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Abstract 

The call for public education reform has drawn national attention for several 

decades and has resulted in a current context of accountability, thus making education 

leadership a high-stakes environment (Cibulka, 2009; Scribner, Crow, Lopez, & 

Murtadha, 2011; Sterrett, 2011). Two decades of research demonstrate that great schools 

have great leaders, and great leaders are critical to reduce student achievement gaps 

(Bradshaw & Buckner, 1994; Lindsay, 2009; Young, O'Doherty, Gooden, & Goodnow, 

2011). 

 Specific domain skills have been identified as essential to leadership preparation 

programs, and many researchers agree that future education programs must offer 

strategies to augment leaders’ interpersonal skills (Behar-Horenstein, 1995), including 

communication skills (Worner, 1994), skills that build working relationships, and skills in 

expressing personal warmth (Glasman & Glasman, 1997). However, the best strategies 

for teaching interpersonal communication skills have yet to be determined. 

The purpose of the study was to examine the perspectives of the student and the 

instructor on a courses instructional effectiveness and its impact on learning through a 

course in interpersonal communication for educational leaders. The study examined eight 

sections of an interpersonal communication course taught at the University of Houston 

from 2003 to 2009 as part of a master’s program in educational administration and 

supervision. The current investigation provided an in-depth examination of the 

instructor’s and the students’ perspectives regarding the instructional strategies used and 
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the competencies taught in the course. These research questions guided the study: (1) 

Why did the instructor chose and use certain instructional strategies (e.g. lecture, small 

group, and case studies), and which instructional strategies did the instructor perceive to 

be effective? (2) What were the students’ perspectives of the effectiveness of the 

instructional strategies used in the course? (3) Which interpersonal communication 

competencies (e.g. advising, persuading, and negotiating) did the instructor choose to 

teach and why and what were instructor’s perspectives on the interpersonal competencies 

taught? (4) What interpersonal communication competencies do students use in their 

current career roles? 

 This qualitative inquiry employed interviews with the instructor and the students 

who had been enrolled in the course during the six years it was taught. The study used a 

generic qualitative study as the method of inquiry. The generic qualitative method sought 

“to discover and understand a phenomenon, a process, or the perspectives and 

worldviews of the people involved” (Merriam, 1998, p.11). The student participants in 

the study were selected by using the purposive sampling of the 81 students who met the 

following criteria: (1) had taken the course; (2) had or have had the role of an educational 

leader; (3) and were able and willing to participate. The researcher attempted to interview 

at least one student from each of the course sections for a total of eight (Onwuegbuzie & 

Leech, 2007). The study examined the best strategies to teach interpersonal 

communication to educational leaders.  
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Chapter I 

Introduction 

 “Excellent schools must first have excellent leaders,” stated former President 

George W. Bush (Ikemoto, G., Taliaferro, L., Fenton, B., & Davis, J, 2014). The call for 

reform of public education has drawn national attention for several decades and has 

resulted in a current context of accountability, thus making education leadership a high 

stakes environment (Cibulka, 2009; Scribner, Crow, Lopez, & Murtadha, 2011; Sterrett, 

2011). As a result, state and federal agencies and universities have set new academic 

standards and ventures like No Child Left Behind, and Harvard has created a new 

doctorate in educational leadership (Brown, 2006; Levine, 2005a; Lindsay, 2009). A 

comprehensive effort has been made to improve the quality of schools and equalize 

opportunities for all students. However, student achievement gaps still are prevalent, and 

educators are unclear as to what strategies would facilitate the greatest improvement 

(Cibulka, 2009; Levine, 2005a, 2005b, 2009; Milstein & Krueger, 1997; Murphy & Lick, 

2001; Murphy, F., 2001; Murphy, J., 2001). Bradshaw and Buckner (1994) maintained 

that effective leadership in schools is paramount to improving outcomes. Two decades of 

research indicates great schools have great leaders, and great leaders are critical to reduce 

student achievement gaps (Bradshaw & Buckner, 1994; Lindsay, 2009; Scribner et al., 

2011; Young, O’Doherty, Gooden, & Goodnow, 2011). Principals are asked to maximize 

student outcomes while managing decentralization, increasing school site autonomy, 

establishing charter schools, instituting flexible teacher compensation, and using 

judgment in an unparalleled way. However, finding leaders who can become great and 

have vision for successful student learning, who know how to get there, and who have the 
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skills to make it happen is more difficult as top candidates are backing away from the 

challenge (Aarons, 2010; U.S. Department of Education, 2004). Principals today are 

faced with myriad challenges from high-stakes testing to increased educators’ 

accountability. Recent research suggests that the ability to affect true school improvement 

“rests to an unprecedented degree on the quality of school leadership” (Hess & Kelly, 

2005b, p. 22). District administrators have difficulty finding principals who are effective 

in this capacity (Hess & Kelly, 2005b). 

Many experts, including principals in the field, question whether traditional 

university approaches to education leadership preparation are effective (Dotger, 2011). 

Hess and Kelly (2005) purport that new approaches need to be developed in how content 

is conveyed and portrayed. Several groups worked to establish school leader standards, 

both at the state and national level, including the Harvard School of Education, which 

launched a new doctorate in education fall of 2010 that focused on leadership (Lindsay, 

2009). Others claim that if school programs in the college of education are not reformed, 

they risk becoming marginalized and irrelevant (Barnett, 2004; Cibulka, 2009; Murphy, 

2006; Quinn, 2005; Young et al., 2011). 

 The National Association of Elementary School Principals (NAESP) identified 

specific domain skills that are essential to the leadership preparation programs. Many 

researchers agree that future education programs must offer strategies to augment 

leaders’ interpersonal skills (Behar-Horenstein, 1995; Dotger, 2011), including 

communication skills (Worner, 1994), conflict resolution (Milstein & Krueger, 1997), 

skills that build working relationships, and skills in expressing personal warmth and 

support (Glasman & Glasman, 1997; Scribner et al., 2011). 
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The Impact of Communication on Educational Leadership 

Some researchers maintain that key traits such as communication style, an 

understanding of group dynamics, and conflict management and resolution are necessary 

to the success of principals, and school leaders must be able to focus on the common 

good, bettering the lives of children (Areglado, 2005; Dotger, 2011; Gee, 2005; White, 

2006). Communication skills are critical for effective school leadership, and public 

school principals must demonstrate competence in all forms of communication including 

written and oral skills to complete successful day-to-day work (Sophie, 2004). As early 

as 1997, Johns’ study of public school principals demonstrated that principals spend a 

significant amount of time engaging in some form of communication and that this 

communication was crucial to their effectiveness as school leaders. Her study determined 

that principals who exhibit the communication competencies are effective communicators 

(Johns, 1997). Halawah (2005) found that effective communication from school 

leadership had a positive impact on school climate, and Akinnubi, Gbadeyan, Fashiku, 

and Kayode (2012) determined that principals with effective communication skills are 

more likely to achieve their goals. 

Bulach (2001) created an experiential curriculum aimed at teaching interpersonal 

communication, conflict management, and group management. Although the results of 

his study were not statistically significant, he found that the experiential curriculum, 

which allowed the participants to practice the concepts being taught, resulted in improved 

post test scores. Johns suggested that the approach to training future leaders should be 

explored and examined (1997). In a review of interpersonal communication in all 

industries, Blandhol (2012) determined that, although a great number of programs exist 
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that teach communication skills, few have been scientifically evaluated with the 

exception of the medical field and non-violent communication. Although Blandhol failed 

to prove the effectiveness of Internet-based interventions in teaching interpersonal 

communication skills, he concluded that research on effective ways to teach this topic is 

valuable (2012). 

Training Leaders To Communicate 

 Barnett (2004) conducted a study of principals using a questionnaire in which he 

asked them to rate their effectiveness against the Interstate School Leaders Licensure 

Consortium Standards (ISLLC) for leaders. The researcher concluded that universities 

needed to enhance courses related to communicating with local and federal policy makers 

(Barnett, 2004). Although the importance of training leaders to be successful in 

communication had been established, current research indicated that deficits exist in 

communication training. A paucity exists of research on how these training procedures 

can be augmented in traditional educational curriculums. Sophie (2004) emphasized the 

importance of determining how principals learn and how they are trained in leadership 

skills and interpersonal communication competencies. She recommended that additional 

research be conducted to determine how universities teach communication in different 

applications, including theoretical positions, lecture, discussion, practical application, or a 

combination of these factors. 

Need for the Study 

 If successful leaders lead successful schools, then the presumption is that 

unsuccessful leaders lead unsuccessful schools (Petzko, Clark, Valentine, Hackmann, 

Nori, & Lucas, 2002; White, 2006). Principal turnover is a major factor in determining 
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the success of a school. This is evidenced by Johnston High School, the first school 

closed in the state of Texas for low school performance (Fuller, 2012). In 13 years this 

school had 11 principals, which is an extreme case of principal turnover. A study of 

turnover of newly hired principals was conducted from 1998 through 2010 and showed 

that more than 50% of middle school principals and 70% of high school principals did 

not stay more than three years with their schools (Fuller, 2012). 

 Since the 1990s, legislation called for improvement in our nation’s schools; 

moreover, the development of the next generation’s educational leaders remains a topic 

of high concern. According to a 2005 report by Arthur Levine, president of Teacher’s 

College, Columbia University, the nation’s universities are in a race to the bottom for 

educational leadership programs. As a consequence, ensuring that educational leadership 

preparation programs prepare administrators for the role has become even more 

imperative (Brooks, Reames, & Reed, 2010). Short-term and longitudinal studies must be 

conducted to measure the transfer of learning from the practice settings to the workplace 

(Barnett, 2005; Browne-Ferrigno & Muth, 2006). 

Beginning in the 1980s, researchers and experts in the education field have called 

for reform in preparing education leaders; however, little evidence suggests any 

improvement (Barnett, 2005; Briggs, Cheney, Davis, & Moll, 2013). Although a plethora 

of research indicates interpersonal communication is critical for an education leader to be 

effective, a paucity of research on the instruction exists on developing interpersonal 

communication skills. 
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Statement of the Problem 

 Leadership preparation programs must meet the needs of candidates. The problem 

is how can this best be done. Many studies show that successful educational leaders have 

good interpersonal communication (Areglado, 2005; Barnett, 2004; Behar-Horenstein, 

1995; Gee, 2005; Gibbs & Slate, 2003; Glasman & Glasman, 1997; Lester, 1993). 

Administrators and educational leaders depend on face-to-face communication and spend 

approximately 70% of their time in communication in face-to-face interactions 

(Anderson, 1991; Lunenberg, 2010). If universities do not redesign educational 

leadership programs to develop future principals, schools will not obtain high-quality 

education for all children regardless of their social, cultural, and economic backgrounds 

as mandated by No Child Left Behind (NCLB) (Cibulka, 2009; Behar-Horenstein, 1995; 

Brown, 2006; Heifetz, 2006; Hess & Kelly, 2005a, 2005b; Young et al., 2011). 

Therefore, interpersonal communication skills must be included in an educational 

leadership program; however, the best ways to teach interpersonal communication have 

not been comprehensively investigated (Johns, 1997). Universities need to connect the 

learning in the preparation programs to real-world practice (Baltimore & Brown, 2003; 

Hall, 2006). 

Purpose of the Study 

The purpose of the study was to examine the perspectives of the student and the 

instructor on a courses instructional effectiveness and its impact on learning through a 

course in interpersonal communication for educational leaders. This qualitative inquiry 

included interviews with the instructor and the students who participated in one of the 

eight class sections taught during a six-year period. The purpose of the study was to 
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examine eight sections of an interpersonal communication course that was taught at the 

University of Houston from 2003 to 2009 as part of a master’s program in educational 

administration and supervision. Specifically the course was named Educational 

Leadership Cultural Studies, ELCS 6310 Interpersonal Communication and Community 

Relations. The investigation provided an in-depth examination of the instructor’s and the 

students’ perspectives regarding the instructional strategies used and the competencies 

taught in the course. The following research questions guided this study: (1) Why did the 

instructor chose and use certain instructional strategies (e.g. lecture, small group, and 

case studies), and which instructional strategies did the instructor perceive to be 

effective? (2) What were the students’ perspectives of the effectiveness of the 

instructional strategies used in the course? (3) Which interpersonal communication 

competencies (e.g. advising, persuading, and negotiating) did the instructor choose to 

teach and why and what were instructor’s perspectives on the interpersonal competencies 

taught? and (4) What interpersonal communication competencies do students use in their 

current career roles? 

 This research is based on a course taught by Dr. Alexander F. Schilt, a professor 

in the Department of Educational Leadership and Policy Studies in Educational 

Psychology at the University of Houston. Dr. Schilt’s course examined an intervention 

taught in an interpersonal communication course. I completed the course in Spring 2005 

and was intrigued by the professor’s instructional strategies. I spent almost two decades 

working with leaders in the business world and developing and teaching leadership soft 

skills. This university course was beneficial and effective to me in my career. The focus 
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of this study was to obtain the perspective of the students and the instructor regarding the 

instructional strategies and an insight into the instructor’s pedagogy. 

 For the study, I used a qualitative study as the method of inquiry. The qualitative 

method goal was “to discover and understand a phenomenon, a process, or the 

perspectives and worldviews of the people involved” (Merriam, 1998, p.11). The study 

participants were selected from the 81 students who completed the course and who are 

currently working or have worked as educational leaders. The study was to explore the 

best strategies to teach interpersonal communication to future educational leaders. 

Theoretical Framework 

The theoretical framework for the study applies Newby, Stepich, Lehman, and 

Russell’s (2000) model of learning (Figure 1). In this model, learning is the central focus, 

and the combination of instruction, the learner, and the teacher all have some impact on 

the concept of learning. For purposes of this study, the teacher was defined as the 

instructor. This study examined the perspective of the instructor (teacher) on how he 

developed instruction (instruction) and assesses the learning of his students (learners). 

The study investigated the students’ (learners) perception of what interpersonal 

communication skills they learned from the class (learning), what teaching strategies or 

experiences they found meaningful (instruction, teacher) or useful, and how they believe 

they apply that learning to their current role. 
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Figure 1.  Model of Learning. Reprinted from Instructional technology for teaching and 

learning designing instruction, integrating computers, and using media second edition 

(2nd ed.) (p. 5), by T. J. Newby, D. A. Stepich, J. D. Lehman, and J. D. Russell, 2000, 

Upper Saddle River, NJ: Merrill. Copyright [2000] by Prentice-Hall, Inc. Reprinted with 

permission pending. 

 

Research Questions 

The study addressed the following research questions: 

1. Why did the instructor chose and use certain instructional strategies (e.g. lecture, 

small group, and case studies), and which instructional strategies did the 

instructor perceive to be effective? 

 

2. What were the students’ perspectives of the effectiveness of the instructional 

strategies used in the course? 

 

3. Which interpersonal communication competencies (e.g. advising, persuading, and 

negotiating) did the instructor choose to teach and why and what were instructor’s 

perspectives on the interpersonal competencies taught? 

 

4. What interpersonal communication competencies do students use in their current 

career roles? 

 

  

Learners 

Learning 

Teacher Instruction 
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Definition of Terms 

 Competencies–Competencies are the knowledge, skills, and abilities required to 

perform a specific task or function. Competencies are also defined as characteristics that 

contribute to successful job performance and the achievement of organizational results. 

These include specific knowledge, skills, abilities, attributes, and/or qualities. These may 

be obtained through formal or non-formal education, work experience, or other means 

(Spicer, 2009). 

 Educational Leaders—Educational leaders include: Principals, Assistant 

Principals, Administrator, Team Leaders, Department Chair, Program Leaders both in the 

public, non-public in K-12 or higher education (“Master’s of Education (M.Ed.) in 

Administration and Supervision,” n.d.). 

 Interpersonal communication–“Interpersonal communication is defined as 

communication between two persons or among a small group of persons and 

distinguished from public or mass communication; communication of a personal nature 

and distinguished from impersonal communication; and communication between or 

among connected persons or those involved in a close relationship” (DeVito, 2004, p. 

340). 

 Instructional strategy–Instructional strategy as defined by Dick, Carey, and 

Carey (2001) is an overall plan of activities to achieve an instructional goal. The strategy 

includes the sequence of intermediate objectives and the learning activities to achieve the 

instructional goal. 

 Leadership–Leadership is the process whereby an individual influences a group 

of individuals to achieve a common goal (Northouse, 2007). Leadership is also the ability 
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to motivate others to accomplish a common goal, and motivation is directly dependent on 

the leader’s ability to communicate and persuade. All leadership is a form of 

communication (Horowitz, 1996).  
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Summary 

 This chapter provided the need, the purpose, and the research questions for the 

study. The significance of the study was to identify and describe: (1) Why did the 

instructor chose and use certain instructional strategies (e.g. lecture, small group, and 

case studies), and which instructional strategies did the instructor perceive to be 

effective? (2) What were the students’ perspectives of the effectiveness of the 

instructional strategies used in the course? (3) Which interpersonal communication 

competencies (e.g. advising, persuading, and negotiating) did the instructor choose to 

teach and why and what were instructor’s perspectives on the interpersonal competencies 

taught? and (4) What interpersonal communication competencies do students use in their 

current career roles? 

 

 



 

 

Chapter II 

Review of Literature 

The purpose of the study was to examine the perspective of the learner and the 

instructor on the effectiveness of the interpersonal communication instruction and its 

impact on learning. Specifically, this study examined four things: (1) Why did the 

instructor chose and use certain instructional strategies? (2) What was the instructor’s 

perspective on the interpersonal communication competencies taught? (3) What were the 

students’ perspectives of the effectiveness of the strategies used in the course? and (4) 

What interpersonal communication competencies do students use in their current career 

roles?  

 The literature review examines the theoretical framework for the study, research 

related to educational leadership preparation programs, what competencies are critical for 

interpersonal communication in educational leadership, and the instructional strategies 

utilized in teaching communication in educational leadership. 

Theoretical Framework For Study 

Newby, Stepich, Lehman, and Russell’s (2000) Model of Learning, states that 

teachers, learners, and aspects of instruction influence learning. This model presented in 

Figure 1 as the teacher, instruction, and learners as each point of a triangle and the middle 

is learning and demonstrates the factors that influence learning. For purposes of this 

study, the teacher was defined as Dr. Schilt. The students are the learners. The instruction 

is the instructional strategies perceived to be used by the teacher (Dr. Schilt) and the 

learners (students). The learning was evaluated by the students’ (learners) perception of 
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what interpersonal communication skills they learned from the class (learning) and how 

they believe they apply that learning to their current roles.  

Overview Of Educational Leadership 

 Over the last two decades, research suggests that an apparent relationship exists 

between school leaders’ performances and student achievement (Kafka, 2009; Leithwood 

& Riehl, 2003). Studies have found that leadership has a direct influence on the 

variability in student achievement attributed to school-level factors (Kafka, 2009; 

Leithwood & Riehl, 2003). Specifically, Leithwood and Riehl (2003) conducted 

quantitative studies that determined leadership has a direct impact on student 

achievement. Their findings determined that leadership has a 3% to 5% impact on student 

achievement, and they estimate a 25% effect including the school factors. Leithwood and 

Riehl (2003) believe that efforts to improve educational leadership should focus on 

teaching and learning. School reform efforts derived from the No Child Left Behind 

(NCLB) Act focused on site-based accountability, bringing public and policy attention to 

issues regarding building-level leadership and school leaders (Kafka, 2009). Reform 

advocates defined leadership inclusive of activities performed by teachers, community 

groups, and site-based teams, However, to the general population school leadership 

usually refers to the principal’s work (Kafka, 2009). 

 Today’s government officials, policymakers, and district leaders hold the 

leadership at individual schools accountable for the success or failure of student 

achievement. The role of the principal has evolved and become more complex. Originally 

in America, schools had a single teacher or master who answered to the local community 

and were usually elected or appointed by a school board. In the early 1800s as schools 
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became larger, grade levels were created and the position of a principal was created to 

manage clerical and administrative duties such as assigning classes, managing discipline, 

taking attendance, and ensuring school started and ended on time. With these duties, 

authority was implicit as they communicated with the district superintendent who tended 

to govern the schools from a great distance. The rise of the modern principal occurred 

from the mid-1880s through the early 1900s. As the twentieth century progressed, the 

modern principal lost his or her teaching duties and became a manager, administrator, 

supervisor, instructional leader, and increasingly a politician (Brown, 2005; Pierce, 1935; 

Rousmaniere, 2007). Principals set the goal to gain local authority and prestige by 

working to professionalize the principal’s role. They created local associations to discuss 

problems and to respond to annual reports. These efforts led to the establishment of the 

National Association of Secondary School Principals (NASSP) in 1916 and the National 

Association of Elementary Principals (NAESP) in 1921 (Brown, 2005). In the mid-

twentieth center the principal’s role became even more demanding due to changes to state 

and federal regulations and from pressure from the public. The principalship evolved 

from the classroom to the administrative office while gaining more responsibility for 

student learning (Brown, 2005). 

 As a result of the transition of the principal’s role, especially during the reform 

movement of the 1980s, the education and test requirements to be a principal became 

more rigorous and more consistent from state to state. The requirements for a principal in 

Texas are that he or she holds (1) the lifetime mid-management certificate; (2) the 

standard mid-management certificate; or (3) the standard principal certificate. All 

certificates require that the holder successfully complete an approved certification 
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program for principals, pass the appropriate certification examination, have two years of 

successful classroom teaching experience, and have a master’s degree of education (The 

Principal Certificate, 2001). 

 With measures such as the No Child Left Behind Act, the demands and 

responsibilities of educators and school leaders to be responsible for the achievement of 

students at the classroom level has pushed the role into a new environment (Brown, 

2005). In June 2014, The George W. Bush Institute, along with New Leaders, created the 

Alliance to Reform Education Leadership (AREL). This alliance is focused on providing 

principals with the training they need to be effective (Briggs, Cheney, Davis, & Moll, 

2013). Their report validated past research that stated that effective leaders improve 

student achievement. The project created a framework that is accessible to all school 

system leaders. In addition to the framework, the institute developed a set of tools to 

allow leaders to assess themselves and determine the areas they need to work on to 

improve their school. The existence of the alliance demonstrated that the journey of 

principal preparation is still an educational concern (Briggs, Cheney, Davis, & Moll, 

2013). 

Specific interpersonal communication skills have been identified as essential to 

the preparation programs as described by Johns (1997), and many researchers agree that 

future education programs must offer strategies to augment leaders’ interpersonal 

communication skills (Worner, 1994), conflict resolution skills (Milstein & Krueger, 

1997), and skills that build working relationships and the ability in expressing personal 

warmth (Glasman & Glasman, 1997).  
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Perspectives of Leadership Program Graduates 

Educational leadership programs have been scrutinized because of the belief from 

former students, administrators, and politicians that the programs do not prepare 

administrators for the workplace (Dotger, 2011; Haller, Brent, & McNamara, 1997). 

There is a paucity of current research in this area; however, previous research has shown 

that, in addition to not affecting practice, graduates of leadership programs did not 

believe their programs had much influence on their knowledge and current job 

performance (Achilles, 1994; Goldman & Kempner, 1988). A 2003 Public Agenda Poll 

cited in Hess in Kelly found that 96% of practicing principals felt that they needed more 

training in on-the-job experiences (Barnett 2004; Hess & Kelly 2005; Quinn, 2005). 

Reynolds and Herbert (1998) found that perceived learning transfer was slightly higher 

when students participated in a cohort leadership program. They based their findings on 

higher grade point averages and affective learning as compared to a non-cohort degree 

program. 

 In a national study of middle-school principals, principals identified university 

coursework as having only minimal value to the practical application of the profession 

and that the internship portion of their training was not meaningful as they did not 

perceive it as viable to their role (Petzko et al., 2002). School superintendents and other 

educational leaders also often reported that their real education occurred on the job rather 

than in the academic program (Petzko et al., 2002). Previous research assessing 

graduates’ perceptions of their program was mostly negative and indicated that most of 

their learning occurred on the job and the academic portion of their study was not 

relevant (Portin, Schneider, DeArmond, & Gundlach 2003). The need to provide a quality 
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preparation for future principals has been the consensus of researchers and school 

officials for more than two decades; however, integrating the curriculum and training 

experiences to prepare for school performance has seldom been discussed in the research 

(Behar-Horenstein, 1995). 

Communication For Educational Leaders 

Research indicates that great schools have great leaders. Successful leaders 

establish a focus on learning and communicate in every facet of their roles (Scribner et 

al., 2011). Effective leaders foster environments that promote and support good teachers, 

engage parental interaction, and create a positive climate for students through their 

abilities to use interpersonal communication skills (Dotger, 2011). Research suggests that 

an effective leader creates an environment of mutual trust and respect among all faculty, 

staff, students, and the community through effective communication (Scribner et al., 

2011; U.S. Department of Education, 2004).  

 Researchers and school associations (e.g. National Board for Educational 

Administration) identified successful leadership traits, and both groups indicate that 

effective communication is a requisite to effective leadership (Harris & Lowery, 2002; 

Johns, 1997; Scribner et al., 2011; Sophie, 2004). Although this relationship and its 

effects have been established, it is unclear what contributes to the development of 

communication competencies in educational leaders and the best way to facilitate the 

development of communication skills.  

 Interpersonal skills have been identified as critical for an effective educational 

leader. Great leaders are great communicators, and great communicators are thought to be 

good writers. Good speakers possess good listening skills and the ability to gain trust 
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(Hensley & Burmeister, 2004). Horowitz (1996) maintained that one cannot separate the 

dimensions of leadership and communication. He defined leadership as the ability to 

mobilize others to create a common achievement and that depends on the ability of the 

leaders to communicate to their audience (Horowitz, 1996). Based on his experience and 

reflection from his work with his mentor, he derived that leadership could be considered 

a form of communication. He believed effective communication inspires others to do 

their best and is thought to be the primary tool for positively bringing people together to 

create a cohesive culture. Effective leaders are those who understand the relationship 

between trust and effective communication. Communication allows that trust to continue 

to build so that credibility is established (Horowitz, 1996). 

 Hensley and Burmeister (2004) identified four important modalities for 

communication: email, face-to-face contact, meetings, and newsletters. They identified 

the following skills as effective in face-to-face communication: active listening, 

understanding the perspective of others, varying communication styles, correctly and 

clearly using language, and utilizing the power of symbols and non-verbal 

communication. Research shows that an effective communicator is an artist who focuses 

on key elements of satisfying personal relationships by investing time in oneself and 

others, commitment to building and honoring relationships, building a climate of trust, 

and providing acceptance and support for personal relationships (Hensley & Burmeister, 

2004; Horowitz 1996). 

Communication Competencies In Educational Leadership 

Communication skills are critical for effective school leadership (Sophie, 2004). 

Public school principals must demonstrate competence in all forms of communication 
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including written and oral skills to successfully complete day-to-day work (Sophie, 

2004). Sophie conducted an empirical investigation of the relationship between specific 

interpersonal communication competencies as described by Spitzberg (1983). She 

analyzed the specific leadership skills as described by Kouzes and Posner (2009) to 

determine what constructs underlie effective leadership and communication for 

principals.  

 Sophie (2004) surveyed 122 principals from five Illinois counties using the 

Leadership Practices Inventory (Kousez & Posner, 2009) and the Conversation Skills 

Rating Scale (Spitzberg, 1983). Sophie found a significant positive correlation between 

leadership skills and interpersonal communication skills. Seven constructs were found to 

underlie effective leadership and communication competencies for principals including 

challenging the process, overall interpersonal communication, encouraging the heart, 

composure, altercentricism, being interested and responsive to the thoughts and ideas of 

others, and inspiring a shared vision (Sophie, 2004). Her research showed that a 

relationship exists between effective educational leaders and communication skills. 

Furthermore, in her recommendations for further study she stressed the importance of 

determining how principals learn or are trained in interpersonal communication 

competencies whether by theory, lecture, discussion, practical application, or a 

combination of these factors (Sophie, 2004). 

 Sophie’s research (2004) corroborates Johns’ (1997) earlier research that 

demonstrated that communication is important in effective leadership. Johns studied 

public school principals and found that principals spend a significant amount of time 

engaging in some form of communication. The principals reported that they believed 
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communication was crucial to the effectiveness of a school leader. Table 1 shows the 

communication competencies that Johns (1997) determined to be essential for principals. 

This table has been adapted from her instrument, “Revised Communication Activity 

Questionnaire,” RCAQ. The study used Johns’ 1997 findings regarding the competencies 

critical for effective principal communication to guide interview questions (Johns, 1997). 

Table 1 

Communication Competencies for Principals 

Principal Definition 

Advising Dealing with individuals to counsel and/or guide them with 

regard to a variety of problems. 

Persuading Dealing with others to influence them toward some action or 

point of view. 

Instructing Teaching of skills or knowledge, either in an informal or 

formal manner on a one-to-one basis. 

Interviewing Conducting interviews directed toward some specific 

objective. 

Exchanging Routine Information The giving and/or exchanging of information of a routine or 

simple nature. 

Speaking Publicly/Oral Report 

Giving 
Making speeches or formal presentations to audiences both 

inside and outside the organization. 

Negotiating Dealing with individuals to reach an agreement or solution. 

Giving Orders Telling someone what to do or communicating decisions from 

superiors. 

Participating in Small Groups Participating as a member either voluntarily or required in 

some form of small group. 

Leading Small Groups Acting in a leadership role for a small group. 

Resolving Conflict Being directly involved in solving a conflict between others or 

a group of others. 

Building Relationships Getting along with people, good personal adjustment, and 

harmonious work relations. 
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Principal Definition 

Listening Listening empathetically and providing reflective responses. 

Giving Feedback Purposefully responding to others, modifying or redefining 

messages until the meaning are clear. 

Soliciting Feedback Actively seeking responses from others. 

Motivating Getting others to complete job tasks; arousing interest. 

Communicating Nonverbally Facial expressions, body language, tone of voice, etc., used to 

convey messages with or without words. 

Managing Public Relations Communicating the school goals and expectations. 

Communicating Interculturally An awareness of an adaptation to communication behaviors, 

as well as differences in perception, among people of many 

different cultures. 

Managing Media Relations The ability to use and respond to electronic or print media to 

send a message (newspaper, radio, TV, etc.).  

Note. Data source is Johns, 1997, pp. 179-181. 

Other researchers report similar findings. A qualitative analysis reviewing 19 case 

studies of secondary principals determined that principals in large schools need to be 

visible, accessible, and provide for personal involvement of students and faculty (Gibbs 

& Slate, 2003). Harris and Lowery (2002) identified what made principals successful 

from the perspective of teachers currently enrolled in an educational leader preparation 

program. The themes from the qualitative study were respecting students, communicating 

with students, and supporting students. Other research indicates that regardless of the 

level (national, state, or individual), building relationships through communication is 

essential to effective communication (U.S. Department of Education, 2004; Council of 

Chief State School Officers, 2008). 
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Researchers are not the only ones aware of the importance of communication skills in 

educational leadership. According to the National Association of Elementary School 

Principals, NAESP (1997), the proficient principal uses these communication skills: 

1. Articulates beliefs persuasively, effectively explains decisions, checks for 

understanding, and behaves in ways that reflect these beliefs and decisions. 

 

2. Writes and speaks clearly and concisely so the message is understood by the 

intended audience. 

 

3. Conveys opinions succinctly and distinguishes between facts and opinions when 

communicating priorities. 

 

4. Understands the impact that his or her nonverbal communication has on others. 

 

5. Uses appropriate communication modes, including current technologies, to 

communicate the school’s philosophy, needs, mission, and accomplishments. 

 

6. Accurately interprets others’ written communications. 

 

7. Makes effective use of the media. 

 

8. Uses active listening skills. 

 

9. Expresses disagreement without being disagreeable. 

 

10. Demonstrates skill in giving and receiving feedback. 

 

11. Models the behavior expected of others. 

 

12. Exhibits multicultural awareness, gender sensitivity and racial and ethnic 

appreciation. (National Association of Elementary School Principals, NAESP, 

1997, p. 14) 

 

 Other groups have contributed to the adoption of the Tarleton Assessment of 

Principals (TAP) by the Texas State Board of Educator Certification (SBEC), which 

defines skill dimensions and competency requirements for education administrators. The 

interpersonal dimension is the most relevant for the current investigation, and the 
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competencies deemed necessary for that dimension are motivating others, sensitivity, oral 

and nonverbal expression, and written expression (Cauble & Winn, 2006). 

 “Innovative Pathways to School Leadership,” a report by the Department of 

Education (DOE) Office of Innovation and Improvement, focused on determining the 

ways to find and prepare principals to be effective leaders (U.S. Department of 

Education, 2004). This report reviewed several programs they believed were innovative 

and maintained that communication was a critical component underlying all of the 

competencies. In the DOE’s examination of The Boston Principal Fellowship, the 

communication competency is defined as, “Develop and communicate a shared vision 

and common understanding of effective classrooms and instruction and organize the 

school on it” (U.S. Department of Education, 2004, p. 11). Learning occurs when 

students and teachers interact and when appropriate instructional strategies foster growth. 

The instructional strategies and methods used to teach educational leadership how to 

communicate effectively is an important focus of this study. 

Instructional Strategies In Educational Leadership 

Instructional strategies reviewed in educational leadership literature emphasize 

that leadership knowledge and skills are essential. Milstein and Krueger (1997) 

acknowledged and highlighted some programs for their approaches to teaching 

educational leadership. They listed strategies that include simulations, case studies, role-

playing, reflective writing, and long-term field projects. These strategies have yet to be 

empirically investigated in educational leadership. They do, however, cite three requisites 

that should be included in any interpersonal communications class: (1) the content 

presented should stress knowledge and skills that are relevant to educational leadership 
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roles; (2) content should be delivered in a manner that ensures learning will take place; 

and (3) the program should be evaluated regularly to ensure it is meeting the needs of the 

students and the community (Milstein & Krueger, 1997). 

 Murphy (2006) examined the possibilities of the reform of education leadership 

preparation and presented a hypothetical leadership preparation program, Administrative 

Leaders for Learning (ALL). Based on his opinion and years of experience, he identified 

intersecting domains of knowledge including matters of leadership and management that 

include “managing oneself, managing relationships, managing organizations, managing 

context, and managing change” in his hypothetical leadership-preparation program 

(Murphy, 2006, p. 532). Leaders need a deep understanding of themselves, including 

their strengths, weaknesses, and visions of professional selves. According to Murphy, 

class activities need to be problem based using case studies that deal with the day-to-day 

dynamic school environment. Problems should come from the class members regarding 

situations they are having or have observed. Simulations, role play, and videotaping 

allow the users to evaluate their own feedback (Murphy, 2006). 

 Stein (2006) added that effective adult methods, including case studies, problem-

based learning, and project teams are appropriate for leadership programs. In leadership 

education these problems usually center around managing change mandated by one's 

superiors including the state government, supervising and evaluating teachers 

experiencing difficulties in the classroom, and leading a school to respond effectively to 

the challenges posed by a changing student population (Bridges & Hallinger, 1997. 

Problem-based learning is well suited for leadership training as the essence of leadership 

involves getting results through others (Bridges, 1977).  
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Learning transfer in interpersonal communication. Research has begun to 

confirm that the most effective way to facilitate learning is the transfer of communication 

skills within a classroom setting. Dallimore, Hertenstein, and Platt (2008) investigated the 

strategies to improve the frequency and quality of class discussions in two graduate 

management accounting courses. Their study examined which classroom strategies 

increased the quality of participation and reviewed which instructor behaviors were 

associated with effective discussion. Multiple instructional approaches were used in the 

courses, including team projects and presentations, written case analyses, and lecture; 

however, the primary instructional strategy used was class discussion (Dallimore et al., 

2008). The study concluded that required and graded participation had the largest effect, 

followed by incorporating real experiences in a supportive environment with constructive 

feedback. 

 Natalle’s (2008) book, Teaching Interpersonal Communication, was written for 

new college instructors based on her teaching practice and provided instruction on how to 

teach interpersonal communication to college students. Natalle recommended that a 

course on interpersonal communication should include eight to ten activities that require 

a short, written response, three to five role plays, at least one case study, three to five 

small group discussions, five to six partially filled-in charts for the class to complete, six 

to ten demonstrations, and three to five scales or assessments (Natalle, 2008). She 

suggested that education has moved beyond lecture as the primary method of teaching, 

and instructors must strive to find methods to teach the content, get students involved, 

and work for both the student and the teacher (Natalle, 2008). Natalle defined 

effectiveness in teaching an interpersonal communication class as “balance of methods, a 
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balance of theory and practice, a balance of responsibility between teacher and student, 

and, ultimately, a balance between the teaching and the learning process” (p. 91). 

Conclusion 

 The literature indicates that learners, teachers, and instruction are all important in 

learning transfer (Figure 1). Research on educational leadership suggests that leadership 

programs have evolved, but additional improvements need to be made. The literature 

highlights that, for educational leaders to be effective, they must possess the 

competencies to communicate effectively. However, not all education leaders perceive 

their communication training to be adequate. Furthermore, the literature outlines specific 

communication competencies that are thought to be required for successful educational 

practices but does not explain how best to facilitate the development of such 

competencies. Therefore, a study is needed defining which instructional strategies are 

most effective to teach communication competencies to educational leaders. Although 

much research indicates that interpersonal communication is critical to the success of an 

effective education leader (Areglado, 2005; Barnett, 2004; Behar-Horenstein, 1995; Gee, 

2005; Gibbs & Slate, 2003; Glasman & Glasman, 1997), research is limited on the best 

strategies for teaching interpersonal communication skills so that public school leaders 

feel prepared. 

 



 

 

Chapter III 

Methodology 

The purpose of this study was to examine the perspective of the students and the 

instructor on the instructional effectiveness of a graduate communications class and its 

impact on learning and practice. The investigation examined in-depth the perceptions of 

the instructor and selected graduates of a specific course, Educational Leadership 

Cultural Studies, ELCS 6310 Interpersonal Communication and Community Relations. 

Participants included Dr. Schilt, the instructor, and former students who currently or have 

been employed in an educational leader position (e.g. Principal, Assistant Principle, 

Administrator, Program Director). 

The study included the following research questions: 

1. Why did the instructor use certain instructional strategies such as lecture, small 

group, and case studies and which instructional strategies did the instructor 

perceive to be effective? 

 

2. What were the students’ perspectives of the effectiveness of the instructional 

strategies? 

 

3. Which interpersonal communication competencies (e.g. advising, persuading, and 

negotiating) did the instructor choose to teach and why and what were the 

instructor’s perspective on the interpersonal competencies taught? 

 

4. What interpersonal communication competencies do students use in their 

education career roles? 

 

 Through interviews, I gathered data about the teacher’s and students’ perspectives 

of the course and used the methodology of a qualitative study (Merriam, 1998). I selected 

students from each time the course was taught and used the qualitative method of 

phenomenological research, which involved collecting the perspectives from a group of 

people to determine the experiences they had in common from a shared event (Schneider, 
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Gruman, & Coutts, 2012). Using this method allowed me to produce a combined 

description of the experiences and the context in which it was experienced. I described 

the course and its perceived impact from the perspectives of the instructor and the 

students. This method was the best approach to investigate the relationship of the teacher, 

the learner, and the instruction’s impact on learning because its focus was to inquire and 

understand phenomena from the perspective of the individuals involved (Merriam, 1998). 

I used qualitative inquiry involving the use of semi-structured, open interview format to 

conduct the study. The University of Houston Institutional Research Board approved the 

study and the methodology. 

Participants 

 I considered the potential participants from all students who were enrolled and 

completed the ELCS 6310 course with Dr. Schilt as the instructor. He taught this course 

in fall 2003, spring 2004, fall 2004, spring 2005, fall 2005, spring 2006, spring 2008, and 

fall 2009. Over this time period, 81 students were enrolled in the course. The majority of 

the students enrolled in this class were pursuing master’s degrees in education in 

administration and supervision. I used a purposive sampling technique to locate the 

students who had completed the course and who are currently educational leaders or who 

have served as educational leaders and were available to be interviewed. Purposive 

sampling is based on the belief that to learn the most about a phenomenon the sample 

must include whose who know the most about the topic (Chein, 1981). Therefore, I used 

individuals who had taken the course rather than all graduates from the University of 

Houston Educational Leadership Program. I used subsets of purposeful sampling, 

criterion sampling, and convenience sampling to obtain the sample. I used criterion 



 

 

30 

sampling as the preferred sample to determine who met the following criteria: (1) 

completed the course, and (2) have or have had the role of an educational leader (e.g. 

Principal, Assistant Principle, Administrator, Program Director). Convenience sampling 

was relevant in the sense they were willing to participate. My goal was to interview 

students from the most recent course in 2009 and through the courses taught earlier until I 

identified eight students, based on the qualitative power analysis to determine sample size 

(Onwuegbuzie & Leech, 2007). Onwuegbuzie and Leech (2007) advised considering the 

length of time the interview would take and the number of people in the sample size. The 

sample size should not be too small as to not achieve saturation or too large making 

difficult to conduct an in depth analysis. Therefore, I tried to locate and engage eight 

students to have data. My goal was to have a minimum of six students and a maximum of 

ten to align with qualitative analysis sample size guidelines (Onwuegbuzie & Leech, 

2007). To find the course participants, I asked the university for the class rosters where 

Dr. Schilt was the instructor. To locate the participants, I used web searches and social 

media including LinkedIn and Facebook. Once a student agreed to participate, I set a time 

and place for a meeting. 

Instrumentation 

I used semi-structured, open-ended interviews to collect the data because this 

format provided flexibility to gather comprehensive information. The methodology 

included two semi-structured interview guides or list of interview questions to collect the 

data. I used the first interview guide when meeting with the instructor to discuss the 

course design and implementation. I used the second interview guide for the participant 

interviews. 
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The use of interviews had advantages in data collection. Open-ended, semi-

structured interviews allowed me adaptability to ensure the respondents were clear on the 

questions and that they could ask follow-up questions to further explore an issue. The 

interview with the instructor was a general interview format (Patton, 1990) with a list of 

pre-determined questions; however, I was flexible to allow for probing and 

comprehensive understanding. The interview approach for the student participants was 

more standardized in that I asked all students the same set of core questions; however, the 

format provided flexibility for me to ask additional or probing questions as needed. 

Details of the guides are discussed in detail below (Merriam, 1998). The instrument was 

divided into two parts. 

Part 1: Overview of instructor perceptions. Part 1 included the instructor 

interview section and consisted of 13 open-ended semi-structured questions. This part 

was used to gather the instructor’s perceptions of the outcomes and discover the 

underlying beliefs that guided the creation of the course and the syllabus. The interview 

objectives were to learn which educational theory the instructor believed to be the course 

foundation and which leadership characteristics would be enhanced by the course 

completion (Appendix A).  

Part 2: Overview of student perceptions. Part 2 included the interview 

questions that were asked of the students. This interview was semi-structured and had 7 

open-ended questions to gather the recollection of the students. Using seven general 

questions, I provided instructional strategy examples to ensure some level of consistency 

from interview to interview in the discussion of instructional strategies (Appendix B). 
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To evaluate the interview questions before conducting the study, I met with two teaching 

assistants who worked with the instructor on this or other courses. I first reached out to 

the teaching assistants soliciting their participation (Appendix G). My meetings with the 

teaching assistants were to ensure that the questions were understandable and that they 

targeted the responses I intended. I assigned one of the teaching assistants to the 

interpersonal communication course specifically. The teaching assistants reviewed the 

process and practices and made suggestions on the administration of the instrument to the 

study participants. They felt that individuals would have difficulty following or 

recollecting the information to match the specific skills. Therefore, I read each of the 

skills to the participants and asked if they believed that skill was taught. If they answered 

yes, I asked for an example of how it was taught or by what method. 

The following are the questions asked for Student Interview Question No. 4: 

Which of the following communication skills do you believe you learned in the course? 

Can you provide an example? 

a. Articulates beliefs persuasively, effectively explains decisions, checks for 

understanding, and behaves in ways that reflect these beliefs and decisions. 

b. Writes and speaks clearly and concisely so the message is understood by the 

intended audience. 

c. Conveys opinions succinctly and distinguishes between facts and opinions when 

communicating priorities. 

d. Understands the impact that his or her nonverbal communication has on others. 

e. Uses appropriate communication modes, including current technologies, to 

communicate the school’s philosophy, needs, mission, and accomplishments. 

f. Accurately interprets others’ written communications. 

g. Makes effective use of the media. 

h. Uses active listening skills. 

i. Expresses disagreement without being disagreeable. 

j. Demonstrates skill in giving and receiving feedback. 

k. Models the behavior expected of others. 

l. Exhibits multicultural awareness, gender sensitivity, and racial and ethnic 

appreciation. 
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Data Collection Procedures 

To evaluate process and practices, I met with the two teaching assistants who 

worked with the instructor at different times from 2003 to 2009. I set up one-on-one 

meetings with each assistant to review both interview instruments. I obtained approval 

from each to record their interviews, conducted a mock interview with each, and asked 

for feedback on any question that were confusing or any topics or questions that should 

be added. I implemented any necessary revisions to the process and practices of the 

interview instruments. 

The instructor is a current member of the University of Houston teaching staff, 

and I contacted him using his University of Houston email address (Appendix F). Once 

he agreed to discuss the process I submitted another email requesting participation. I 

interviewed the instructor at his home, and a third-party transcriptionist transcribed the 

interview at a later date. The second part of the data collection involved interviews with 

eight students who attended the class and who agreed to participate. For the sample 

recruitment, I obtained the student names from the UH College of Education. The 

University's Institutional Research Board approved this procedure. To locate and recruit 

the participants, I followed the process described in the participant section of Chapter 3. I 

first reached out to the students I could locate and inquired whether they were working or 

had worked in an educational role (Appendix D). if they responded with a yes they had or 

were working in an educational role I sent an email requesting participation (Appendix 

E). After the former students agreed to participate, I interviewed each participant 

individually. I obtained informed consent of their voluntary participation through the 

interview process with each student (Appendix C) as documentation of their 
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participation, purpose of the study, procedure, duration, confidentiality, risks and benefits 

of participating in the study.  

After giving consent, participants completed the interview with me either face to 

face or on the telephone if an in-person interview was not possible. The interviews lasted 

approximately 1/2 hour to 1 hour. Each student was identified by a unique number that 

was used in collecting, transcribing, and analyzing the data so that no personal identifiers 

were in the data. 

Data Analysis Procedures 

The data analysis for the study followed a standard qualitative approach (Bazeley 

& Jackson, 2013). The data analysis process used included: (1) analysis of the instructor 

interview for major themes and common words under each question conducted; (2) 

analysis of the instructor interview for major themes and common words of the entire 

transcript; (3) analysis of the student interviews for major themes and common words 

under each question (4) analysis of the student interviews for major themes and common 

words of the entire transcript of each student conducted by myself; (5) comparison of the 

instructor and student responses for likeness and difference; (6) a cross reader’s review of 

the transcripts to validate my findings; (7) NVivo software analysis for common themes, 

word counts, and loose synonyms of key words search; and (8) an external expert review 

of the finding summaries. 

I have more than 15 years of experience in examining qualitative data responses 

from interviews and have practiced determining common themes among responses. 

Using this experience, I examined the instructor’s responses and documented themes of 

information and common words. I first categorized the themes under each question asked. 
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I reviewed the transcript to determine major themes across all the questions asked of the 

instructor. I examined the students’ responses in a similar fashion, categorized each 

question asked, and reviewed the transcript for overall themes and or categories. I 

documented how many times a theme was mentioned. I compared the themes from the 

instructor responses with the collective student responses and documented likenesses and 

differences. I collected the commonly used words from both instructor and collective 

student responses and documented them in the NVivo software as key words for analysis. 

I used a cross reader to review the transcripts and document common themes in 

the data in a similar fashion to what I used. The cross reader holds a master’s degree in 

education and is a reading specialist with more than 30 years of teaching experience in 

English language arts. This expertise lies in the use of diagnostic data and reading and 

writing evaluations of students to determine reading deficiencies. This makes the cross 

reader an expert in qualitative analysis in professional practice. I met with the cross 

reader to compare themes, common words, and summary documents. These points and 

their significance were discussed as were the overall impressions and how they related to 

the research questions. The cross reader and I scrutinized a rough draft of the 

interobserver agreement by reviewing the proportion of hits and misses in identified 

themes, before discussion to consensus occurred. To enhance transferability, the 

naturalistic term for generalizability, I sent the summary findings to an expert on 

interpersonal communication to serve as an external auditor. I found the external auditor 

through recommendations from Dr. Schilt and my committee. 

NVivo is a qualitative data analysis software program that stores raw data files 

(interview transcripts) and query data to conduct word counts and loose synonyms of key 
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words. I used NVivo to further validate the findings of the interviews. I uploaded the 

transcripts into the software and conducted word counts of my key words and those of the 

cross reader. The first search was strict as to the use of synonyms; the second search 

included inexact synonyms. I compared these findings and adjusted as relevant. 

Following Guba’s (1981) guidelines, I left an audit trail of the raw data. In the 

NVivo analysis, I used digital recordings, written transcripts, researcher notes summary 

document, cross reader notes summary document, NVivo print outs documents, and the 

key words and major themes. 

Limitations 

The limitations of this study are consistent with documented concerns about 

interviewing: they take a lot of time, establishing access to the participants is an issue 

(Merriam, 1998). Specifically in this study, the main limitation was locating participants 

and obtaining their consent to be interviewed. 

I interviewed and used the findings from the instructor and the students to analyze 

the relationship between instructor beliefs and student beliefs. The quality of the 

interview data was dependent entirely on me as the interviewer and my ability to probe 

appropriately and the quality of my data analysis. To protect against any bias on my part, 

I included interviews from the students to add some context or validity to the responses 

(Merriam, 1998). To strengthen the validity, I used triangulation, a validation strategy in 

qualitative research (Creswell 2012). Using Creswell’s definition of triangulation, I 

collected data from two perspectives (student and teacher) and from multiple students to 

see if a similar story emerges (to corroborate evidence) and attempted to provide validity 
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to the findings. Using a cross reader as an external auditor and the software, NVivo, were 

to ensure a valid study.  

I controlled reliability by recording the interviews and creating transcripts. I 

presented each participant with the same data; the same researcher conducted each 

interview; and the same researcher and cross reader reviewed the interviews. These 

efforts avoided intercoder agreement errors. Using the NVivo technology helped control 

reliability (Creswell, 2012).  

Summary 

 Chapter 3 detailed the methodology used to examine the course instruction, the 

instructor’s instructional strategies selections, and to determine what the students found 

effective in their careers. 

In Chapter 4, I present the interview results from the instructor and former 

students. In Chapter 5, I discuss the relevance of the research and practice. 

 



 

 

Chapter IV 

Results 

In this chapter, I describe and analyze the data collected using the research 

methodology including data from the interviews with the course instructor and students 

who took the course. The purpose of the study was to examine the perspectives of the 

student and the instructor on a courses instructional effectiveness and its impact on 

learning through a course in interpersonal communication for educational leaders. The 

course was on interpersonal communication for educational leaders and was taught at a 

large metropolitan, tier one, research university. The results of the interviews were 

analyzed following a standard qualitative approach (Bazeley & Jackson, 2013). The 

process included: (1) analysis of the instructor interview for major themes and common 

words under each question; (2) analysis of the instructor interview for major themes and 

common words of the entire transcript; (3) analysis of the student interviews for major 

themes and common words under each question; (4) analysis of the student interviews for 

major themes and common words of the entire transcript of each student; (5) comparison 

of the instructor and student responses for likeness and difference; (6) a cross reader’s 

review of the transcripts to validate the researchers findings; (7) NVivo software analysis 

for common themes, word counts, and loose synonyms of key words search; and (8) an 

external expert review of the finding summaries. 

Participants 

 Using purposive sampling, I selected the study participants from the 81 students 

who met the following criteria: (1) had taken the course; (2) have or had the role of an 

educational leader; (3) were able and willing to participate. My goal was to interview at 
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least one student from each of the eight sections Dr. Schilt taught (Onwuegbuzie & 

Leech, 2007). 

The UH Educational Leadership Department provided the class rosters for 

semesters from 2003 to 2009 for ELCS 6310. I used Google Search and LinkedIn to 

locate the students. Myself excluded, 80 students were on the rosters. I located and 

contacted 35 students. Ten students responded and agreed to be interviewed; two opted 

not to be interviewed. Table 2 shows the demographics of the student participants. 

Table 2 

Student Participant Demographics 

  

Name Course 

Semester 

Age Race Gender Degree 

Obtained 

Interview 

Method 

Student 

1 

Fall 2009 36 Hispanic/ 

Latino 

Male Counseling 

MED/ 

Education 

Psychology/ 

Special 

Education 

MED 

Skype 

Student 

2 

Fall 2009 47 White Female Administration 

& Supervision 

MED 

Phone 

Student 

3 

Spring 

2004 

37 African 

American 

Female Curriculum & 

Instruction, 

Secondary 

Education 

MED 

Phone 

Student 

4 

Fall 2005 38 White Female Administration 

& Supervision 

MED 

Phone 

Student 

5 

Fall 2004 50 White Female Curriculum & 

Instruction 

MED 

Phone 
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Note: Demographic data of the participants in the study. No other data was collected. 

Data Collection 

The instructor was the first participant interviewed in the data collection process. I 

contacted the instructor via email and met with the instructor at his home. I taped the 

interview using a recorder application on an iPhone. The interview lasted 30 minutes. 

Due to location and time constraints, all student participants opted to be interviewed via 

the telephone or Skype. I interviewed the students starting in October 2015 through 

January 2016. The interviews ranged from 25 to 45 minutes in duration. I used the app 

TapeACall to record the telephone interviews and Call Recorder to record the interviews 

via Skype. In one interview the recording was corrupted and did not produce a legible 

recording. The former student agreed to rerecord the interview. All other interviews were 

conducted without any issues. 

 Once the interviews were completed, I emailed the raw audio files to a typist to 

transcribe the files into Microsoft Word documents. The transcriptionist returned the files 

by email.  

  

Name Course 

Semester 

Age Race Gender Degree Sought Interview 

Method 

Student 

6 

Spring 

2005 

42 African 

American 

Male Administration 

& Supervision 

MED 

Phone 

Student 

7 

Spring 

2004 

44 White Female Administration 

& 

Supervision 

MED 

Phone 

Student 

8 

Spring 

2004 

42 White / 

Hispanic 

Female Administration 

& Supervision 

MED 

Phone 
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Data Analysis 

 I began with the analysis of the instructor interview (Appendix A). I examined 

each answer for themes at the question level and for overall themes. The instructor 

interview was designed to answer Research Question No. 1 (R1) Why did the instructor 

chose and use certain instructional strategies (e.g. lecture, small group, and case studies), 

and which instructional strategies did the instructor perceive to be effective? and 

Research Question No. 3 (R3): Which interpersonal communication competencies (e.g. 

advising, persuading, and negotiating) did the instructor choose to teach and why and 

what were instructor’s perspectives on the interpersonal competencies taught? The 

following are my analysis and that from the cross reader and NVivo.  

Instructor Interview Question No. 1, (II1), asked the instructor about the course design. 

The instructor responded to the researcher that he developed the weekend course to be 

more conducive to the students’ schedules while working. He divided the weekend 

sessions into two parts: Friday night dinners and Saturday sessions in the classroom. The 

course consisted of five Saturday sessions the first class was on a Saturday only, and four 

Friday night sessions over a four-month period. Meaning Saturday only and then Friday 

and Saturday for the next four sessions. He wanted the students to accomplish the 

following: (1) to create an environment where people cared about others; (2) to use 

fellow students as resources; (3) to have a body of work at the course completion; (4) to 

participate in class; and (5) to be committed to their learning. The cross reader concluded 

the same findings but added that the intent was to not have a lecture class but an active 

student participation. Analysis of the NVivo document frequency supported both mine 
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and the cross reader’s findings but also discussions on refined strategies and the focus of 

the changing syllabus, and that the body of work included a website were added. 

Instructor Interview Question No. 2 (II2) addressed the instructor’s educational 

framework, I interpreted the following: (1) focused on the student at the center; (2) assist 

students in conquering their weaknesses; (3) encourage students to appreciate their 

strengths; (4) inspire students to bolster each other to become successful; (5) create 

colleagues; and (6) establish a community that supports the course framework. The 

course reader results supported these findings. Within NVivo report common words such 

as community, counselor, and standards of excellence were noted frequently. 

Instructor Interview Question No. 3 (II3) inquired as to what instructional 

strategies the instructor used. His strategies stated to the researcher were: (1) learn the 

learner; (2) community of learning; (3) centered around what you need, want, and desire 

individually; and (4) get to know each other. These findings were supported by the cross 

reader; the NVivo report cited the use of Friday night dining sessions and individualized 

assignments as descriptions used by the instructor.  

Instructor Interview Question No. 4, (II4), asked the instructor which objectives 

for interpersonal communication were important. This question was designed to answer 

Research Question No. 2 (R2): What was the instructor’s perspective on the interpersonal 

communication competencies taught? His response to the researcher included: (1) 

acceptance; (2) capacity to hear; (3) listen to issues and how not to be defensive; (4) 

capacity to listen; (5) capacity to hear; (6) act on what you hear; and (7) all of this leads 

to successful leadership. The cross reader had the same findings, and the NVivo report 

summarized with hear, listen, and act and don’t be defensive.  
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Instructor Interview Question No. 5 (II5) addressed about the textbook choice. 

The instructor responded to the researcher that the textbook was more of a tool to focus 

on his objectives. Understanding the student was more important than the text. This was 

supported by the cross reader and NVivo.  

Instructor Interview Question No. 6 (II6) asked how the instructor determined the 

assignments and activities for the course. The cross reader and I reported that the 

instructor shared his process that during the first session he would spend time with each 

student to assess their strengths and weaknesses. He would have one-on-one discussions 

and have the students complete a confidential survey. From these two data points he 

would derive assignments for each student. NVivo analysis added that he provided 

references. 

Instructor Interview Question No. 7 (II7) asked the instructor how long he had 

taught the course, and he reported to the researcher,six years starting in 2003 and 

continuing through 2009. This was supported by the cross reader and NVivo document 

frequency report.  

The question also asked the instructor if he changed or altered the course over the 

course of the six years. He stated to the researcher he believed he improved the course by 

moving the Friday night dinners from a restaurant to his home and that change helped 

solidify the mentor relationship. He believed every leader needs a mentor and he strived 

to either be or locate a mentor for each student. This was the conclusion of the cross 

reader and the finding in NVivo. 

The instructor reported the competencies important for interpersonal 

communication were: (1) listening; (2) empathy; (3) standing in front of a group; (4) 
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speaking from the heart; (5) building a body of work; (6) having passion; (7) having grit; 

and (8) being motivated. The cross reader and I found the same themes, and with the 

review of the NVivo reports action was added as a theme. 

The instructor reported that he wanted to learn if he had an impact in his students 

lives. His reaction to national criticism about ill-prepared educational leaders was that he 

did not believe any of his colleagues lowered their standards to improve graduation rates. 

The cross reader and I observed the overall instructor topics listed in Table 3.  

Table 3 

Overall Instructor Topics  

Topic 
Researcher 

Count 

Cross Reader 

Count 

Success 16 15 

Community of learning/know one another 11 5 

Need a mentor to be successful 7 7 

Learn about the student 6 6 

Resource people 6 4 

Care of others 5 6 

Capacity 5 6 

Friday night dinners 5 5 

Weekend teaching 3 1 

Recognize strengths 3 3 

Capacity to listen/listening 3 3 

Act on what is heard 3 3 

Body of work 3 3 

Conquer weaknesses 2 2 

Have passion 2 3 

Acceptance 2 1 

Hear without being defensive 2 2 

Luck 2 2 

Speak from the heart 2 3 

Participation 2 3 
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Note. Word frequency counts from the researcher and the cross reader. 

To satisfy the research question inquiry, I reviewed the instructor’s responses not 

individually but as they related to answering the research questions. In this analysis 

review I combined multiple questions and answers together to review the answers as they 

related to each research question. I asked the instructor about his educational framework; 

the instructional strategies; the methods he used to design the course; how he determined 

the course objectives, textbook, and assignments; and his ultimate goal for the course 

with the intent of answering (R1). Following is the review analysis of his responses. 

Dr. Schilt believed his educational framework was influenced by his training as a 

psychology counselor. He thought his role was to help students appreciate their strengths 

and learn how to overcome “whatever they perceive to be their weaknesses.” He opened 

this course by saying he thought all his students walked on water and the goal was that he 

would still think that they walked on water when they completed the course. He wanted 

to create a community where students become colleagues who foster an environment 

where those who are further along in their careers help others to realize their growth 

potential. Being together in a dining environment, such as the Friday night dinners, was 

different from the classroom experience and was a strategy to aid in the development of 

this community.  

Dr. Schilt was assigned the weekend teaching schedule from his recollection 

because he had the least amount of tenure. Originally the college scheduled the class as to 

be convenient for students; however, Dr. Schilt used the schedule to fit his goals for 

teaching and learning. Eventually the Friday night dinners were moved to Dr. Schilt’s 

home, and he believed that move made the experience significantly different as it allowed 
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students to more readily get to know one another. He believed this happened at the 

restaurant but not to the level it did at his home. He believed that in this community 

students needed to know each other’s worries aspirations and concerns. When asked 

about instructional strategies, Dr. Schilt said his job was to understand what he needed to 

teach during the academic period and then break that out into pieces to get to know each 

student. He spent the first session getting to know each of the students and getting the 

students to know each other. He used this session to determine what assignment each 

student needed. This was usually used to select what book or part of the textbook he 

would assign them to teach. One textbook that he used was Joseph DeVito’s The 

Interpersonal Communication Book. 

In preparation for the class, Dr. Schilt conducted research on successful teaching. 

He deduced that having students participate in the process was most fundamental to the 

extent they are a part of and committed to the process of learning. This became the main 

objective, and all other decisions would revolve around this philosophy. He had decided 

that a lecture format would not support the student participation model. Therefore, he 

included resource people or experts; however, this approach was not satisfactory as guest 

lecturers varied in quality. He realized that his students had different teaching 

experiences varying from K-12 to higher education, and students enrolled in the classes 

were on both the master and doctoral levels. He decided that it would be beneficial if he 

could create an environment where students reached out to those not yet successful. 

Using the research of successful teaching and added learnings of successful student 

learning starts with active participation of the students, he conceptualized the course 

work and then how he would assign students their work. Consequently, instead of using 
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experts or resource people, he had the students serve as the expert resources, and they 

would present the information to the class and, in essence, teach the class. Advantages of 

this approach were that the students would have bodies of work that would be useful in 

their career and the presentations would be more meaningful. Schilt broadened this 

approach by adding that each student would create and teach from a website. The website 

was an individual page the students would create that hosts their presentations on their 

assigned topics. As a result, the students would have a body of work at the course end. 

In determining the course objectives, Dr. Schilt examined his own background as 

an educational leader and determined that to be successful in educational leadership it is 

all about acceptance, to have the capacity to hear without being defensive, and to be able 

to respond without being defensive. He reflected on his own approach, which was based 

on being able to listen. His selections of the textbooks, activities, and books centered 

around the students’ frustrations, strengths, and weaknesses. He developed a confidential 

data survey that would indicate the students’ data and experiences and their backgrounds. 

The strategies and course design that included the activities, assignments, dinners, and 

presentations were to achieve the goal of each student to care for one another.  

I asked the instructor which competencies of interpersonal communication he 

thought he intended to teach to answer the Research Question No. 3 (R3) and which 

interpersonal communication competencies he believe he taught in the course. He 

believed his number one competency was listening. Dr. Schilt said:  

Harry Truman as president was a guy with modest, intellectual, and educational 

achievements yet was a very successful president, because he had the capacity to 

listen. The one part where he had capacity to hear, and one part he had the 

capacity to act on the basis of what he heard. And so my approach to success in 

leadership has always been that strategy. If I can help you to not be defensive, if I 
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can help you understand the approach to hear, to listen, to act, then you have a 

good chance in being successful in leadership. 

 

Empathy was another important competency. Dr. Schilt wanted to teach the 

students the difference between empathy and sympathy and the importance of standing in 

front of a group and speaking from the heart to be understood. He wanted students to be 

able to talk to others and move them with their passion, and be motivated. Dr. Schilt 

believed in the importance of creating a body of work from the class. He wanted students 

to understand the latest technologies and how they can be useful in reaching audiences. 

Another competency was to model for them how to create a community of learning and 

to find and be colleagues that help each other be successful. Dr. Schilt wanted students to 

understand their own strengths and weaknesses. 

I reviewed the instructor responses question by question and the overall themes in 

relation to the research questions. I then reviewed the student responses. I conducted 

student analysis in a similar manner as to the instructor’s. Each student was identified 

with a number for anonymity and a pseudonym (if directly quoted) for ease of discussion. 

The questions for the students were to discover the answers to Research Question No. 2 

(R2) and Research Question No. 4 (R4): 

 (R2) What were the students’ perspectives of the effectiveness of the strategies 

used in the course? 

 

 (R4) What interpersonal communication competencies did the students use in 

their current career roles? 

 

Examining R2: What were the students’ perspectives of the effectiveness of the 

strategies used in the course? To answer this research question, I asked the Student 

Instrument Question No. 2 (SI2), Student Instrument Question No. 4 (SI4), Student 

Instrument Question No. 5 (SI5), and Student Instrument Question No. 6 (SI6). I asked 
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the students about which interpersonal communication competencies and communication 

skills they learned in the course, what strategies they remember being used, and what 

they learned in the class. Table 4 shows the instructional strategies revealed in the NVivo 

document frequency report specifically for Student Instrument Question No. 5 that asked 

the students what instructional strategies they remembered. 

Table 4 

Document Frequency Report Student Instrument Question 5 

Q5_Teaching strategies used Count Percentage 

Q5a_Case studies 7 88% 

Q5c_Field projects or project work 7 88% 

Q5d_Reflective writing 6 75% 

Q5b_Lecture 5 63% 

Q5e_Other strategies 
 

 Group discussions 8 100% 

Friday night dining 7 88% 

Strategies not used 5 63% 

Modeling 3 38% 

Reading assignments 3 38% 

Socratic seminar 2 25% 

Student led 2 25% 

Career advice 1 13% 

Constructive feedback 1 13% 

Different learning environments 1 13% 

Guest lecturers 1 13% 

Positive reinforcement 1 13% 

Role play 1 13% 

Standards of excellence 1 13% 

Variety of assignments 1 13% 

Note. NVivo document frequency reports. 

I analyzed the student responses to determine the instructional strategies they 

thought were used in the course. All the students cited the student presentations and 
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discussion as methods that were used to teach various topics during the course. Seven of 

the students recalled the use of class environment (more specifically, the Friday night 

dinners), providing feedback or critiquing others, and individual and group projects. Six 

students remembered the use of case studies. One student thought that Dr. Schilt 

presented himself as an ongoing case study throughout the course. Five students 

referenced the use of modeling or mentoring by Dr. Schilt particularly when he modeled 

managing conflict with the restaurant owner over an issue that occurred. Four students 

recalled the use of book reviews and instructor-led and non-traditional lecture. The 

students mentioned reflective writing, instructor one-on-one feedback, questioning 

techniques, written papers, goals individualized around student ability, role play, and 

expert speakers as strategies used in the course.  

I found it to be applicable to examine the extent the students thought the strategies 

were effective and that they remembered the strategy itself. Several remembered student 

presentations that had major impacts on their lives. For example, one student indicated 

that she is half white and half Hispanic and identifies as white and recalled a presentation 

on bi-racial students. This student presentation resonated with her when she became a 

mother of two mixed-racial children, and she used some of the methods to assist her 

children in assimilating and managing their obstacles. This memory and application of 

the learning is from an individual presentation in 2004, more than 12 years ago.  

The former students reflected on the group discussions especially those held in a 

restaurant or Dr. Schilt’s home. Several students reported that during these sessions 

individuals shared personal feelings and stories. They previously had several classes with 

these individuals but it was during this experience that they got to know each other. They 
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remembered these discussions felt like group therapy, and they bonded as a class. The 

book report or assigned book by Dr. Schilt also stood out to the students. One student 

said her book assignment, Schools that Learn, by Peter Senge helped her to define her 

philosophy in education that she practices currently. Several students remarked they were 

amazed at how much they remembered from Dr. Schilt’s class and that this was one of 

the only classes that they remembered and it was due to the dinners and the discussions. 

They remembered some of the discussions they had ranging from the movie, Passion for 

Christ, to alternate lifestyles and prejudices of race and culture. One student stated they 

were able to understand differences not biases as a result of the dinner discussions. They 

attributed this to the class setting and discussions that took place outside of the formal 

classroom setting. Students reported that they currently use this strategy of dining 

together to develop rapport with their faculty, colleagues, or college-aged students. 

Several students stated that this was their favorite college course, and one said taking this 

class was life changing. These findings show that these students found these instructional 

strategies effective for teaching the course. 

I felt it was important to determine what the students thought they learned through 

the use of the instructional strategies. Students were asked what they learned from the 

course and what was meaningful to them. Students felt they were taught how to listen 

better and that Dr. Schilt modeled this as he listened attentively and remembered what 

students said. The students were required to ask critical questions of the student 

presentations on books or topics they had not studied; students reported they had to 

carefully listen to the presentation so they could ask appropriate questions. Several 

students thought building relationships was another competency they learned through the 
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course and felt that the course environment of the Friday night dinners and the overall 

experience taught them how to build relationships. The students responded that they 

thought they were taught how to motivate others and how to gain trust through the 

development of the relationships with their cohorts and the instructor as well as learning 

about themselves. The content the students learned supports Johns 1997 study. Johns 

(1997) studied public school principals and defined communication competencies 

essential for school principals. These competencies include listening, giving feedback, 

motivating, and building relationships concluding that the perceived topics were spot on 

for what is needed to be a great educational leader. 

“Of the various proficiencies that distinguish outstanding elementary and middle 

school principals, one of the most important is the ability to communicate effectively 

NAESP, 1997, p. 14)”. According to the National Association of Elementary School 

Principals (NAESP), the proficient principal uses specific communication skills and the 

identified 12 skills. I asked students if they thought they were taught the skills identified 

by the NAESP. As shown in Figure 2, a majority of the students thought Dr. Schilt taught 

all 12 of the skills in the course. All 8 students perceived they were taught skills a, b, d, g, 

i, and j. Moreover; the students were provided examples of how they were taught the 

communication skills in the class. Skill A states: Articulates beliefs persuasively, 

effectively explains decisions, checks for understanding, and behaves in ways that reflect 

these beliefs and decisions. In reference to the first skill, students recalled that other 

students presented book reports about this skill and or they heard about this in group 

discussions as the instructor or the students would provide feedback that a student was or 

was not demonstrating this skill. One student recalled an incident at a restaurant when the 
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waiter was upset as all the students were not ordering food. She stated Dr. Schilt modeled 

this skill for them as he addressed the issue and provided an amenable solution for the 

class and the waiter. The students reported conducting presentations on various topics 

and that Dr. Schilt would ask questions to encourage the student to clarify and continue 

working until he or she had a clear message. These activities were used to teach skill b: 

writes and speaks clearly and concisely so the message is understood by the intended 

audience and skill d: understands the impact that his or her nonverbal communication 

has on others. The class used case studies and had expert speakers to teach the 

communication skills for g, i, and j. These findings suggested the students thought they 

were taught the communication skills they would need to be proficient education leaders 

and were able to discuss instructional strategies used to teach these skills and they were 

effective in teaching the skills they thought they learned. I concluded that the students 

were taught the skills and content of what research says makes an effective educational 

leader communicator and the students felt the strategies used to teach them were 

effective.  
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Figure 2.  Participant Responses to NAESP (1997) Leadership Communication Skills 

they believe were taught in their course taught by Dr. Schilt. By Katherine Waller in 

2016 data analysis.  

 

Student Instrument Question No. 3 (SI3) asked the students what interpersonal 

communication competencies are most critical to their success in education leadership. 

This question directly answers the research question: What interpersonal communication 

competencies do students use in their current career roles? Students felt they use the 

0 1 2 3 4 5 6 7 8

a.     Articulates beliefs persuasively, effectively
explains decisions, checks for understanding, and

behaves in ways that reflect these beliefs and…

b.     Writes and speaks clearly and concisely so the
message is understood by the intended audience.

c.     Conveys opinions succinctly and distinguishes
between facts and opinions when communicating

priorities.

d.     Understands the impact that his or her
nonverbal communication has on others.

e. Uses appropriate communication modes, 
including current technologies, to communicates the 

school’s philosophy, needs, mission and …

f.      Accurately interprets others written
communication.

g.     Makes effective use of the media

h.     Uses active listening skills

i.      Expresses disagreement without being
disagreeable

j.      Demonstrates skill in giving and receiving
feedback

k.     Models the behavior expected of others

l.  Exhibits multicultural awareness, gender
sensitivity and racial and ethnic appreciation

Question 4 Which of the following communication skills 
do you believe you learned about in the course? 
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following competencies in their career: (1) building relationships and trust; (2) 

motivating others; (3) listening; (4) interviewing; (5) giving feedback; (6) understanding 

people, their cultures, and class; (7) speaking and writing clearly; and (8) understanding 

your audience. One student stated that she makes public presentations to several different 

audience types and she knows her audience’s response is crucial to her success. Another 

student stated that in his or her current role communicating clearly and explicitly in both 

oral and written forms was most important as this helps build trust and gain the 

credibility needed to perform his or her job as a program evaluator for the U.S. 

Department of Education. Another student stated that understanding people and their 

culture is essential as they need to understand their background to understand what they 

are saying. Several students stated in their leadership role they need to build relationships 

and the ability to build trust was most critical to their roles to connect with and motivate 

the community and their staff. Interviewing and learning about someone in the interview 

process is necessary to ensure they are adding to their staff versus adding an obstacle. All 

8 students reported that listening was crucial to their roles for various reasons such as 

building relationships, solving problems, and working with people remotely. One student 

stated he or she learned from this course how to be open and honest so he or she can 

resolve issues about equity with people of different races. This student added they learned 

how to deal with these potentially difficult issues as result of the class. All 8 students said 

communication was core to their success in educational leadership roles. This response 

supports the research of Johns (1997), Sophie (2004), and other researchers (Areglado, 

2005; Dotger, 2011; Gee, 2005; White, 2006). 
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Student Instrument Question No. 7 (SI7) was developed from the literature review 

to determine if the students’ reactions were similar to the reactions reported in the 

literature. The information provided suggested that the students felt their preparation 

helped them in their educational leadership roles which did not support the literature 

review. 

With the data collected and analyzed, the following chapter synthesizes the data 

into a discussion regarding interpretations, implications, and recommendations for future 

research. 

 



 

 

Chapter V 

Discussion 

The purpose of the study was to examine the perspectives of the student and the 

instructor on a courses instructional effectiveness and its impact on learning through a 

course in interpersonal communication for educational leaders. The study answered the 

following questions: (R1) Why did the instructor chose and use certain instructional 

strategies (e.g. lecture, small group, and case studies), and which instructional strategies 

did the instructor perceive to be effective? (R2) What were the students’ perspectives of 

the effectiveness of the instructional strategies used in the course?  (R3) Which 

interpersonal communication competencies (e.g. advising, persuading, and negotiating) 

did the instructor choose to teach and why and what were instructor’s perspectives on the 

interpersonal competencies taught? (R4) What interpersonal communication 

competencies do students use in their current career roles? This chapter begins with a 

summary of the findings from this study based on the study questions and presents the 

study limitations in terms of generalization of the findings to a broader audience and 

recommendations for future research. This chapter concludes with final thoughts about 

this study and implications for policy and practice. 

The study conducted analyzed responses from the course instructor and 8 students 

who completed the course. I reviewed the similarities and differences between the two 

interview groups: the instructor and the students. 

I asked Dr. Schilt which competencies he set out to teach in the course. He 

responded that he taught listening, empathy, learning and understanding their own 

strengths and weaknesses, learn how to create a community, and wanted the students to 
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create a body of work. Dr. Schilt’s ultimate goal for the class was that students cared for 

one another. 

In comparison, I asked the students what they learned from the course. The 

responses included that they were taught how to: (1) listen better; (2) build relationships 

with colleagues and cohorts; and (3) motivate and gain the trust of others. I asked the 

students to recall their favorite or most important experience or activity. Most responded 

with the book they had been assigned to present; the Friday night dinners; that they were 

able to connect with classmates; other students’ presentation and the discussion generated 

by it made a lasting impression on them; and statements Dr. Schilt shared in the 

discussions. 

Both Dr. Schilt and the students agreed he taught listening skills. Dr. Schilt 

wanted to teach them empathy, which is the ability to understand and share feelings with 

each other. While the students did not specifically state empathy as a competency they 

discussed, they learned to listen to each other, understand, and know each other in a way 

they had not before and that they were able to provide feedback to each other. All 

students recalled an event or activity that met this definition. Creating a community of 

learning was another topic Dr. Schilt wanted to teach in the course. The students listed 

their favorite experiences as the class itself, the learning environment, the uniqueness of 

the course, the dinners, and getting to know each other. Students disclosed that even 

though they may have been in class with several of the students before, this class was 

where they got to know one another. Some of the students keep in contact. As a 

participant of this class, I can support this feeling and I stay in contact with not only the 

course instructor but also with the teaching assistants. I have met and communicated 
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separately with them on several occasions to ask advice on a particular professional issue 

or managing a personal situation. I am not usually an open person and in this course I was 

amazed at what people would share in front of practically strangers. The first one or two 

classes were daunting to me, and yet I looked forward to hearing how a particular issue 

worked out for a classmate and to cheer them on during the course. I agree with the 

students that a community of learning was created and that each student cared for the 

other students. Some of the relationships may have only been for that particular time, but 

for that course each classmate had all your attention and support.  

Creating and having a body of work to use in a student’s professional career was a 

key element to Dr. Schilt. Even though the students did not directly recall this in the same 

way he intended, I think the students left the course with a body of work or at least a 

framework. This is evidenced by one student who identified and formed her education 

philosophy and her identity through her assigned book and her interaction with the class 

and instructor about that book. Several other students referred to a piece of literature and 

said they were looking at it during our interviews. The lesson was so strong they were 

able to remember the lesson or a symbol of the session. Another student admitted her 

narrow upbringing and exposure to other races, ideals and different religions impacted 

her opinion of others. She admitted she was biased against others who had core values 

that were different from her strong core values. This course demonstrated for her that 

people outside her defined norm could be and were successful; moreover, she could learn 

from them. Her body of work was humility and an understanding that different was not 

wrong; it was just different. While this may not be the webpage or presentation Dr. Schilt 
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may have intended as the body of work the students would create, these discoveries had 

impacts in the professional direction these students took. 

Dr. Schilt wanted to help students identify their weaknesses and celebrate their 

strengths. The students’ responses indicated he accomplished this goal. Two students 

remembered one-on-one conversations with Dr. Schilt. One conversation was about a 

student’s career plans and the ceiling the student had set for himself. Dr. Schilt blasted 

that ceiling and encouraged the student to think bigger and be bigger and that he would 

be stuck if he settled for that future. This student attributes that conversation as his 

success of being a college dean. Another student remembers Dr. Schilt complimenting 

him about his ability to connect with an audience, which he did with great ease. However, 

Dr. Schilt added that the student was at a superficial level with the audience. Dr. Schilt 

challenged the student to connect with the audience by learning about them and using 

their stories and experiences in his presentations. Dr. Schilt taught him to how to engage 

his audience and have them committed to the topic. The student said this advice was the 

best feedback he had ever received as it built his confidence and made him a better 

communicator. He thought he became better at making a connection, and this helps him 

to build the credibility and trust he needs to perform his job. It is fair to state that what 

Dr. Schilt set out to teach was perceived to be taught by the students. More important in 

my opinion was the quality of this class and the underlying philosophy to create a 

foundation for a class to grow into a thriving, safe place to learn, and develop into the 

future education leaders they aspired to become. 

When asked about instructional strategies, Dr. Schilt referred more to his 

educational framework and goals of course than his strategies. His philosophy and the 
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outcomes he intended for the course are primary and he used any teaching method 

available to foster his goals for the students. He stated he had the students give 

presentation on topics he assigned them from research, a book review, or textbook 

teaching. Primarily, he used his own stories or the students’ stories to teach 

communication. The students’ research responses supported his findings as they 

remembered group discussions, student-led presentations or teaching, and student 

commitment to the class and other students. Many use the same strategies to form 

cohesiveness in their faculty, their students, and colleagues. One student helped another 

student to get her start as an administrator by making introduction for her interview and 

assisted her in preparing. Other students reported that they would contact people in the 

course to discuss an issue and get advice. Most evident is the lasting impression of 

several of the student presentations; the students remembered and used information from 

these presentations in their careers, which is impressive as seven years have passed since 

the last student took the course. The study identified the professor’s instructional 

strategies and the effectiveness perceived by the students on the strategies used and the 

skills or competencies he taught them. From the perspective, Dr. Schilt’s accomplished 

his intentions and goals. 

Another finding that warrants discussion is the length of the time that had passed 

since the students had taken the course and the level of detail that they retained. Table 5 

below shows the length of the time in years the students had taken the course and the 

interview date calculated in semesters. The shortest amount of time was 6 years and the 

longest was 12 years. Six of the student participants were over 10 years from time of 

course to my interview. It is fair to say that this was a large amount of time. The level of 
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detail of the course and the detailed memories were also very interesting. While some 

students would say it had been so long as the interview proceeded they begin to have 

recollections of events and people and then would ask to go back and revisit questions. I 

believe that this finding is the most significant and unexpected by me. I fully expected the 

students to remember that they ate at a restaurant each Friday night and perhaps even Dr. 

Schilt, but was surprised that they remembered other student’s projects, the books they 

read and that they helped each other after the course was completed. I was concerned that 

only students that kept in contact with Dr. Schilt would respond to my study, 

consequently, only one of the participants is still in contact with Dr. Shilt. Additionally, 

one of the students had to look up Dr. Schilt’s photo as he could remember the course, 

but couldn’t conquer up his face. He said after looking at his photo he was reminded at 

how great that course was to him and the feedback Dr. Schilt had given him. It became 

interesting to the researcher to determine if the action of my interview sparked the 

memories of the course or were they consciously aware of them and my interview just 

gave them an opportunity to verbalize their thoughts. The idea of the action of the 

interview further developing learning retention is also an interesting question this study 

brings forward for further study.   
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Table 5 

Student Participant Course to Interview Time Span 

Student Course 

Semester 

Interview 

Semester 

Years from Course to 

Interview  

1 Fall 2009 Fall 2015 6 

2 Fall 2009 Spring 2016 7.5 

3 Spring 2004 Spring 2016 12 

4 Fall 2005 Fall 2015 10 

5 Fall 2004 Fall 2015 11 

6 Spring 2005 Fall 2015  10.5 

7 Spring 2004 Spring 2016 12 

8 Spring 2004 Spring 2016 12 

Note: Interview date compared to course date calculated in semesters. 

Limitations 

The study limitations are consistent with the documented concerns with 

interviewing: they are time consuming, and the researcher must establish access to the 

participants (Merriam, 1998). In this study the most significant limitations were locating 

participants and obtaining their consent to be interviewed. 

Due to the nature of the study, I interviewed the former students to ascertain 

instructor and student beliefs. The richness of the interview data was dependent entirely 

on the interviewer and her ability to probe appropriately. To protect against bias from the 

researcher, I included student interviews to add context or validity to the instructor’s 

responses (Merriam, 1998). To strengthen the validity, I used triangulation, a validation 

strategy in qualitative research as defined by Creswell (2012). Using Creswell’s 

definition of triangulation, I collected data from two perspectives (student and teacher) 

and from multiple students to corroborate evidence to validate the findings. I used a cross 

reader as an external auditor and NVivo to ensure a valid study. To control for reliability, 
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the interviews were recorded and transcribed. I interviewed each student and presented 

each participant with the same data. I was the only interviewer and used the same cross 

reader throughout the study, thus resolving intercoder agreement errors. the NVivo 

technology helped ensure reliability (Creswell, 2012). Unfortunately, the NVivo 

technology did not add content or understanding to the study. I ran the reports and used a 

software expert. The common words used and word counts matched, this did not add to 

the qualitative data as much as I anticipated. In the qualitative studies, the reports must be 

read and evaluated qualitatively rather than relying on document frequency counts. 

Document frequency counts can be helpful, but they should be used in moderation. The 

tables are based upon qualitative coding from multiple open-ended questions and are 

open to further interpretation as data is selected from within the tables to produce 

supporting charts. The sample size of 8 students and one teacher was approved for a 

qualitative study; generalizations to a larger population may not apply. Multiple 

selections of text can be selected and coded from a single document to the same node; 

however, the frequency count will be “1” for that document within that node. Thus the 

full breadth of the impact is not realized through the NVivo reports. The interviews were 

conducted in a semi structure but were all unique in their processes and results. The use 

of words had the same meaning but would not be detected from the word and frequency 

counts. For large amounts of interview data, the organization of the NVivo technology 

would prove to be more helpful as it would be more difficult to absorb the transcripts of 

more than 50 respondents but not as beneficial with 9 transcripts. 
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Overall Learnings From The Study 

The research project and the impact the course had on the individuals led to additional 

common findings that merit discussion. The length of time that had passed from when the 

students completed the course and interview with me was a significant amount of time.  

 

Four themes listed below were relevant as I completed my analysis. 

1. The instructor is key to the impact of the course; instructor modeled behavior is 

an effective teaching method. 

 

2. Commitment to learning is necessary to have success; providing feedback in the 

course empowers students to critique honestly and share ideas. 

 

3. The classroom environment is important for both the instructor and the students to 

create a deeper bond necessary to learn and improve communication. 

 

4. Student-centered teaching and individualized assignments and student-led book 

reports, student led presentations, case studies, and group discussions are critical 

elements to foster learning. 

 

The Instructor is Key to Learning.  Dr. Schilt was key to the success of the 

course. Newby, Stepich, Lehman, and Russell’s (2000) model of learning establishes a 

triangle with learning as the center and learners, teacher and instruction as the tips of the 

triangle. If we reframe this concept and imagine the proverbial three-legged stool, the 

seat would be the learner and the teacher, instruction and learners would be each leg of 

the stool. This study supports that it does indeed take all three to balance and achieve 

learning. The teacher or instructor is key and may not be substituted with master planned 

lessons or lessons designed by an instructor who does not individually meet nor get to 

know the students individually. The students discussed throughout the interviews the 

impact of the Dr. Schilt has had on their lives through a conversation, his teaching, or 



 

 

66 

from the learning environment he created. Most of the students mentioned the mentoring 

theme or instructor-modeled behavior as effective teaching methods. One student stated: 

“I think Dr. Schilt modeled Dewey from the very beginning. That transparency, you 

know, willingness to share beyond his professional base from enough of his personal 

commitment to the process, and it made us much more comfortable being modeled the 

way we can actually be transparent and share with others to gain their trust and respect. 

He modeled being outward and having open confidence in us which empowered us all to 

start to see it in ourselves and others.”  

Another student shared that they modeled many of the activities he used with his 

students. I believe others can use his methods and be successful as students from the 

study have adopted several methods and use them today successfully (according to them). 

Commitment to Learning is Tied to Learner Success.  Dr. Schilt thought that 

successful teaching required the students to be involved and committed to learning and 

active members in the learning process. This core belief helped shape his educational 

framework. Dr. Schilt’s students thought he expected the students could do the work and, 

therefore, why wouldn’t they. Dr. Schilt began every course stating, “… all of you walk 

on water at the outset. I want you to walk on water when we finish.” It was this belief in 

you that would begin during the first class, and he would use clarifying questions to push 

you and push you until you were clear for your listeners and yourself. It wasn’t just what 

he said it is what he expected and modeled by how he conducted himself in class. Even in 

a room full of people he would narrow down on and individual to make sure that they 

were involved, asking them to discuss an issue that was impacting them that week 

engaging them in the conversation. Dr. Schilt gives merit to his background as a 
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counselor and that he used therapy techniques to get people involved with their learning, 

like they must in their therapy if they want to improve themselves. Diane recalled a story 

where she encountered a guest speaker from Dr. Schilt’s class in the New Mexico airport 

women’s restroom. She recollected that she asked the lady if she was the professor that 

spoke in Dr. Schilt’s class. The professor said yes. Diane said I am sure you don’t 

remember but Dr. Schilt spoke highly of you and said you were an amazing person. 

When the professor responded, “Yeah, well in Alex’s (Dr. Schilt) world everyone is 

amazing.” Diane said two things happened in that instant, (1) she thought what, I thought 

I was the only one he treated like that and then (2) an epiphany, “he expects excellence 

and believes that every single person that comes in there can achieve that. And his 

confidence in people instills great—it creates great leaders.” 

It was expected that each student would provide feedback to others equivalent to 

what Dr. Schilt would do. You had to really listen to each of the presentations so you 

could provide positive feedback and constructive feedback. You had to “create, 

communicate and check for understanding.” He expected us to be active not only with 

our assignments but be involved with what our peers were doing. The class was 

discussion focused and if you were going to be involved in the class you had to be an 

active listener. 
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Classroom Environment Improves the Connection to Others and Learning. 

All student participants fondly remembered the Friday night experience and the 

classroom environment. When approached for the study, one participant asked, “Is this 

the restaurant class?” The idea of eating together or social eating has been reviewed and 

aan het Rot, Moskowitz, Hsu, & Young, S. N. in their 2015 study found that during meal 

times participants in this study reported greater agreeableness and less dominance and 

submissiveness than at other times. Their study results suggest that shared meals are 

events in which affiliative bonds are strengthened and displays of hierarchy are 

weakened. The results of this study seem to align with their findings. Students reported 

that the ELCS 6310 class was different as students participated and didn’t listen to a 

lecture. The instructor and students met for dinner and were joined by school principals, 

college deans, and community leaders. At the beginning of dinner the class felt like a 

party as students were expected to mingle and discuss events of the week or upcoming 

occasions. Soon class would be called to order much like the ringing of the dinner bell. 

The class ordered dinner, Dr. Schilt or a designated student would start a discussion, and 

the lesson would unfold. The classroom situation, like that in the restaurant, was more 

similar to an elementary classroom with centers than a college lecture. Activity was at a 

high level, interaction was abundant, and students anticipated they would experience a 

different type of class. One student reported that another student left the class as she was 

uncomfortable in the group therapy-like atmosphere. When asked what she learned in the 

course, one student responded that she learned that interpersonal communication is the 

thread that holds everything together, and this evolved into her personal philosophy. She 

stated that most instructors focus only on the course content. However, in Dr. Schilt’s 
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class she learned if you want to help students be more successful you must develop 

relationships and build relationships. She also learned that an expectation of excellence 

and time trust, failure or not meeting expectations is not the end of the world, especially 

if you have someone who can help bring them up. This philosophy was created and 

modeled for her in Dr. Schilt’s class, and the design of the experience created the ability 

to improve communication. Murphy (2006) suggested that to be effective leaders needed 

a deep understanding of themselves, including their strengths, weaknesses, and vision of 

professional selves. This supports the environment that was created where students had to 

share feelings and opinions outside of socially accepted conventions or the instructor 

would probe and question until you were honest and transparent. Creating a real world 

situation through the classroom environment helped mitigate the complaint that school 

superintendents and other educational leaders often report that their real education occurs 

on the job rather than in the academic program (Petzko et al., 2002). Students in this 

study all reported that they would not change anything from their leadership college 

program itself and felt it did prepare them for their future roles. The only suggestions for 

improvement were requiring people to take required courses on special needs populations 

and a deeper focus on using statistical information in presentations to lay people. 

Student Centered Teaching Is Individualized Learning.  Dr. Schilt was 

referred to by many names in this study: magical, all knowing, intuitive, and good 

guesser when it came to selecting reading for an individual. When asked what was most 

memorable, one student responded, “… the book report, because he matched the book to 

our person or however he did it and whatever his magic was” (Macy). Individualized 

assignments were core to the projects by Dr. Schilt. He disclosed that he often changed 
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assignments to assist a person with either identifying his or her strengths or overcoming a 

weakness. He perfected his “magic” by creating a survey to gather confidential data and 

spent the first class learning about each student in the seminar, one on one. Many 

students commented that their assignments or others’ assignments deeply affected them. 

It is my belief and that of several of the students that people were assigned topics that 

ignited their passion and the class benefited from this passion. This is evidenced by 

students remembering their presentations and the presentations of other and using the 

concepts today. Teaching students from the level they were and pushing them as 

individuals was another memory of the students. Macy recalled this about the course, “He 

pushed us to say ahead of the time … if you said you were good at something, he made 

you do more. And if you said I am completely illiterate, then you got away with less.” 

Student-centered learning and a focus on taking care of oneself were prevalent concepts 

in the class. One student remembered Dr. Schilt saying you have to take care of yourself 

and take time to relax and regroup. He said, “If you have to hire a maid to give you some 

personal time, do it.” He emphasized that you are no good to anyone if you are exhausted 

and mentally drained, “You cannot lead if you are not energized.” This idea of the 

student as an entire person and not just a vessel that must retain specific content proved to 

be essential for the instruction design of the class. According to Murphy, class activities 

need to be problem based and using case studies that dealt with the day-to-day dynamic 

school environment. Problems should come from the class members regarding situations 

they are having or have observed. Simulations, role play, and videotaping should be used 

to allow the users to perceive their own feedback (Murphy, 2006). As I reviewed the 

study findings, this class appeared to use this statement as a recipe for the activities. 
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Although in Murphy’s 2006 discussion, he talked about a fictitious program that follows 

the ideal program. If you look at a timeline, you could wonder if Murphy needed to come 

to Houston and observe ELCS 6310. 

Expert Audit Review 

 To strengthen the validity of the study I located and utilized an external auditor, 

Doctor Cher Brock.  She is a professor of undergraduate and graduate students and has 

served in roles such as Vice President of Instruction and Instructional Dean at Lone Star 

College and has over 36 years in instructing college students.  Dr. Brock was provided a 

summary of the four findings discussed in Chapter 5 and asked to determine if she agreed 

or did not agree with the findings from the study. I further asked her to add her 

experiences with the four findings (topics). Below are her responses.  

1. The instructor is key to the impact of the course; instructor modeled behavior is 

an effective teaching method. 

 

I believe whole-heartedly that the instructor is key to learning. The 

instructor is the one who makes every effort to understand the types of 

students in general with whom she will interact; plans the basic core of 

readings, activities, and assessments; and makes changes to the syllabus 

and calendar as appropriate to the actual students in the class. Basic to 

understanding the personality of the class are the relationships formed 

between the instructor and the student. The kinds of interactions and the 

level of trust established between the instructor and students open the door 

to learning. Getting to know the students as individuals makes it easier to 

structure assignments that appeal to their core values or serious interests 

and spur them to want to do deeper research and learn material more 

profoundly. 

As a long-time instructor of undergraduates who progress from one 

level of a subject to another, I have taught freshmen who go on to 

sophomore classes, for instance, and can usually tell from student 

comments, attitudes, and performance which instructors students in the 

second-level classes have had in the first level. The instructor is the key to 

learning. 
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2. Commitment to learning is necessary to have success; providing feedback in the 

course empowers students to critique honestly and share ideas. 

 

The student is not the only learner in a class. In order to spur commitment 

on the part of the learner, the instructor must take a cue from students. In 

organizing a class—whether for graduates or undergraduates—it has been 

my experience that making students responsible for some part of the 

content gives them control over what becomes important in the class. It 

gives the other students an opportunity to learn concepts from each other, 

to become engaged with the material, and empowered to ask hard 

questions for which the peer leader has prepared to be responsible. If they 

are required to be the “expert,” they take the responsibility seriously and 

the students in the “audience” also feel compelled to ask whatever 

questions help them truly understand the material. 

 

3. The classroom environment is important for both the instructor and the students to 

create a deeper bond necessary to learn and improve communication. 

 

From my experience as both student and teacher, I know that the 

relationships forged in the classroom and fostered outside of the classroom 

(through group projects, emails from classmates, and communication by 

the instructor) help create the environment for learning. Having taught in 

face-to-face, hybrid, and online environments, I have learned the 

importance of instructor- constructed student- to- student interaction in 

establishing a trusting environment so that students feel empowered to be 

brave in situations where they feel safe.  

Expectations in undergrad and grad classes are different, of 

course—both for students and teachers. For instance, I have developed 

syllabi which only applied to the first four weeks of the semester so that 

the class and I could gauge the pace and direction of the class better. Then, 

we put the next six weeks or so together, making sure we accounted for 

learning outcomes and rigor and student interests and strengths. (My role 

was making sure the outcomes and assessments yielded an adequate 

representation of performance. I made sure that each student received 

individual feedback (even if short) encouraging and teaching her/him in 

ways that bolstered confidence and performance. 

 

4. Student-centered teaching and individualized assignments and student-led book 

reports, student led presentations, case studies, and group discussions are critical 

elements to foster learning. 

 

When I know the students, I try to guide them to research and writing 

topics that will be applicable or timely for them. I work hard to get to 

know online grad students, for instance, making the first discussion topic a 

video that asks specific questions about their backgrounds (professional 

and educational), families, interests, aspirations, and place in the program. 
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Through regular emails and feedback on assignments in addition to 

instructor- initiated phone calls from time to time throughout the semester, 

I feel that I can connect students to appropriate assignments and give them 

guidance and direction toward their goals.  

Because of regular meetings in face-to-face classes, the 

opportunities for casual, informal conversations are much easier to 

arrange. But, again, I think trust and the basic relationship is essential and 

leads to the ability for the instructor to focus on what the learner needs. 

 

Future Research Recommendations 

The purpose of the study was to examine the perspectives of the student and the 

instructor on a courses instructional effectiveness and its impact on learning through a 

course in interpersonal communication for educational leaders. The study examined eight 

sections of an interpersonal communication course taught at the University of Houston 

from 2003 to 2009 as part of a master’s program in educational administration and 

supervision. The current investigation provided an in-depth examination of the 

instructor’s and the students’ perspectives regarding the instructional strategies used and 

the competencies taught in the course.  

Recommendation One.  Additional study is need to more broadly define the 

relationship of the graduate student, the teacher, interpersonal communication and 

learning.  The idea of communication is essential to the role of leadership has been 

studied and discussed in research (Areglado, 2005; Barnett, 2004; Behar-Horenstein, 

1995; Gee, 2005; Gibbs & Slate, 2003; Glasman & Glasman, 1997; Lester, 1993). This 

study examined one course and determined methods that were perceived to work to teach 

interpersonal communication. It would be interesting to evaluate the variables separately 

in the course. Look at the instructor, the instruction, the learners and the learning related 

to interpersonal communication. If all great leaders need great communication it would 

imperative to obtain the performance criteria that determines a person is good at 
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communication. The research does not expand on the measure that determines the great 

leaders are great communicators and it would be necessary to define a goal for leaders to 

aspire.  

Recommendation Two. Retention of learning has been a topic of review for 

many years in the education. The idea of scheduled events throughout a period after the 

learning to reinforce ideas is an interesting topic for review. Did the interview conducted 

in the study prompt the memories or simply create a medium for discussion. Would it be 

beneficial to examine the impact of planned events to discuss learnings and findings of 

key courses to measure if this action further develops learning retention. 
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Reflections 

 This study occurred seven years after the most recent participant completed the 

course and twelve years from the furthest. Which presented some unique challenges for 

the study.  Perhaps the most difficult part of the study was locating student participants. I 

had stayed in contact with Dr. Schilt, but the students presented a challenge. Since the 

rosters obtained were anywhere from twelve to nine years old data, I had to rely on 

search engines and LinkedIn. Several individuals had gotten married or changed their last 

name. Out of 80 participants I could only locate 10. I was not able to be selective 

regarding the year of the course, so the majority of the participants had not taken the 

course for over a decade. Luckily eight of the ten agreed to meet which was the minimum 

participant level I had wanted for the study.  

The next biggest challenge I feared, was would they remember the course and 

would they remember something so specific as the instructional strategies used to the 

teach the course. I had this concern for both the participants and Dr. Schilt. Dr. Schilt 

hadn’t taught the course since 2009 so would he be able to remember this particular 

course and not combine other courses into the interview. I was very fond of the course 

and found I was nervous that I was the only one who remembered the course and thought 

so much of it. Would I really get any useful information from the interviews? Most of the 

people lived out of town or their schedules were so busy, finding a time to meet face to 

face was impossible. I had to utilize the phone or Skype as my interview medium for all 

of the students. This also was a concern as I wasn’t going to be able to build the rapport 

for which I had hoped. Some of the participates were traveling home after work as this 

was the only time they could meet. So, they were driving during the interview which did 
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allow for complete focus. Lastly, I had to locate and master three different types of 

recording devices. One that worked for face to face interviews conducted with the 

teaching assistants and Dr. Schilt, a technology that would record a phone call and last an 

application that would record a Skype international call. Despite all of these obstacles, I 

felt the interviews were interesting while they were conducted. It wasn’t until I read the 

transcripts that I began to realize the rich data I had actually collected.  I was grateful that 

I had provided examples of what I meant by instructional strategies and had asked the 

communication skills as these prompted the memories. Some of the students would say at 

the beginning of the interview it had been such a long time. However, when I asked them 

if they had learned the impact that his or her nonverbal communication has on others, that 

would spark a memory. One participant was yes and I asked to say how were they taught 

this, and then they started telling me about another student’s presentation. She had been 

asked to be a volunteer and she said it was about proximity of how close you stand to 

others. Then she would remember other items and ask to go back to previously asked 

questions. Each interview was very much the same at some point some earlier than 

others. One memory would lead to another and slowly I would see the stories unfold. 

During the actual interviews, I was focused on active listening and ensuring I was not 

interrupting and trying to really read the reactions over the phone almost like being in a 

tunnel. When I read the transcripts, I could see the landscape unfold and was very pleased 

with the amount of information the students had retained. Usually when you have such 

specific memories it is some catastrophic or major life event that you are able to 

remember other details surrounding the major event; however, this was just a class in a 

program. This finding along with my detailed memories of the class, left me believing 
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that it was the structure of the course that made it so significant. Sitting with your 

classmates and dining with them opened the gates to learning and long term memories. I 

believe that if I would have conducted this study shortly after completing the course, 

even three to six years after completing the course that the data would not have been as 

rich. The learnings had nearly over a decade to solidify and impact careers to really 

determine the part they played in our pedagogy. I believe that not only as a teacher but as 

a co student we have the impact to influence learning and to shape futures.  

Summary 

I began this study curious about the instructional strategies that were used to teach 

interpersonal communication. Through my study I gained much more insight into the 

process and philosophy of a great educator and the found his students had perceived great 

learnings from the course. I feel I started on the journey with a very focused study on the 

instructional strategies. I realize this study is narrow and not generalizable as I would 

have hoped, but I do believe we gained significant amount of knowledge on making 

courses that students will remember. I am reminded of a quotation from John Dewey 

(1973),  

It is [the teacher's] business to be on the alert to see what attitudes and habitual 

tendencies are being created. In this direction he[sic] must, if he is an educator, be 

able to judge what attitudes are actually conducive to continued growth and what 

are detrimental. He must, in addition, have that sympathetic understanding of 

individuals as individuals which gives him an idea of what is actually going on in 

the minds of those who are learning. 
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Interview with Dr. Schilt 
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Part 1 Overview of Perceptions Open-ended Questions 

1. What process did you go through to design the class? Tell me more. 

2. What is you education framework (cognitive, constructivist)? How did you came 

to this decision? 

3. What were the instructional strategies you used during the teaching of the course? 

Why Friday night dinner? 

4. How did you determine the objectives? 

5. How did you select the textbook? 

6. How did you determine the activities and assignments? 

7. What was your ultimate goal for the students taking this class? 

8. How long have you taught the course? 

9. Did you change the class over time? Every year? 

10. What interpersonal leadership competencies did you intend to teach in the course? 

11. What do you expect to learn from this study? What would you like to learn? 

12. What is your reaction to the national criticism of educational leadership 

programs? 
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Interview with Students 
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Part 2 Overview of Perceptions of Students Open Ended Questions 

1. What are you doing today with your work/professional life since completing the 

course? 

2. What specific interpersonal communication competencies do you think you 

learned about in the course? 

a. Listening 

b. Interviewing 

c. Building relationships 

d. Motivating others 

3. What interpersonal communication competencies do you believe are most critical 

to your success in your educational leadership position? 

4. Which of the following communication skills do you believe you learned about in 

the course? Can you provide an example? 

a. Articulates beliefs persuasively, effectively explains decisions, checks for 

understanding, and behaves in ways that reflect these beliefs and 

decisions. 

b. Writes and speaks clearly and concisely so the message is understood by 

the intended audience. 

c. Conveys opinions succinctly and distinguishes between facts and opinions 

when communicating priorities. 

d. Understands the impact that his or her nonverbal communication has on 

others. 

e. Uses appropriate communication modes, including current technologies, 

to communicate the school’s philosophy, needs, mission and 

accomplishments. 

f. Accurately interprets others’ written communications. 

g. Makes effective use of the media. 

h. Uses active listening skills. 

i. Expresses disagreement without being disagreeable. 

j. Demonstrates skill in giving and receiving feedback. 

k. Models the behavior expected of others. 

l. Exhibits multicultural awareness, gender sensitivity and racial and ethnic 

appreciation. 

5. Which strategy or strategies do you believe was used to teach the course? Can you 

provide an example?  

a. Case studies 

b. Lecture 

c. Field projects 

d. Reflective writing 

e. Other strategies? 
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6. What did you learn about interpersonal communication in Dr. Schilt’s class? 

a. What was useful from the class? 

b. What was your favorite experience? 

c. What class assignment or activity do you think was helpful, meaningful or 

effective? 

d. What restaurant did your class dine in on Friday? Did you wonder why 

you went to dinner? 

e. Do you stay in contact with Dr. Schilt? 

7. What improvements would you have made to your educational experience to 

prepare you for your educational leadership role?  
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AGREEMENT TO VOLUNTARILY PARTICIPATE IN RESEARCH PROJECT 

 

Researcher:  Katherine (Katie) Waller 

Contact Information:  (phone)   Email:  

Faculty research supervisor: Dr. Sara McNeil Email:  

 

Examining Instructional Strategies for Teaching Interpersonal Communication 

 

Purpose of the Study: The purpose of the proposed study is to examine learning by 

reviewing the roles of the learner, the instructor and the instruction. Specifically focusing 

on the instruction, or methods of teaching interpersonal communication within an 

educational leadership program and gather the perspectives of the instructor as to what 

strategies were used and why and what did the students learn from the class and what do 

they believe they apply interpersonal communication competencies in practice in their 

current leadership roles. 

 

Procedures and Duration of the Study: The interview will take approximately 1 hour 

to complete. The interview was recorded and transcribed by the researcher conducting the 

interview. 

 

Confidentiality: All interviews completed was populated in the database using a unique 

data number to keep separate no use of the participant name was collected or used in the 

data. 

 

Participation:  Your participation in this study is voluntary. You will not be 

compensated for your participation in this study. You may withdraw your participation at 

any time. You may also choose not to participate in this study. 

 

Risks: Refusal to participate in this study will result in no penalty or loss of benefit to 

you. You will have an opportunity to express any concerns you have, and if you wish, 

you may also pursue your concerns with me, Katherine (Katie) Waller or my faculty 

research supervisor Dr. Sara McNeil. 

 

Benefits:  You will not be compensated for your participation. However, you will have 

the satisfaction of contributing to our knowledge and understanding of the effectiveness 

of instructional strategies to teach interpersonal communication. 

 

Informed Consent: By your signature below, you freely agree to participate in this 

study. You agree that you have been given the opportunity to ask questions and have 

them answered to your satisfaction. You have received a copy of this consent form signed 

by the researcher.  
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Person agreeing to participate in study: _____________________________________ 

 

Signature ________________________________________ Date___________________ 

 

Contact Information: (phone)_____________________Email: _____________________ 

………………………………………………………………………………………………

….. 

Person obtaining consent:   

 

Signature  ___________________________________  Date: ______________________ 
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Email to Determine if Potential Participant Meets Criteria 
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Dear Graduate of ELCS 6310 Interpersonal Communication 

 

My name is Katherine Waller and I am a doctoral student at the University of Houston. I 

am completing research for my dissertation, which is an in depth, review of the course 

ELCS 6310 Interpersonal Communication taught by Professor Alexander Schilt. I am 

seeking individuals that completed the course and are working or have worked in an 

educational leadership role. Do you currently hold a position as an educational leader or 

have you held a position as an educational leader since you completed the course? 

 

I appreciate your consideration and support in helping me complete my dissertation 

research. 

 

Sincerely, 

Katherine Waller 
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Email to Request Participation 
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Dear Graduate of ELCS 6310 Interpersonal Communication  

Thank you for your response indicating that you currently hold or have held an 

educational leadership role since completing ELCS 6310 Interpersonal Communication 

taught by Dr. Schilt. 

  

I would like you to further participate in my study. The purpose of the proposed study is 

to examine learning by reviewing the roles of the learner the instructor. Specifically 

focusing on the instruction, or methods of teaching interpersonal communication within 

an educational leadership program. Additionally, to gather the perspectives of the 

instructor as to what strategies were used and why. What did the students learn from the 

class, and what interpersonal communication competencies do they believe they apply in 

their educational leadership roles. 

 

I would like to interview you either in person or on the telephone at a time and location 

that is convenient to you. The interview will take approximately 1 hour to complete. The 

interview was recorded and transcribed by the researcher conducting the interview. All 

interviews completed were populated in the database using a unique data number to 

ensure anonymity; moreover, no use of the participant name was collected or used in the 

data. 

 

Your participation in this study is voluntary. You will not be compensated for your 

participation in this study. You may withdraw your participation at any time. You may 

also choose not to participate in this study. 
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Refusal to participate in this study will result in no penalty or loss of benefit to you. You 

will have an opportunity to express any concerns you have, and if you wish, you may also 

pursue your concerns with me, Katherine (Katie) Waller or my faculty research 

supervisor Dr. Sara McNeil. 

 

There was no direct benefit to you as a participant however the study might provide 

insight into effective instructional strategies used to teach interpersonal communication 

and you was contributing to the knowledge and understanding of the effectiveness of 

instructional strategies used to teach interpersonal communication.  

 

I look forward to hearing if you would be interested in participating further in the study, 

and I appreciate your consideration and support in helping me complete my dissertation 

research. 

 

Sincerely, 

Katherine Waller 
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Instructor Email to Request Participation 
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Dear Dr. Schilt  

I am Katherine (Katie) Waller, a doctoral student at the University of Houston. I am 

completing research for my dissertation where I am examining the course ELCS 6310 

Interpersonal Communication which you taught. I would like to meet with you so I can 

interview you in regards to your perspective of the class? The purpose of the proposed 

study is to examine learning by reviewing the roles of the learner, the instructor and the 

instruction. Specifically focusing on the instruction, or methods of teaching interpersonal 

communication within an educational leadership program. Additionally, to gather the 

perspectives of the instructor as to what strategies were used and why. What did the 

students learn from the class, and what interpersonal communication competencies do 

they believe they apply in their educational leadership roles.   

 

I would like to interview you either in person or on the telephone at a time and location 

that is convenient to you. The interview will take approximately 1 hour to complete. The 

interview was recorded and transcribed by the researcher conducting the interview. All 

interviews completed were populated in the database using a unique data number to 

ensure anonymity; moreover, no use of the participant name was collected or used in the 

data. 

 

Your participation in this study is voluntary. You will not be compensated for your 

participation in this study. You may withdraw your participation at any time. You may 

also choose not to participate in this study. 
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Refusal to participate in this study will result in no penalty or loss of benefit to you. You 

will have an opportunity to express any concerns you have, and if you wish, you may also 

pursue your concerns with me, Katherine (Katie) Waller or my faculty research 

supervisor Dr. Sara McNeil. 

 

There was no direct benefit to you as a participant however the study might provide 

insight into effective instructional strategies used to teach interpersonal communication 

and you was contributing to the knowledge and understanding of the effectiveness of 

instructional strategies used to teach interpersonal communication. 

 

I look forward to hearing if you would be interested in participating further in the study, 

and I appreciate your consideration and support in helping me complete my dissertation 

research. 

 

Sincerely, 

Katherine Waller 
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Appendix G 

Teaching Assistant Email to Request Participation 
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Dear Teaching Assistants of ELCS 6310 Interpersonal Communication  

I am Katherine (Katie) Waller, a doctoral student at the University of Houston. I am 

beginning the research phase of my proposal. My focus is on the ELCS 6310 

Interpersonal Communication course taught by Dr. Schilt. Because you were a teaching 

assistant for the course, I would like you to aid in the validation of my instruments. 

Specifically, I would like you to pilot my interview questions ensuring they are 

understandable and they solicit the responses I intended. 

 

The purpose of the proposed study is to examine learning by reviewing the roles of the 

learner the teacher and the learners. Specifically, the study will focus on the instruction, 

or methods of teaching interpersonal communication within an educational leadership 

program. Additionally, to gather the perspectives of the instructor as to what strategies 

were used and why. What did the students learn from the class, and what interpersonal 

communication competencies do they believe they apply in their educational leadership 

roles. 

 

I would like to interview you either in person or on the telephone at a time and location 

that is convenient to you. The interview will take approximately 1 hour to complete. The 

interview will be recorded and transcribed by the researcher conducting the interview. All 

interviews completed will be populated in the database using a unique data number to 

ensure anonymity; moreover, no use of the participant name will be collected or used in 

the data. 
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Your participation in this study is voluntary. You will not be compensated for your 

participation. You may withdraw your participation at any time.  

 

Refusal to participate in this study will result in no penalty or loss of benefit to you. You 

will have an opportunity to express any concerns you have, and if you wish, you may 

express your concerns with me, Katherine (Katie) Waller or my faculty research 

supervisor, Dr. Sara McNeil. 

 

There was no direct benefit to you as a participant; however, the study might provide 

insight into effective instructional strategies used to teach interpersonal communication 

and you as contributing to the knowledge and understanding of the effectiveness of 

instructional strategies used to teach interpersonal communication.  

 

I look forward to hearing if you would be interested in participating further in the study, 

and I appreciate your consideration and support in helping me complete my dissertation 

research. 

 

Sincerely, 

Katherine Waller 
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