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Assessment of dispositions provides valuable information for preparing new 

educational leaders. By using three dispositional instruments to meet national and state 

standards, we assess candidates at multiple points throughout a master’s degree 

leadership preparation program. The Educational Leader Candidate Belief Scale 

(ELCBS) had been previously validated, and the most recent revision focused on 

diversity and social justice issues. Comparing the results from the ELCBS to the 

expected responses, changes were made to the program and future needs were identified. 

In addition, results are used to provide remediation for individual students in facilitating 

the acquisition of dispositions. Assessment of dispositions is complex and consistent 

with accreditation standards and requirements for program approval, yet vital in 

ensuring students are able to lead inclusive schools. 
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Background and Purpose 

 In this paper, we are reporting the results of our use of the Educational Leader Candidate Belief 

Scale (ELCBS) that was developed in 2011. We have developed three instruments to use in educational 

leadership preparation programs to assist with assessing candidate dispositions, and educating candidates 

about dispositions. These three instruments are: 

1. Education Leader Candidate Belief Scale (ELCBS). Educational leadership candidates are 

asked whether they agree or disagree on each disposition statement. For a complete description of 

the validation work on this instrument, see Rea, Carter, Wilkerson, Valesky, and Lang (2011).  

2.  Candidate Disposition Self–Evaluation (CDSE). The second instrument is based on the 

Educational Leadership candidate’s self-reporting of dispositions. This instrument is primarily used 

in our program to begin the educative process of learning about dispositions for educational 

leadership.  

3. Mentor Evaluation of Dispositions in Educational Leadership (MEDEL). The third 

instrument is completed by the candidates’ mentors during the internship in which the mentors 

assess candidates on each disposition. 

 The ELCBS is administered to students about half way through the program, so we can determine 

strengths and weaknesses of each candidate, and also to use the results to improve our program. In this paper, 

we report our analysis of four years of ELCBS data. We analyzed patterns of improvement in student 

dispositions to examine if changes in our program may have led to improvements, and we identify problems 

with student dispositions that need to be addressed by changes in our program. The themes of diversity and 

social justice were emphasized in the ELCBS based on our review of the literature, as well as a focus by the 

education accreditation body—Council for the Accreditation of Educator Preparation (CAEP). Katz (1993) 

reported that since its beginnings, the United States has worked to bring culture unity linguistically and 

economically to all citizens, and that there has been a struggle to meet all students' needs. We agree with the 

education research and theories that leaders with the proper dispositions can lead inclusive schools in which 

all students can reach their full potential (Theoharis & Scanlon, 2015). 

 

Review of the Literature 

 The challenge in the school systems is to educate a diverse population effectively. How do school 

officials meet each student's needs? The goal of the educational leadership program is to help school leaders 

build the capacity of their communities to meet students' diverse needs inclusively (Theoharis & Scanlon, 
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2015). The school leader must have the knowledge, skills, and dispositions to create and carry out a vision 

for an inclusive school (Demirhan, & Yücel, 2016; Kilinç, 2017; Tarman, 2012).  For example, Hall and 

Quinn (2014) found technology to be a tool to increase parent involvement; however, technology cannot 

serve as a substitute for authentic parent involvement. 

 In the field of educational leadership, the Interstate School Leaders Licensure Consortium (ISLLC) 

standards are the benchmarks for effective school leadership. Each standard is comprised of knowledge, 

skills, and dispositions (Council of Chief State School Officers, 1996). The ISLLC standards were revised in 

2008 and named the National Educational Leadership Policy Standards (Council of Chief State School 

Officers, 2008a). The dispositions were enumerated in the document developed as a companion piece to the 

titled Performance Expectations and Indicators for Education Leaders (Council of Chief State School 

Officers, 2008b). This document effectively links knowledge, skills, and dispositions, asserting that:  

The performance expectations and indicators exemplify fundamental assumptions, values 

and beliefs about what is expected of current education leaders. . . In order to maintain this 

emphasis in the performance expectations, underlying dispositions are listed as a reminder 

of importance when interpreting and operationalizing indicators. (p. 6) 

The standards are organized into six Performance Expectations (PEs), each of which contains a list 

of dispositions, followed by several elements that include a number of indicators. We developed and validated 

the ELCBS using the dispositions enumerated in Performance Expectations and Indicators for Education 

Leaders (Rea et al., 2011; Rea, Carter, Valesky, & Wilkerson, 2012; Rea, Carter, Valesky, & Wang, X, 2013; 

Rea, Wilkerson, Carter, Parfitt, & Valesky, 2013; Rea, Wilkerson, Carter, Valesky, & Parfitt, 2015).  

The Council for the Accreditation of Educator Preparation (CAEP, 2016) Standards apply to all 

educator preparation programs within a unit, including Educational Leadership. The first CAEP standard, on 

Content and Pedagogical Knowledge, requires evidence that candidates possess knowledge, skills, and 

dispositions. This standard links this requirement to the national specialty professional associations 

(Component 1.3) and requires that providers ensure that candidates demonstrate skills, as well as 

commitments (Component 1.4). 

Villegas defined dispositions as “tendencies for individuals to act in a particular manner under 

particular circumstances, based on their beliefs” (2007, p. 373). Wilkerson and Lang (2007) identified the 

components of dispositions as values, beliefs, and attitudes, which influenced the use of knowledge and skills. 

Having the proper dispositions as an educational leader was paramount. Dispositions were an effective 

measure for determining future success as a school leader (Wilkerson & Lang, 2007; Kenna & Russell, 2015). 

The dispositions that are consistent with national standards are necessary for a prospective 

educational leadership candidate to be successful in a leadership role. We believe that an important 

disposition necessary for effective leadership is the belief in inclusive schools where socially just practices 

benefit all students (Marshall & Olivia, 2010; Michou, Mouratidis, Ersoy, Ugur, 2016; Tarman, 2016). To 

this end, we have included inclusive schools as a major theme of our leader preparation program. Our belief 

is widely supported in the literature. Theoharis (2007) spoke to the role of preparation programs in developing 

leaders who act for social justice and address the resistance that often accompanies their actions. While 

addressing the current education reform movement, with its market-based approach, Carpenter and Diem 

(2014) observed, “. . . it is important to consider how and why the preparation of socially just school leaders 

is needed to counteract the dominant discourses dominating educational reform” (p. 8). Normore and Brooks 

(2014) stated, “. . . school leaders’ individual values and ethics are critical because they are uniquely 

positioned to influence socially just processes and outcomes in schools” (p. xiii). Giroux, (as cited in Normore 

& Brooks, 2014) noted: 

…the narrative of educational administration and the story of leadership need to 

be rewritten to ensure that educational leaders are taught how to develop a philosophy 

whose purpose is to foster a democratic society that advocates for social justice within their 

schools and communities. (2014, p. 12) 

 Fostering advocacy within a democratic society has been identified as a critical component needed 

within educational settings. Laffer (2014) stressed an importance of educating by opening minds and 

becoming more human; the focus should be on the good, while striving toward perfection. In the strive toward 

perfection, addressing social justice issues in schools is needed to provide a supportive curriculum and raise 

awareness of differences in culture, gender and race (Damgaci & Aydin, 2014l; Lafer & Aydin, 2012; 

Yurtseven & Altun, 2015; Tarman & Gürel, 2017). All of which connects to Carpenter and Diem’s (2014) 

contention of a need to train socially just leaders for schools. Determination of future success as an 

educational leader can be made by assessment of a candidate’s dispositions. 
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Methodology 

Scale Structure 

The ELCBS was developed to assess dispositions related to national standards. Using Thurstone 

scaling, a candidate must select agree or disagree to each statement. Items are based on Bloom, Krathwohl, 

and Masia’s Affective Taxonomy, and use the Rasch model of item-response theory to yield valid and reliable 

results. ELCBS has been updated to reflect changes in the standards (Rea, Wilkerson et al., 2013). A greater 

focus on social justice was emphasized during revisions (Rea, Carter, Valesky, Wilkerson, & Parfitt, 2014). 

With each change, the instrument was validated for the intended purpose. Using Lawshe’s (1975) Content 

Validity Ratio (CVR), a panel of experts including practicing school administrators and university faculty 

reviewed each item as essential, observable, and standards-based (see Wilkerson et al., 2016 for validity & 

reliability results). For each item, a CVR was calculated, and all items were found to have content validity. 

Analysis through WinSteps yielded a Cronbach’s Alpha of .76 for person reliability (Wilkerson et al., 2016). 

In the ELCBS, we have written items that indicate whether student beliefs are consistent with national 

standards. To ensure that students do not always select agree or disagree, we have a mix of items for these 

two response options. Items are scored as to whether they meet expectations related to the standard and the 

Krathwohl et al. affective taxonomy. If it is consistent, we call it the “expected” response, and the expected 

response might be either “agree” or “disagree.”  

Here are two examples from PE3, which is: Educational leaders ensure the success of all students 

by managing organizational systems and resources for a safe, and high-performing learning environment.  

Example Number 1: Item PE3-8 reads, “School principals should address teachers’ personal 

problems even if it takes time away from working with them on their teaching skills.” We expect principals 

to ensure that teachers’ personal problems do not interfere with their ability to work effectively for the 

creation of a safe and high-performing learning environment, so the expected response is “agree.” 

Example Number 2: Item PE3-4 reads, “Leaders should take responsibility for making most major 

decisions rather than delegating responsibility.” We expect the principal to delegate management 

responsibilities for decision making to maximize input and buy-in, so the expected response is “disagree.” 

 

Research Questions 

1. How have student responses on the ELCBS changed over time (three years)? 

2. Do students’ dispositions improve when dispositions are explicitly taught? 

 

Data Analysis 

We grouped student responses on the ELCBS from 2011- 2012 (n= 41) and 2014-2015 (n=16). We 

then compared the percentages of responses that were as expected between the two groups. We examined the 

changes for each of the questions, which span the six Performance Expectations.  

The ELCBS contains a total of 53 items. From these 53 items, the percentage of responses that were 

as expected for 23 items increased, the percentage of responses that were not as expected decreased for 

another 21 items, and the percentage of responses that were as expected remained the same for nine items. 

However, for practical application, we determined that items with less than a 10% increase or decrease were 

not useful for our analysis, so we only reviewed items for which the expected response increased or decreased 

by at least 10%.  

There were 17 items that met this criterion and remained in our analysis. For six items, we found a 

decrease in the percentage of items receiving the expected response, and 11 items that showed an increase in 

receipt of the expected response. This meant for us that we have 11 items on which we can celebrate 

improvement based on our instructional efforts and six that will become the target for improvement.  

 Of the six items for which expected responses showed a decrease (need for improvement), each was 

from a different Performance Expectation; that is, there was only one from each PE. These items are listed 

in Table 1, and the item number reflects the relevant PE and sequence in the scale.  
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Table 1. 

Items for Which the Percent of Expected Responses Decreased Over Time 

Item 

Number 

Item Expected 

Response 

% Change in 

Responses 

PE1-2 Consensus is critical in setting a vision, but sometimes one 

or two people can get in the way. 

Disagree -16% 

PE2-2 Diversity in classrooms is a major problem in developing 

appropriate learning opportunities. 

Disagree -10% 

PE3-8 School principals should address teachers’ personal problems 

even if it takes time away from working with them on their 

teaching skills. 

Agree -31% 

PE4-4 Email is the best way to communicate with parents. Disagree -10% 

PE5-7 Reflection is an essential part of my job, even if the time it 

takes risks aggravating my family members. 

Agree -11% 

PE6-5 I allow children to pray in the beginning of the school day. Disagree -18% 

 

The three Performance Expectations from the Interstate Leaders Licensure Consortium (ISLLC) 

Standards that had the most change were PE 3, 4, and 5. The Performance Expectations are all provided 

below:  

PE3 is: Educational leaders ensure the success of all students by managing organizational systems 

and resources for a safe, and high-performing learning environment.  

PE4 is: Educational Leaders ensure the success of all students by collaborating with families and 

stakeholders who represent diverse community interests and needs and mobilizing community 

resources that improve teaching and learning.  

PE5 is: Educational Leaders ensure the success of all students by being ethical and acting with 

integrity.  

The faculty will address these particular items in specific classes:  

• PE1 (item 2): Organizational Development 

• PE2 (item 2): Principles of Educational Leadership; Instructional Leadership 

• PE3 (item 8): Human Resources Development 

• PE4 (item 4): Organizational Development 

• PE5 (item 7): Organizational Development 

• PE6 (item 5): School Law 

In addition, all of the above are addressed in Internships I and II. Assignments will include reflective 

activities, such as individual written work, and large and small group discussions. We will create curriculum 

and follow explicit teaching for each of the dispositions that these items represent in the aforementioned 

classes (Theoharis & Causton-Theoharis, 2008). For example, according to ISLLC Performance Indicator, 

“An education leader promotes the success of every student by understanding, responding to, and influencing 

the political, social, economic, legal, and cultural context.” In the School Law course, attention is given to 

church-state relations and issues including prayer in schools. This issue can be confusing inasmuch as student 

voluntary prayer does pass constitutional muster, whereas state-sanctioned prayer, endorsed by school 

officials, does not. It appears that students may not fully understand this distinction. Activities that provide 

additional clarity will be introduced into the course.  

The items with percentages of expected responses that increased by at least 10% are listed in Table 

2. 
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Table 2. 

Items for Which the Percent of Expected Responses Increased Over Time 

Item 

Number 

Item Expected 

Response 

% Change in 

Responses 

PE1-3 Equal resources and opportunities should result in high 

achievement for all children. 

Disagree 11% 

PE2-9 If all teachers used high quality research and data-based 

strategies and practices, all students would succeed 

academically. 

Agree 21% 

PE3-2 Resources, such as people and money, should be allocated 

based on student need. 

Agree 24% 

PE3-4 Leaders should take responsibility for making most major 

decisions rather than delegating responsibility. 

Disagree 19% 

PE3-6 Parents should be involved in developing the school’s 

discipline plan. 

Agree 25% 

PE4-6 Principals should reach out to business and community 

members to establish school policy. 

Agree 20% 

PE4-8 It is the principal’s responsibility to conduct research on the 

characteristics of the community. 

Agree 14% 

PE5-4 You should report a fellow principal who is not following state 

or district rules. 

Agree 18% 

PE5-5 Before reporting a colleague who violates the ethical code, 

you should just talk to them and see if they change their ways. 

Disagree 20% 

PE5-8 It is okay to go to the gym at lunch hour to work out. Agree 13% 

PE6-6 The principal should spend time in Tallahassee to influence 

policy-makers.  

Agree 18% 

 

 In analyzing the items with increases in the expected responses over time, we can attribute this 

success to the following topics or emphases that were added to our courses:  

1. The difference between equal resources and equitable resources (PE1-3; PE3-2). 

2. A focus on using research and data-based strategies (PE2-9; PE4-8). 

3. An emphasis on distributed leadership (PE3-2; PE3-6; PE4-6). 

4. A focus on ethical principles of conduct (PE5-4; PE5-5; PE5-8). 

5. An emphasis on the principal’s responsibility in policy development and implementation 

(PE6-6). 

 

Discussion 

Implications 

 Items for which dispositions were explicitly taught by faculty showed an increase in ELCBS 

responses. Because the most recent revisions of the ELCBS focused on social justice (Rea et al., 2014), many 

of the items with increased scores focused on providing equitable educational opportunities for all students. 

However, a question pertaining to diversity increases had a 10% decrease. Therefore, faculty will continue 

to be cognizant of addressing social justice issues continually. Theoharis and Causton-Theoharis (2008) 

provided a recommendation to increase the use of reflective activities and group discussions to facilitate the 

acquisition of dispositions (Wilkerson & Lang, 2007). 

The belief in using e-mail as the most effective communications method to reach parents was another 

area identified for improvement. While technology may provide additional avenues for communication with 

parent, it cannot replace personalized forms of communication. Plus, all parents do not possess access to the 

requisite devices or have the skills to capitalize on use of electronic forms of communication. Despite the 

convenience, many parents still preferred a phone call to an e-mail (Hall & Quinn, 2014). 

 

Further Research 

 Because this article focused on the results from changes made in one educational leadership 

program, several recommendations for future research are included: 
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1. Continuation of the longitudinal analysis to determine if additional changes made after 

publication of the results reflect increased scores. 

2. Expand the use of the ELCBS to other leadership programs. 

3. Examine students’ responses from the CDSE and changes between administration and 

completion of the ELCBS. 

4. Examine changes from ELCBS scores to MEDEL scores at the completion of the program. 

 

Conclusions 

To address the first research question, we examined how our students performed over time on one 

of our instruments (ELCBS) that measures their beliefs on leadership dispositions. Overall, our students have 

performed better on a greater number of items (11 items) when compared to items in which they performed 

less well (six items). The improvements are directly correlated to changes in topics and emphasis for specific 

courses throughout the program of study. 

When analyzing if students’ dispositions improve with explicit instruction, as the second research 

question. The growth is evident, and can be attributed to changes that have been made to our program to help 

improve student dispositions. Facilitating the acquisition of dispositions is complex, and cannot be 

accomplished in one session; educational leadership programs should be based on deliberate and continuous 

exposure to accepted dispositions throughout the program, and accepted dispositions include a belief in 

inclusive schools as the bedrock of successful schools. 

The process for continuous program improvement is endless. Because student scores decreased in 

six areas, we will focus attention on the dispositions represented in the items that decreased over time, and 

re-examine student responses in the future. Explicit instruction helps students foster positive dispositions, 

which will ultimately benefit K-12 students; therefore, the practice should be strengthened. This type of 

program analysis and improvement is in concert with the requirements of our accreditation body, CAEP. 

Continuous program improvement based on data, such as presented in this article will not only meet 

accreditation standards, but will also help our students become better school administrators. 
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