) 

2. Organizational Culture & Values: Excursion (3) 
Principled Leadership (8) CSFs 

1. AL Academic & Working Committee: Guest 
speakers & lecturers (5) 

2. Organizational Culture & Values: Excursion (3) 
*The number in the parentheses (#) illustrates the number of participants holding a view 
or views. 


