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ABSTRACT:

This article examines the preparation of educational institution leaders for resonant management
under conditions of crisis uncertainty. The study aims to provide theoretical substantiation and
empirical testing of an integrated preparation model using a mixed-methods design combining
quantitative and qualitative approaches. The study involved 148 school leaders divided into
experimental and control groups. The integrated model comprises value-motivational, cognitive-
analytical, emotional-reflexive, and innovative-activity components. The experimental group
demonstrated statistically significant growth across all competence domains (p < 0.001) with very large
effect sizes (Cohen’s d > 2.7). Correlation analysis confirmed the formation of an integrated
competence system reflecting the synergistic character of resonant management.
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1. Introduction

Education systems around the world have come under unprecedented pressure.
The COVID-19 pandemic, armed conflicts, mass forced migration, accelerated
digitalization, and deepening socioeconomic inequality — all of these have not merely
complicated the daily functioning of schools but have fundamentally transformed the
context in which school governance is carried out. School principals today routinely make
decisions in situations where reliable information is scarce, time is even scarcer, and the
cost of a mistake is measured in the lives and well-being of entire teaching communities.

Under such conditions, traditional management models designed for stable
environments and clearly defined procedures are increasingly proving inadequate. Recent
studies indicate that leaders who demonstrate effectiveness during crises combine strategic
clarity with emotional sensitivity toward people and a willingness to take risks in pursuit
of change (Harris & Jones, 2022; Ainscow, 2023). None of these qualities is innate; rather,
each requires deliberate and systematic development.

At the same time, the academic discourse increasingly approaches educational
management through the lens of sustainable development. This perspective implies not
only achieving effective performance in the short term but also ensuring the leader's
capacity to maintain long-term organizational resilience, foster the human potential of the
educational staff, and align managerial decisions with social and environmental priorities
(OECD, 2021; OECD, 2023). For a school principal, this means the ability to think not
only about the current academic year but also about what the school will become over the
next decade.

Among the concepts seeking to address these challenges, resonant leadership
occupies a particularly significant position. Developed by Goleman, Boyatzis, and McKee
(2002), the concept describes a leader capable of creating a positive emotional climate in
which staff members feel heard, protected, and able to act effectively even during periods
of crisis. Boyatzis, Rochford, and Taylor (2015) further clarified the neuropsychological
mechanism undetlying this phenomenon through the concept of the Positive Emotional
Attractor: a shared vision and sense of hope that activate individuals' capacity for learning,
mutual support, and innovation.

Transformational, instructional, and distributed leadership — each of these models
has proven itself well in stable conditions, but each has limitations in crisis situations
(Leithwood & Sun, 2018; Hallinger & Hosseingholizadeh, 2020; Spillane, 2006). Resonant
leadership does not seek to replace these approaches; instead, it provides the emotional
and value-based foundation without which any leadership model eventually loses its
effectiveness under conditions of prolonged instability.

Reviews of educational leadership preparation programmes reveal a concerning
tendency: they remain predominantly focused on administrative and procedural
competencies while paying insufficient attention to developing emotional resilience,
reflective capacity, and innovative thinking (Bush, 2018; Orr, 2023). This gap between the
demands of contemporary educational realities and the content of leadership preparation
programmes constitutes the central focus of the present study.

The relevance of this topic is particularly evident within the Ukrainian context.
During recent years, educational leaders in Ukraine have simultaneously addressed the
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consequences of the COVID-19 pandemic, organized education under conditions of
armed conflict, managed school communities in which many teachers and students have
been forcibly displaced, and maintained a psychological climate capable of retaining
educators within the profession. Resilience under such circumstances cannot be based
solely on administrative competencies; it requires notably the qualities described by the
concept of resonant leadership.

The aim of this article is to provide a theoretical justification for and an empirical
validation of an integrated model for preparing educational leaders for resonant leadership,
taking into account the principles of sustainable development and the realities of crisis-
related uncertainty. The objectives are to analyse the theoretical foundations of resonant
leadership and related concepts; to develop and describe an integrated four-component
model; to validate the model through a quasi-experimental study involving 148 educational
leaders; and to analyse and interpret the findings using a mixed-methods approach.

The scientific novelty of this study lies in the fact that resonant leadership is
examined, for the first time, not merely as a descriptive concept but as an operationalized
construct with clearly defined components, measurable indicators, and a replicable training
framework. The approach makes it possible to move beyond asking whether resonant
leadership is important toward investigating precisely how and under what conditions it
develops, thereby representing a fundamentally different level of analysis and practical
significance.

The article is structured as follows: section 2 analyses the theoretical foundations
of the study, including classical, crisis-oriented, and innovative models of educational
leadership and their relationship to resonant leadership; section 3 describes the
methodology, sample, research instrument, and the proposed four-component model;
section 4 presents the findings of the quantitative and qualitative analyses; section 5
discusses the results in the context of previous research and offers practical
recommendations. The article concludes with the main findings and a list of references.

2. Literature Review
2.1. Classical Models of Educational Leadership and Their Limitations

Transformational leadership has remained the most influential theoretical concept
in the field of educational management for the past three decades. In a large-scale meta-
analysis, Leithwood and Sun (2018) confirmed that transformational leaders genuinely
improve teachers’ motivation and the organizational climate. Meidelina, Pietsch, and
Tulowitzki (2023) demonstrated that this model is also associated with the psychological
well-being of teaching staff, a resource that is critically important for staff retention.
However, the same meta-analytical evidence also reveals the other side of the picture: the
effects of transformational leadership become unstable in crisis situations, where leaders
simply do not have sufficient time or resources to inspire others gradually and develop a
shared vision.

Instructional leadership, which positions the principal as the "lead educator,”
demonstrates a consistent relationship with students’ academic achievement. This finding
is confirmed by the review conducted by Hallinger and Hosseingholizadeh (2020), which
encompassed more than 400 studies across 50 countries. Nevertheless, the same review
identifies a significant limitation: under conditions of instability, principals who focus
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excessively on standardized performance indicators often reduce their schools’ capacity
for adaptation. A school where everything is measured and controlled may prove
unprepared for situations that extend beyond established procedures.

Distributed leadership (Spillane, 2006) reconceptualizes leadership as a collective
practice in which decision-making, responsibility, and initiative are shared among multiple
actors. The approach increases organizational engagement and promotes collective
learning. Its limitation becomes evident during crises: if a culture of trust has not yet been
established within the school, distributing responsibility may instead result in ambiguity,
leaving it unclear who is responsible for making critical decisions when urgent action is
required.

Significant contributions to understanding the limitations of classical leadership
models have been made by Netolicky (2021) and Bush (2020) through comparative
international reviews. Both scholars reached similar conclusions: each of the leadership
models discussed is optimal within a particular context, yet none provides sufficient tools
for leading organizations under conditions of prolonged and unpredictable instability. The
question is therefore not which model is "better," but rather what enables leaders to remain
effective when no supposedly "correct" leadership style proves adequate.

An important issue that is often overlooked in discussions of leadership styles
concerns what actually keeps people committed to the teaching profession. Meidelina,
Pietsch, and Tulowitzki (2023) found that teachers’ well-being is not merely a by-product
of effective leadership but a key variable determining staff retention and long-term
organizational sustainability. A principal who believes that effectiveness and humanity
represent competing priorities has already misunderstood the issue: in the long term, they
are fundamentally inseparable.

Worth noting is that each of the leadership models discussed remains an effective
managerial approach provided that leaders are capable of switching flexibly between them
according to situational demands. Netolicky (2021) and Bush (2020) reach similar
conclusions: situational flexibility is likely to be the most valuable leadership resource, and
no single "optimal" model can substitute for the ability to choose the most approptiate
approach in a given context. Consequently, different leadership styles should be regarded
not as competing alternatives but as complementary approaches, provided that they are
grounded in a shared emotional and value-based foundation.

Resonant leadership occupies exactly this function. It does not compete with
transformational, instructional, or distributed leadership; rather, it establishes the
emotional and value-based foundation without which each of these models ultimately
reaches its limitations. Transformational leadership requires a stable motivational climate,
and resonant leadership sustains such a climate. Distributed leadership depends on
interpersonal trust, and resonant leadership develops that trust. Instructional leadership
relies on teachers’ psychological safety to engage in pedagogical risk-taking, and resonant
leadership creates that psychological safety. Under crisis conditions, when any externally
oriented leadership model may become ineffective, resonant leadership remains a reliable
source of organizational stability precisely because it is grounded not in procedures but in
an internal resource — the quality of relationships and the level of trust within the
organization.
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2.2. Crisis and Adaptive Leadership

Harris and Jones (2022) conducted a large-scale international study examining
how educational systems responded to the COVID-19 pandemic. Their conclusion is
concise: school principals whom teachers described as "present" and "supportive"
maintained substantially higher levels of team engagement even under conditions of
remote work. Ainscow (2023) identifies the leadet’s key role as that of a facilitator of
collective learning: schools where principals not only manage but also help staff members
make sense of their shared experiences demonstrate greater resilience to subsequent crises.

Boin and colleagues (2017), in their study of public crisis management, identify
four essential tasks of crisis leaders: the eatly recognition of warning signals, decision-
making under conditions of incomplete information, maintaining team effectiveness, and
communicating authentically with stakeholders. Chatzipanagiotou and Katsarou (2023)
further argue that these tasks become even more challenging in educational settings
because crises have become chronic rather than episodic. School principals no longer
confront isolated emergencies; instead, they operate within a state of continuous
turbulence.

Timpetley et al. (2020) developed the concept of adaptive leadership as a
continuous process of reflective reconsideration of one’s own managerial actions. Day and
Gu (2014) associate this form of leadership with personal resilience and demonstrate that
resilience is not merely endurance but the capacity to transform experiences of adversity
into personal and organizational resources. At the same time, Tan (2024) cautions against
idealizing "emotional leadership": without strategic clarity and well-structured decision-
making, emotional sensitivity alone cannot guide an organization through a crisis.

In his influential work on leadership in a culture of change, Fullan (2020)
emphasizes that a leader’s ability to maintain collective confidence when no clear answers
yet exist is among the most important and least developed leadership competencies. A
ptincipal who honestly admits, "I do not know, but we will figute it out togethet," often
proves more effective than one who presents uncertain assumptions as unquestionable
facts. This "honesty in uncertainty" is characteristic of the resonant leader rather than the
traditional image of the "strong manager."

The review of research on crisis leadership also reveals an important pattern: the
organizations that demonstrate the greatest resilience during crises are not necessarily
those with the "best leader," but those with the strongest culture of mutual support.
Chatzipanagiotou and Katsarou (2023) show that in schools where relationships of
psychological safety and mutual trust had already been established among teachers before
the crisis, the recovery period following disruption was approximately twice as short as in
typical schools. The finding shifts the focus from the personal qualities of leaders
themselves to the organizational environment that they cultivate. It is specifically in this
respect that resonant leadership differs fundamentally from heroic leadership.

Crisis leadership is reactive: it mobilizes resources in response to an existing threat.
Adaptive leadership is reflective: it teaches organizations to reconsider their actions on the
basis of experience. Resonant leadership is proactive: it continuously maintains the level
of psychological resources and interpersonal trust that enables organizations to expetrience
crises with less disruption and to recover more rapidly. The Positive Emotional Attractor
(Boyatzis et al., 2015) — a state of shared vision and hope — activates neurophysiological
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mechanisms associated with learning and mutual support. This proactive organizational
"immunity" is precisely what neither crisis leadership nor adaptive leadership provides in
isolation.

2.3. Innovative Leadership and Leadership Preparation

Hodzhey (2024), in a systematic review, found that the culture of pedagogical
experimentation and teachers’ willingness to adopt new approaches are determined
primarily by the behaviour of the school principal. Leaders who themselves model
openness to risk and tolerance of mistakes foster educational communities in which
innovation becomes the norm rather than the exception. Ng (2021) adds that educational
leaders in the twenty-first century must combine systems thinking with the ability to
support networked innovation, enabling valuable ideas to circulate among classrooms,
schools, and educational systems.

Fusarelli and Fusarelli (2024), having analysed the consequences of the COVID-
19 pandemic for leadership preparation, reached a concerning conclusion: programmes
that existed before 2020 developed leadership skills suitable for stable environments but
failed to prepare leaders for conditions of chronic instability. Bush (2018) and Oxrr (2023)
arrive at similar conclusions, arguing that a structural gap exists between the competencies
that researchers identify as essential for contemporary educational leaders and those that
leadership preparation programmes actually cultivate.

Xiao, Li, and Chen (2025), in a comparative study, found that programmes that
genuinely transform leadership practice consistently combine four elements: theoretical
understanding, structured practical experience, mentoring, and reflective practice. None
of these elements alone produces a comparable effect. Karimi and Khawaja (2023) point
out that most studies in this field rely primarily on participants’ self-reports and short-term
measurements, which substantially reduces the evidential strength of positive conclusions.

Uhl-Bien and Arena (2018) introduce the concept of adaptive space, an
organizational environment in which operational stability and opportunities for innovation
coexist. A leader’s ability to create such a space represents one of the defining
characteristics of resonant leadership: staff members feel sufficiently secure to take risks
while remaining sufficiently stable to embrace change without fear.

Digitalization introduces an additional dimension to these challenges. The OECD
(2023) reports that leaders who lack confidence in using digital technologies themselves
rarely implement them successfully within schools. The principal obstacle is not a lack of
technical knowledge but rather an unwillingness to appear incompetent before colleagues.
Once again, psychological safety becomes the decisive factor: leaders must be willing to
learn publicly, make mistakes, and acknowledge those mistakes openly. These are
specifically the qualities fostered through resonant leadership.

At the intersection of the various research directions discussed above emerges a
common question: what should constitute the central focus of educational leadership
preparation? Uhl-Bien and Arena (2018) argue convincingly that the priority should not
be narrowly defined competencies but rather the capacity for adaptive thinking and action
— the ability to perceive and understand organizational systems from within while
maintaining personal equilibrium. Both the concept of resonant leadership and the
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leadership preparation programme evaluated in the present study are grounded in this very
principle.

3. Materials and Methods
3.1. Research Design

The study is grounded in the mixed-methods research paradigm (Creswell & Plano
Clark, 2018). This choice is determined by the nature of the subject matter: managerial
competencies encompass both measurable behavioural indicators and subjective
experience that cannot be reduced to numerical data. The quantitative component
provides statistical analysis of dynamics; the qualitative component offers insight into the
mechanisms and meanings of the transformations that have occurred.

A quasi-experimental design with parallel groups — an experimental group (EG)
and a control group (CG) — was selected as the structure of the empirical investigation. A
randomised controlled design is practically unattainable in a real educational setting owing
to organisational and ethical constraints; consequently, quasi-experimentation constitutes
a recognised standard for evaluating educational and managerial interventions (Harris &
Jones, 2022; Ort, 2023).

The empirical investigation was conducted in three consecutive stages. During the
theoretical-analytical stage, the relevant scholarly literature was systematically reviewed,
and the conceptual model together with the diagnostic instruments was developed. During
the intervention stage, a 12-week leadership preparation programme was implemented for
the experimental group, whereas the control group continued its professional activities
under regular conditions. During the evaluation stage, post-intervention measurements
wete conducted, and qualitative data were collected to assess the programme's
effectiveness.

The three stages lasted 8, 12, and 6 weeks, respectively. The overall research cycle
covered almost an entire academic year, thereby minimizing the influence of seasonal
factors, particularly the transition from the first to the second semester, which is typically
accompanied by changes in workload and organizational intensity. Conducting parallel
assessments of the control group at each measurement point made it possible to
distinguish the effects of the intervention from natural professional development and
broader organizational changes.

3.2. Sample

The study involved 148 current and prospective leaders of general secondary
schools, including 62 school principals, 41 deputy principals, and 45 participants enrolled
in educational leadership preparation programmes. Including representatives from
different leadership levels made it possible to examine the effectiveness of the programme
across diverse professional contexts.

Table 1: Characteristics of the Study Sample

Indicator Experimental group (n Control group
=176) (n=172)
School principals 32 30
Deputy principals 21 20
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Leadership program 23 22
participants
Experience up to 5 years 18 17
Experience 0-15 years 34 32
Experience over 15 years 24 23
Urban schools 44 41
Rural schools 32 31

Participants were assigned to the experimental and control groups according to
the principle of equivalence. The two groups were comparable with respect to gender,
leadership experience, type of educational institution, and regional affiliation. At the
baseline stage, no statistically significant differences were identified between the groups (p
> 0.05), thereby ensuring the internal validity of the research design. Access to participants
was facilitated through regional institutes of in-service teacher education and educational
administration authorities.

The representativeness of the sample in a broader sense remains limited.
Participants volunteered to participate through professional development institutions,
which inevitably introduced a degree of positive self-selection. Nevertheless, this
recruitment strategy enhanced the homogeneity of the learning conditions, as all
participants possessed practical leadership experience, cleatly defined professional roles,
and authentic organizational contexts in which newly acquired competencies could be

applied.

3.3. Integrated Training Model

The model is grounded in the concept of resonant leadership (Goleman, Boyatzis,
& McKee, 2002), the theory of the Positive Emotional Attractor (Boyatzis, Rochford, &
Taylor, 2015), and the principles of effective leadership preparation programmes (Xiao,
Li, & Chen, 2025). It integrates four interrelated components, each of which reinforces
and complements the others.

The value-motivational component focuses on awareness of personal values as
the foundation of managerial decision-making, the development of relationships based on
trust and mutual respect, and an understanding of the emotional climate as a strategic
organizational resource. Without a value-based foundation, all other competencies remain
merely technical skills devoid of meaningful leadership content; no methodology or
procedure can substitute for this underlying dimension.

The cognitive-analytical component develops strategic thinking and long-term
planning under conditions of uncertainty, the analysis of organizational situations from the
perspectives of multiple stakeholder groups, and decision-making when information and
time are limited. This component provides structure and rationality precisely where
uncertainty encourages impulsive action.

The emotional-reflective component encompasses the recognition and regulation
of one's own emotional states in stressful situations, reflective practice as a continuous
means of interpreting leadership experience, as well as empathy and the ability to support
the psychological well-being of school staff. The component constitutes the core of
resonant leadership, since a positive emotional climate is impossible without it by
definition.
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The innovation-action component develops leaders' readiness to initiate and
facilitate organizational change, overcome resistance to innovation, utilize digital
management tools, coordinate teams remotely, and create conditions that promote
educational innovation and collaborative learning. It transforms values and reflection into
concrete leadership actions.

Figure 1: Integrated Model for Preparing Educational Leaders for Resonant Leadership

Value-Motivational Cognitive-Analytical
e Trust e Strategic Thinking
¢ Values ¢ Decision-Making
® Emotional Climate Under Uncertainty

Resonant
Leadership

Integrated Model

Emotional-Reflective Innovation-Action

* Seff-Regulation ® |nnovation Skills

* Reflection * Digital Tools

® Empathy

Synergistic Effect: the Development of Each Component Reinforces the Others

The 12-week leadership preparation programme combined classroom instruction
(36 hours), practical case-based sessions (24 hours), individual reflective work (18 hours),
and project-based learning (12 hours). Each of the four components was developed over
a three-week period, after which two weeks were devoted to integrative tasks aimed at
transferring the acquired competencies into holistic leadership practice.

Reflective practice was implemented through structured leadership journals that
participants completed on a weekly basis. Case-based sessions were built around authentic
leadership situations collected from schools within the region. The project component
required patticipants to develop and defend their own "School Development Plan through
Resonant Leadership", a document specifically tailored to the circumstances of their own
educational institution and the practical challenges currently facing the principal or deputy
principal.

Mentoring support took the form of biweekly individual sessions with a
programme facilitator — an experienced educational administrator or organisational coach.
The mentoring conversation was structured around a real managerial challenge that the
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participant had encountered over the preceding two weeks. This ensured the transfer of
learning concepts into a living practical context: participants did not "study" resonant
leadership in the abstract; rather, they "tested" it in their own schools and analysed the
results with their mentor.

Theoretical engagement with the programme was organised according to the
principle of a reading seminar: participants each week processed one or two short texts
(scholarly articles or excerpts from monographs), after which, during sessions, they
discussed not abstract ideas but how the reading connected with their specific managerial
situations. The facilitator did not "deliver" the content of theoretical concepts; rather, he
or she helped the group to construct connections between theory and practice through
reflexive dialogue. The form of work approximates the model of so-called "communities
of practice," which Netolicky (2021) identifies as the most effective format for
transformative impact on managerial beliefs.

The pedagogical logic of the programme was built upon the principle of
"progressive immersion": each successive component drew upon the preceding one and,
simultaneously, enriched it in retrospective view. For example, when participants in the
sixth week commenced work on the emotional-reflexive component, they returned to the
values-related issues of the first week — and, as a rule, discovered new meaning in them
through the lens of the reflexive tools they had just acquired. This effect of "spiral
integration" was documented in the journals of the majority of EG patticipants.

The assessment structure of the programme consciously departed from traditional
tests and examinations: evaluation focused on the reflexive depth of journal entries, the
quality of case analyses, and the practical soundness of the final project. From the very
first sessions, participants understood that there wete no "correct answers" — only
decisions that were more or less thoroughly considered. This approach, in the words of
the participants themselves, already served as a model of the managerial culture they were
to transfer to their own schools: where there is no single "right answer," what is valued is
the capacity to justify and refine decisions — rather than merely to follow instructions.

3.4. Instruments and Data Analysis

The primary quantitative instrument was an original questionnaire comprising 64
items, developed and validated for the purposes of this study. Its structure consisted of
16-18 items per component, measured on a five-point Likert scale (1 — "never / strongly
disagree," 5 — "always / strongly agree"). Instrument development included an analysis of
related questionnaires, content validation by 12 independent experts, and pilot testing with
38 educational leaders.

Table 2: Structure of the Research Instrument and Reliability Indicators

Competency Number Example Cronbachs
domain of items indicators o
Value- 16 Trust, ethical 0,88
motivational decision-making
Cognitive— 18 Strategic 0,91
analytical thinking, decision-making
Emotional— 14 Emotional 0,81
reflective regulation, reflection
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Innovation— 16 Change 0,89
action initiation, digital
leadership

Reliability of the subscales was confirmed by Cronbach's alpha coefficients (« =
0.81-0.91). Construct validity was verified through confirmatory factor analysis: the four-
factor model demonstrated acceptable fit indices (CFI = 0.94; RMSEA = 0.058). The
obtained parameters meet commonly accepted criteria for satisfactory model fit and
indicate that the proposed four-component structure is empirically justified.

Qualitative data were collected through semi-structured individual interviews with
24 EG participants and 6 external experts in the field of educational management
(duration: 45-60 minutes). Interview topics included changes in patticipants' own
managerial practice, concrete examples of new approaches, challenges encountered during
the preparation process, and changes in the school's emotional climate. Recordings were
transcribed with participants' consent.

Quantitative analysis encompassed descriptive statistics, normality testing
(Shapiro—Wilk test), independent-samples t-tests and paired-samples t-tests for within-
group changes, calculation of Cohen's d, and Pearson correlation analysis. Statistical
significance was set at o = 0.05. Qualitative analysis was conducted using thematic coding
(Braun & Clarke, 2000) in a convergent version: two independent coders first processed
the transcripts separately, then reconciled coding categories until consensus was reached.
Quantitative and qualitative data were triangulated at the final analytical stage. All
participants provided informed voluntary consent; personal data were anonymised.

3.5. Methodological Limitations

The quasi-experimental design, chosen under the conditions of a real educational
setting, carries several inherent limitations. First, selection effects: participants who
voluntarily agreed to take part in the study may systematically differ from other educational
leaders in their level of openness to change and intrinsic motivation. Second, contextual
specificity: the programme was implemented within particular institutional and regional
conditions, which limits the direct transferability of the findings. Third, short-term scope:
a 12-week programme does not allow for the determination of how stable the observed
changes will prove to be after a year or two. Fourth, the risk of socially desirable responses
in self-report measures. These limitations do not call into question the internal validity of
the study, but they do define the boundaries of generalisability and outline priorities for
future research.

4. Results
4.1. Overall Findings

All 148 participants completed the full research cycle — from baseline to post-
intervention measurement. The absence of attrition attests to stable engagement and the
organisational reliability of the procedure. The Shapiro—Wilk test confirmed the normality
of distribution across all scales (p > 0.05), justifying the use of parametric methods of
analysis.

At the baseline stage, no significant differences were found between the groups:
EG -M =3.12,SD = 0.41; CG - M = 3.09, SD = 0.39; t(146) = 0.47, p = 0.639. Both

Published by ECSDEV, Viadei Fiori, 34, 00172, Rome, Italy http://ecsdev.org



1. Shumilova ez al. 675

groups commenced at a level corresponding to a moderate level of managerial competence
development. Following the 12-week programme, the picture changed dramatically: EG —
M =4.21,SD = 0.36; CG — M = 3.18, SD = 0.40; t(146) = 17.84, p < 0.001; d = 2.94.
Within-group dynamics for the EG: t(75) = 21.16, p < 0.001. In the CG, changes did not
exceed the level of statistical noise (p > 0.05).

Table 3: Comparative Analysis of Resonant Leadership Competencies

Group Pre-test Post-test (M t P Cohen’s d
M £ SD) * SD)
Experimental 312041 4.21 £0.36 17.84 <.001 2.94
group
Control group 3.09 + 0.39 3.18 £ 0.40 112 > .05 0.18

To verify the equivalence of the groups prior to the intervention, an additional t-
test was conducted across all four components: none of the pairwise compatisons revealed
significant differences (all p > 0.10). This confirms that baseline differences between the
EG and CG were statistically insignificant and could not have influenced the interpretation
of the final results.

Table 4: Dynamics of Indicators Across Resonant Leadership Components in EG and

CG
EG pre- EG post- CG pre- CG post- Cohen's d

Component test M)  test (M)  test(M)  test (M)
Values- 318 432 315 3,22 < 001 2.80
motivational
Cogpitive- 325 428 320 327 < 001 2,78
analytical
Emotional- 3,05 419 3,02 3,10 < 001 2,75
reflexive
Innovative-action 3,01 425 3,04 3,13 <,001 2,82
Overall indicator 3,12 421 3,0 3,18 <001 2,94

> > > > >

The internal homogeneity of the results was also examined separately: post-test
variance in the EG (SD = 0.36) proved lower than at pre-test (SD = 0.41), which indicates
that EG participants after the programme not only raised their overall level but also
became more similar to one another in their competence profiles. The reduction in
variance may suggest that the programme brought up participants with initially low scores,
rather than merely strengthening those who were already at a higher level. This constitutes
an important argument in favour of equitable access to programme effects across diverse
managerial contexts.

4.2. Values-Motivational Component

Pre-test: EG—M = 3.18, SD = 0.44; CG —M = 3.15, SD = 0.406. Post-test: EG —
M = 4.32,SD = 0.38; CG — M = 3.22, SD = 0.43. Between-group differences: t(146) =
17.02, p < 0.001; d = 2.80. Within-group dynamics for the EG: t(75) = 19.34, p < 0.001.
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The greatest gains were observed in indicators of the quality of managerial
relationships: the capacity to build trust (+1.21 points), support of emotional climate
(+1.09), and readiness to acknowledge one's own mistakes (+0.94). In the CG, changes
did not exceed 0.10-0.15 points. In interviews, EG participants most frequently described
the awareness of values as the "starting point of decisions" — this was what they identified
as the principal personal shift. The words of one principal are telling: "I always thought
that values were nice words on the wall. Now I understand: they are either in decisions, or
they do not exist at all."

4.3. Cognitive-Analytical Component

Pre-test: EG — M = 3.25,SD = 0.40; CG — M = 3.22, SD = 0.41. Post-test: EG —
M =4.28, SD = 0.35; CG — M = 3.27, SD = 0.39. Between-group differences: t(146) =
16.94, p < 0.001; d = 2.78.

The greatest increases were observed in: strategic thinking (+1.03), analysis of
ambiguous situations (+0.98), and decision-making under information deficit (+1.01).
Notably, this component had the highest initial level (M = 3.25) — traditional preparation
programmes do indeed develop a certain cognitive foundation. However, the gain here
was also substantial, indicating considerable untapped potential even in a relatively well-
developed domain. Participants described not so much new knowledge as a new way of
structuring uncertainty: instead of searching for the "correct answer" — formulating the
"best decision based on available data" with a readiness to adjust it as new information
emerges.

4.4. Emotional-Reflexive Component

This component demonstrated the lowest initial level (EG — M = 3.05; CG — M
= 3.02) and, at the same time, the highest relative dynamics. Post-test: EG — M = 4.19, SD
=0.39; CG - M = 3.10, SD = 0.44. t(146) = 16.87, p < 0.001; d = 2.75.

The most substantial shifts were observed in: emotional self-regulation (+1.18),
reflexivity of decisions (+1.06), and support of staff well-being (+1.09). The low initial
level is symptomatic: it confirms that traditional preparation does indeed ignore the
emotional dimension of management. The fact that this component showed one of the
highest absolute gains is perhaps the most compelling practical argument in favour of the
programme: participants developed skills that had previously remained almost untouched.

Particularly revealing is the shift in the understanding of reflection: whereas prior
to the programme the majority of participants viewed it as "summing up after events,"
afterwards they regarded it as a continuous tool accompanying decision-making in real
time. This represents a fundamentally different level of reflexive practice, and it is precisely
this that distinguishes a leader capable of learning on the go from one who learns only
retrospectively.

4.5. Innovative-Action Component

Pre-test: EG — M = 3.01, SD = 0.43; CG — M = 3.04, SD = 0.42. Post-test: EG —
M = 4.25,SD = 0.37; CG — M = 3.13, SD = 0.41. t(146) = 17.21, p < 0.001; d = 2.82.
Together with the values-motivational component, this component showed the highest d
among all four components. The greatest gains were observed in: readiness to initiate
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change (+1.19), support of teachers' innovativeness (+1.11), and skills in digital tools
(+1.05). Like the emotional-reflexive component, this component had a low starting level
— further evidence of a blind spot in existing preparation practices.

Figure 2: Changes in Resonant Leadership Competencies in the Experimental and
Control Groups
501

454

ds2.8
e d=2.62

d=1.94

4.0 4

Average Score (M)

3.04

. EG — pre-test
. EG — post-test
N CG — pre-test
. CG— post-test

25+

Value-motivational Cognitive-analytical Emotional-reflexive Innovative-activity Overall indicator

4.6. Correlation Analysis

Following the implementation of the programme, strong positive correlations
emerged among all four components of resonant leadership within the experimental
group, ranging from r = 0.69 to r = 0.78 (p < 0.001). The strongest relationships were
identified between the emotional-reflective and value-motivational components (r = 0.78),
and between the cognitive-analytical and innovation-action components (r = 0.74). These
relationships reflect the internal structure of the model: the former pair represents the
leadet's identity core, whereas the latter characterizes the leadet's operational capacity.

Importantly, at the baseline stage the correlations within the experimental group
were relatively weak (r = 0.28-0.43), closely resembling those observed in the control
group. Thus, the strong interdependence of the four components cannot be regarded as
an initial characteristic of the participants but rather as a direct outcome of the intervention
programme. In the control group, post-test correlations remained moderate (r = 0.31—
0.46) and showed no substantial changes. This contrast provides compelling evidence of
the synergistic effect produced by the integrated leadership preparation programme.

Figure 3: Correlation Matrix of Resonant Leadership Components in the Experimental
and Control Groups (Post-test, Peatson's 1)
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A particularly noteworthy finding concerns the transformation of the correlation
structure between the pre-test and post-test assessments. Prior to the intervention, the
four components functioned as relatively independent domains, a pattern typical of
competencies developed separately without an integrating framework. Following
completion of the programme, however, the components formed a coherent and
interconnected system in which improvements in one domain were consistently
accompanied by improvements in the others. These findings support the theoretical
proposition that resonant leadership should be understood as an integrated system rather
than a collection of independent competencies.

A more detailed examination of the correlation structure within the experimental
group revealed several meaningful patterns. The strongest relationship, observed between
the emotional-reflective and value-motivational components (r = 0.78), is consistent with
the theoretical assumption that reflective practice can be sustained only when leaders
possess an intrinsic motivation to engage in honest self-reflection, a motivation
fundamentally rooted in their personal values. By contrast, the strong association between
the cognitive-analytical and innovation-action components (r = 0.74) reflects the
operational logic of leadership: the ability to analyse complex situations enhances leaders'
willingness to pursue innovation because uncertainty becomes more understandable and
manageable. Together, these two pairs of components constitute two complementary
dimensions of resonant leadership: the identity axis and the action axis.

4.7. Qualitative Analysis

The thematic analysis of the 24 interviews identified three central themes: the
transformation of leadership perceptions, changes in leadership practice, and the
reconceptualization of the role of the emotional climate. Most patticipants described a
qualitative shift in the way they interpreted organizational situations, moving from an
emphasis on observable behavioural symptoms toward a deeper understanding of the
underlying emotional needs of individuals. Leadership decisions, administrative
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documentation, and approaches to working with school staff changed substantially, and
these changes extended beyond participants' self-assessments.

One school principal with twelve years of leadership experience commented:
"After completing the programme, I look at conflict situations completely differently.
Previously, I tried to resolve them as quickly as possible. Now I understand that every
conflict reflects genuine emotional needs. If I ignore those needs, the conflict will
inevitably return.”

A deputy principal with seven years of expetience observed: "The most important
realization for me was that strategic thinking and emotional sensitivity are not
contradictory; they simply cannot function effectively without one another. I used to
believe that a good principal was someone who always thought ahead. Now I understand
that a good leader is also someone who genuinely understands what people are
experiencing."”

Similarly, a lyceum principal with nine years of experience stated: "I noticed that
teachers began approaching me with ideas much more frequently. Previously, they waited
for instructions. I cannot say exactly what changed, but I believe I started listening more
and judging less."

The analysis of leadership documentation — including school development plans,
minutes of pedagogical council meetings, and analytical reports — confirmed the qualitative
changes described during the interviews. Documents produced by participants in the
experimental group contained substantially more references to strategies for staff support,
the development of psychologically safe working environments, and the promotion of
collaborative innovation. Comparable changes within the control group were isolated and
infrequent. These findings indicate that the transformation observed in the experimental
group extended beyond subjective self-perception and was reflected in authentic
leadership practice.

Interviews with external experts revealed an additional pattern that would likely
have remained unnoticed if only quantitative data had been analysed. Following
completion of the programme, participants in the experimental group began framing
leadership challenges differently. Rather than asking, "What should be doner", they
increasingly asked, "What is important for the people affected by this situation?"
According to the experts, the shift in problem framing constitutes evidence of a deeper
internalization of the values underlying resonant leadership, extending beyond declarative
knowledge to genuine transformation of leadership thinking.

5. Discussion

The data confirm the effectiveness of the proposed model. The statistically
significant improvement observed in the experimental group (EG), combined with the
absence of comparable changes in the control group (CG), provides strong evidence that
the observed effects resulted from the training program rather than from external factors.
Importantly, improvement occurred consistently across all four components, indicating
comprehensive managerial development rather than isolated gains in specific
competencies.
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The very large effect sizes (d > 2.7) require careful interpretation. Such values are
uncommon in educational research. Several factors support the credibility of these
findings. First, the observed changes were confirmed not only through self-report
measures but also through independent analyses of management documents. Second, the
qualitative data revealed concrete behavioral changes rather than general positive
impressions. Third, no comparable effects were found in the control group despite
identical measurement conditions. Although the influence of the Hawthorne effect — that
is, changes resulting simply from participation in the study — cannot be completely
excluded, it is unlikely to account for the systematic improvement observed across all
competency domains.

The findings support the theoretical proposition that resonant leadership
functions as a meta-level framework for educational leadership. Improvements in the
value-motivational component provide the foundation for transformational leadership.
Development of cognitive-analytical competencies strengthens the capacity for
instructional leadership. Emotional-reflective and innovation-action competencies create
the conditions necessary for effective distributed leadership. Thus, resonant leadership
does not replace existing leadership models; rather, it enables and strengthens their
implementation.

The substantial improvement observed in the innovation-action component (d =
2.82) is consistent with Hodzhey's (2024) conclusion regarding the relationship between
leadership support and a culture of pedagogical experimentation. However, the present
tindings further clarify the underlying mechanism. Innovation increased not in isolation
but simultaneously with improvements in the emotional-reflective (+1.14) and value-
motivational (+1.14) components, indicating a systemic rather than an isolated effect.
Likewise, the significant improvement in emotional-reflective competencies is consistent
with the established role of core self-evaluations in resilience (Kammeyer-Mueller, Judge,
& Scott, 2009). Nevertheless, the qualitative data suggest a more nuanced mechanism:
participants described not merely becoming more resilient but fundamentally changing the
way they perceived their own emotions — from suppressing emotions to consciously using
them as a source of managerial information. Compared with crisis leadership (Boin et al.,
2017) and adaptive leadership (Timpetley et al., 2020), resonant leadership demonstrated
a proactive orientation: participants in the experimental group began intentionally
fostering organizational trust and psychological safety before crises emerged rather than
merely responding once crises had occurred.

The strong correlations among the four competency domains in the experimental
group (r = 0.69-0.78), contrasted with the relatively weak correlations in the control group
(r = 0.31-0.46), indicate a clear synergistic effect. Previously independent competencies
became integrated into a coherent system. This corresponds to the logic of sustainable
development, according to which social, organizational, and innovative dimensions
reinforce rather than compete with one another.

The qualitative findings help explain the mechanisms undetlying these effects.
Reflective practices enabled participants to identify and reconsider previously unconscious
managerial assumptions. Case-based simulations provided a psychologically safe
environment for testing new leadership strategies. Project-based activities facilitated the
transfer of newly acquired knowledge and competencies into authentic managerial
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practice. It appears that the integration of these three instructional formats produced
systemic rather than superficial change.

From a practical perspective, the findings suggest the need for a comprehensive
revision of educational leadership preparation programs. Effective programs should
include systematic development of emotional resilience, reflective capacity, and innovative
thinking rather than focusing exclusively on administrative procedures. For the
preparation of facilitators of such programmes, this entails a fundamentally different
pedagogical challenge: instead of transmitting knowledge, facilitators should model
resonant leadership interactions and cultivate psychologically safe learning environments
in which participants can openly examine and discuss their own professional limitations.

The institutional conditions necessary for implementing programs of this type also
deserve particular attention. The observed effects were achieved under conditions in which
participants had protected time for reflection, regular access to mentoring support, and
opportunities to make "safe mistakes" within case simulations. If the program were
reduced to a lecture-based format delivered during a single weekend without a reflective
component, comparable outcomes would be highly unlikely. Consequently, the findings
concern not only the content of leadership preparation but also the organizational and
pedagogical conditions under which it is delivered.

The qualitative analysis also revealed an additional outcome worthy of attention.
Participants in the experimental group described a shift in their attitudes toward fellow
school principals — from competition and professional isolation toward collaboration,
knowledge sharing, and peer learning. Unintentionally, the program became a catalyst for
horizontal networks of mutual professional support. Several participants subsequently
initiated informal regional meetings of school principals designed specifically for
exchanging practical experiences through formats similar to the case-based sessions used
during the program. This is precisely why the findings pertain not only to the content of
preparation but also to its organisational and pedagogical conditions.

Comparison of the qualitative and quantitative findings also provides important
insight into the nature of the observed improvements. While the quantitative results
demonstrate significant increases on the "values-motivational" and "emotional-reflexive"
scales — but the qualitative data reveal that what occutred was not merely "acquisition of
new skills" but a reconfiguration of role identity. EG participants began to understand
themselves not as "process managers" but as "stewards of organisational culture." This
represents a second-order transformation — not merely a change in behavior but a
redefinition of the leader's professional role. According to research in organizational
management (Uhl-Bien & Arena, 2018), such changes are among the most stable forms of
long-term professional development.

More broadly, the findings raise crucial questions regarding the priorities of
national systems for preparing educational leaders. If the value-motivational and
emotional-reflective domains are initially the least developed while simultaneously
demonstrating the greatest improvement, this constitutes a direct indication that
professional development programs require structural reorientation. The issue is no longer
whether school leaders need so-called soft skills; rather, it is why leadership preparation
systems continue to neglect these competencies despite substantial evidence of their
critical importance.
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In particulat, the issue of the methodological validity of educational leadership
preparation programs also warrants broader discussion within both academic and
professional communities. Karimi and Khawaja (2023), in their review of systematic
analyses in this field, concluded that most leadership development programs operate
without any systematic evaluation of their effectiveness — not because such evaluation is
impossible but because it is not institutionally embedded. The study demonstrates that
even within the ordinary capacities of regional professional development institutes, it is
feasible to implement a quasi-experimental design with rigorous outcome measurement
rather than relying solely on participants' post-training feedback. This is fundamentally a
question of establishing an institutional culture of evidence-based practice and is therefore
as important as the content of the training itself.

The study operationalizes the concept of resonant leadership (Goleman et al.,
2002) through measurable competency domains and a validated professional development
program. Furthermore, it demonstrates that resonant leadership can be understood as a
practical mechanism for implementing the principles of sustainable development within
educational organizations. In this context, sustainable development should not be viewed
exclusively as an environmental or technological agenda but primarily as a human-centered
one. An organization that preserves its human potential and continually supports collective
learning possesses sustainability in its most fundamental sense.

The quasi-experimental design and the relatively short observation period
constitute the principal limitations of the present study. Future research should therefore
prioritize several directions. First, longitudinal investigations examining the sustainability
of program effects over one to three years are needed to determine whether the observed
improvements persist or gradually diminish under the influence of routine organizational
practice. Second, future studies should investigate the relationships between resonant
leadership competencies and concrete educational outcomes, including student
achievement, teacher satisfaction, and teacher retention. Third, expanding the sample to
include diverse educational institutions and regions would improve the external validity of
the findings. Fourth, international comparative studies could clarify the extent to which
the effectiveness of resonant leadership is culturally specific or universally applicable.
Finally, further research should examine how resonant leadership interacts with traditional
leadership models within real educational organizations.

6. Conclusions

The integrated model for preparing educational leaders for resonant leadership
proved to be effective. The overall mean score in the experimental group increased from
M =3.12 (SD = 0.41) to M = 4.21 (SD = 0.36), whereas the control group demonstrated
only a marginal, statistically insignificant increase (M = 3.09-3.18). The difference between
the groups was statistically significant, t(146) = 17.84, p < 0.001, with a very large effect
size (d = 2.94). Such an effect is rarely observed in educational research and indicates
substantial improvements in actual leadership practice rather than merely in participants'
self-perceptions.

At the level of individual components, consistent improvements were observed
across all four domains: the value-motivational component (d = 2.80), the cognitive-
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analytical component (d = 2.78), the emotional-reflective component (d = 2.75), and the
innovation-action component (d = 2.82). All improvements were statistically significant (p
< 0.001). The consistency of these effects indicates that the programme fostered
comprehensive leadership readiness rather than enhancing isolated competencies.

Correlation analysis revealed strong relationships among all four components
within the experimental group (r = 0.69-0.78, p < 0.001), whereas only weak correlations
were observed in the control group (r = 0.31-0.406). In the experimental group, previously
separate competencies became integrated into a coherent system. This integration
represents perhaps the most significant outcome of the study, as the synergy among
competencies is substantially more valuable than the simple accumulation of isolated skills.
The qualitative findings complemented the quantitative results by revealing the underlying
mechanisms and individual trajectories of participants' professional transformation.

The observed changes were confirmed through three independent sources of
evidence: quantitative self-assessment data obtained from the questionnaire, independent
analyses of leadership documentation, and semi-structured interviews. The
methodological triangulation provides strong evidence that the identified changes reflect
genuine professional development rather than methodological artefacts.

The study also demonstrated the practical effectiveness of a relatively compact
leadership development programme. T'welve weeks represent a comparatively short period
for achieving systemic changes in leadership practice. Nevertheless, the findings indicate
that when a programme is built upon a clear conceptual framework and incorporates
reflective practice, case-based learning, and project-based activities, meaningful
professional transformation can be achieved within such a timeframe. This finding is of
considerable practical importance, as extended academic programmes are inaccessible to
many practicing school principals, while professional development initiatives are typically
limited to programmes of comparable duration.

Of particular significance is the finding that the lowest baseline scores were
observed precisely in those competency domains that traditionally receive the least
attention in leadership development programmes — the emotional-reflective and
innovation-action components. If the least developed competencies are simultaneously
those most critical for effective leadership under conditions of crisis and uncertainty, this
finding itself constitutes a compelling strategic argument for reforming educational
leadership preparation.

The proposed model may serve as a practical framework for redesigning both pre-
service and in-service educational leadership programmes. From the perspective of
sustainable development, resonant leadership represents a practical mechanism for
implementing its principles within educational organizations. By integrating human
potential, organizational adaptability, and innovative development, resonant leadership
promotes leadership practices oriented toward long-term organizational resilience and
balanced institutional development under conditions of continuous transformation.
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