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1
Introduction

threats, and the solidification of political views 
that do not allow for dialogue or “stepping into 
the shoes” of others. All of these conditions con-
tribute to a sense of the darkening of human 
potential. They are signs of a shutting down of 
the natural brilliance of human beings. (p. xxvii)

If we critically review our current leadership devel-
opment programs and training opportunities, we’ll 
notice their severe inadequacies. They are not produc-
ing the leadership learning outcomes they espouse. 
Collectively, we are thirsty for leadership  development 
and training experiences that actualize what they 
claim—to prepare us to be effective, just, and  resonant 
leaders. The type of leaders who can nurture our own 
and others’ brilliance, illuminate human potential, 
and deeply connect with others in nourishing rela-
tionships so we can collaboratively do good in our 
organizations, communities, and the world. We keep 
pursuing leadership development and enhancement 
opportunities because nothing seems to quench this 
thirst to become the leaders we dream of being.

I do not believe we are born as leaders. Becoming 
a leader is a developmental process. It is the result of 
serious and significant churning within the cauldron 
of lived experience—and the purposeful processing of 
those experiences. The same is true about becoming a 
leadership educator. The position we hold, the power 
we wield, and the prestige we attain are irrelevant to 
our performance as leadership educators.

Exceptional leadership educators have done the 
work to earn this identity. More importantly, they 
have engaged in the priming work to ensure that we 

THE EXPLICIT REASON FOR this book is that our 
 organizations and communities need more effec-

tive, just, and resonant leaders. This book is not writ-
ten for leaders, though. There are plenty of resources 
for those who desire to practice leadership more 
effectively. What has been absent is a comprehen-
sive  compilation of resources and preparatory mate-
rials for those who facilitate the leadership training 
and development of others. This book is deliberately 
designed for leadership educators—specifically, leader-
ship  educators who facilitate leadership learning and 
development through intentional training experiences.

Leadership educators have an essential role in 
human becoming. Without us, how can the next gen-
erations of changemakers effectively develop the lead-
ership skills and capacities they’ll need to navigate the 
challenges in the decades ahead?

Leadership educators have an elemental role in 
organizational and community development. Without 
us, how will our organizations and communities 
become the holding environments and learning lab-
oratories that empower connections of meaning and 
depth, embolden courageous exploration, and enable 
the structural and systemic change we desperately 
need?

Our charge is to become the exceptional and 
extraordinary leadership educators the fate of the world 
needs. It sounds dramatic, I know. Arawana Hayashi 
(2021) offers insight into our current condition:

Some say we are now living in a dark age. The 
global climate crises, heartbreaking social ine-
quality, structural racism, worldwide health 
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nurture your practice in a way that is (a) informed 
by theory, (b) imbued with healthy leadership 
 habits, and (c) imparted with time-tested facilitation 
 techniques—particularly experiential learning and 
reflective dialogue.

Positionality Statement

In addition to the three focus areas noted previously, 
I would be remiss as a leadership educator by not artic-
ulating that we also need to know ourselves. Before 
we can effectively serve in this capacity, leadership 
educators must purposefully engage in the challenging 
construction and recurrent exploration of ourselves. 
By examining, questioning, reflecting upon, and pro-
cessing our positionality, sense of self, and beliefs we 
cultivate deeper levels of authenticity, foster enhanced 
levels of connectivity with our values, and model a 
healthy leadership habit.

Our identity is our self-image. It is a self- 
representation and self-concept that is engrained and 
informed by our biologies and personal histories. These 
are the genetic makeups, socializations, values, self- 
perceptions, and life experiences that endow us with 
particular ways of making meaning and sense of the 
world (Day et al., 2009; Silsbee, 2018). Our identity 
influences the way we perceive our surroundings, our 
affective responses, and our behaviors (Adriasola & 
Lord, 2021). Alvesson and Robertson (2016) define 
it as “a reflexively organized understanding of one’s 
distinctiveness, values, and key characteristics” (p. 9).

Our identity is important because it grounds us in 
understanding who we are—our goals and aspirations, 
strengths and growth opportunities, relationships with 
self and others—and provides the cornerstone for 
us to successfully navigate the complex challenges 
in our lives. Understanding our identity is critical as 
we seek grounded decision-making and interpersonal 
interactions with diverse others (Baumister, 1995). 
Furthermore, engaging in identity  development 
empowers us to focus energy and attention on min-
imizing gaps between our present self and our ideal 
self—as well as avoiding our nightmare self (Day 
et al., 2009).

Intentional identity exploration is the core practice 
and process of self-authorship—the internal capacity 
to define one’s beliefs, identity, and social relations 
(Baxter Magolda, 2001; Kegan, 1994). Laurent Daloz 

perform as leadership-developmental mediums for our 
participants. Extraordinary leadership educators have 
engaged in purposeful identity development and self-
reflective practices. They have studied and acquired 
leadership wisdom through a deep understanding of 
the theories, themes, history, and trajectory of the 
scholarship and field as a whole. They have inten-
tionally infused healthy leadership habits into their 
own practice. This enables them to identify trans-
formative leadership developmental opportunities for 
 others—and structure leadership learning experiences 
that enable others to acquire and implement compe-
tencies and skills in their practice. And these notable 
leadership educators have mastered diverse facilitation 
techniques—particularly with experiential learning 
and reflective dialogue. Our training experiences are 
designed and facilitated so that our participants can 
access the training message and material, internalize 
the leadership learning, and then apply that learning 
to their practices beyond the training bubble.

To be an effective leadership educator, we need to 
know the stuff of leadership. This includes the theo-
ries, history, and complexities of the field; the healthy 
leadership habits that encourage individuals to thrive 
and organizations to flourish; and the facilitation 
techniques that enable our participants to access 
the training message and material, propel them to 
internalize leadership learning, and then apply that 
learning in meaningful ways to their own progressive 
leadership practice.

Archilochus, the Ancient Greek scholar and poet 
offered, “We don’t rise to the level of our expecta-
tions, we fall to the level of our training.” While 
we should yearn and strive for lofty expectations, if 
we want to be the effective leadership educators we 
dream of being, we must strategically and diligently 
prepare. With worthy aspirations accompanied by 
purposeful and persistent training, we will become 
equipped to accomplish our goals and exceed expecta-
tions. This preparatory training should be a threefold 
approach: mastering the leadership content, cultivat-
ing leadership skills and competencies, and acquiring 
the technical aptitudes to facilitate leadership learn-
ing experiences that enable our participants to access 
the training material and message, internalize their 
leadership learning, and then apply that learning to 
their practice.

What I detail in this book is an integration of this 
triad so that you and other leadership educators can 
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fit (5’5 and ~150 lbs.) cisgender male. I was raised 
in a Jewish family but am currently nonidentifying/
agnostic. I do not have any children—yet proud to 
be an uncle and uncle figure to many. In the hier-
archy of privilege—and in the words of the profes-
sional facilitator Mark Smutney (2019)—I’m located 
somewhere between “the stratosphere and outer 
space” (p. 13).

This is me—at least a sliver of how I see and under-
stand myself and the dominant fibers that stitch 
together the fabric of Jonathan. Of course, these are 
not independent entities. Our identity is a complex 
composite and intermingling of all the elements that 
make us who we are. I can’t remove my race or height 
or uncleness from my identity. They are integrated, 
woven together, to create a unique individual. Who 
are you? How do you identify?

My Story: Becoming a Leadership Educator

When we offer our personal stories, we reinforce our 
common humanity (Rego et al., 2019). Here I invite 
you to read my story of becoming a leadership educa-
tor while also encouraging you think about the defin-
ing moments of your leadership educator journey.

In the fall of 2005, a few months after I had gradu-
ated with my master’s in college student personnel 
from Miami University (Ohio), I independently 
volunteered in León, Nicaragua, as an English lan-
guage teacher. I had enough financial reserves to 
postpone working for a year, and serving at a private, 
family-owned English language center in the cultural 
capital of Nicaragua felt like a perfect opportunity. 
(I have purposefully removed name references to 
protect the identity of individuals and organizations 
due to the political situation in Nicaragua. More on 
the leadership landscape and political condition in 
Nicaragua can be found in an article I coauthored 
in the Journal of Leadership Education; see Kroll & 
Moreno, 2022.)

In my mind, this time in Nicaragua was supposed 
to be light and breezy—plenty of time at the beach, 
exploring a new and different place, reading interest-
ing nonacademic literature, and teaching a little bit of 
English. It ended up being heavy on the teaching and 
light on the “light and breezy.” I also started facilitat-
ing leadership trainings. I had an interest and skill set, 
albeit limited, that matched the desire—particularly 

(1986), the esteemed adult educator, describes the 
transformative journey to self-authoring one’s identity:

Traveled with integrity, the way home leads to 
a fuller and clearer sense of who we are, a new 
and broader boundary between oneself and the 
world. The struggle to be something more than 
the person others have made, to construct and 
then live to a set of our own expectations, is one 
of the most compelling struggles of our . . . lives. 
(p. 154)

When we purposefully engage in identity exploration 
and the pursuit of a self-authored identity, we are bet-
ter positioned to interpret our experiences, know our-
selves, and conduct our lives with authenticity. Doing 
so enables us to better understand our power and 
privileges, process how we see the world, and reflect 
on how others see us.

Specifically for leadership educators, our identities 
inform our preparation, approach, pedagogy, and per-
formance as facilitators of others’ leadership training 
and development. If we want to be effective in this 
work, it is imperative we engage in intentional identity 
exploration. It is through this reflective process, over 
time, that we gain stability in understanding who we 
are, open ourselves up to further growth opportuni-
ties, and cultivate connections of meaning and depth 
with our participants.

So, for the sake of transparency—and because it is 
an important part of my personal leadership educator 
practice to continually explore, examine, and evaluate 
my identity—I offer a glimpse of composite factors of 
my identity.

I am an American who was raised in central New 
Jersey. I am currently living in Boston, Massachusetts—a 
city I have considered “home” for the past 15 years 
(since 2008). I am middle class economically and well 
educated. I have earned a bachelor’s degree, two mas-
ter’s degrees, and a doctorate (PhD). I speak English 
and barely passable Español.

Professionally, I identify as an educator and entre-
preneur. I’ve been working since high school as a bagel 
shop cashier, camp counselor, university orientation 
coordinator, student affairs administrator, business 
cocreator, nonprofit founder, faculty member, and 
professional leadership educator and trainer.

I am a White (ethnicity), Caucasian (race), het-
erosexual, single, 42+-year-old, able-bodied, healthy, 
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I needed to do the work, though. I knew little about 
leadership—especially as an intellectual and profes-
sional field with a rich history of research, scholarship, 
and robust theoretical underpinnings. My only formal 
learning was a single graduate-level course in my mas-
ter’s program. Although deeply engaging, a one-time, 
survey-level, semester-long class does not provide the 
depth of knowledge to know leadership. It provided a 
first taste—a treat—that sparked my curiosity.

I have also been blessed to have mentors who do 
know this stuff. Our conversations were—and con-
tinue to be—provocative, deeply meaningful, and 
important reflective leadership learning opportu-
nities. Their questions penetrated and pierced the 
assumptions I held about leadership—all of which 
were rooted in my experiences as a student leader and 
the requisite leadership workshops, retreats, and con-
ferences I attended as an undergraduate and graduate 
student.

One such mentor is Dennis (Denny) Roberts. 
Denny is a leadership educator trailblazer who estab-
lished the foundational structures for the intentional 
leadership learning opportunities and programming 
of college students in the 1970s. Before this work 
formally began, Denny was doing it. It was through 
my relationship with Denny that I realized there was 
a field of leadership with full-bodied scholarship and 
real theoretical foundations with which I can inform 
my knowledge base.

With regard to leadership skills and practices, I also 
needed to do the work. I knew that my leadership 
competencies and capabilities were limited. I had lit-
tle formal practice leading organizations,  programs, or 
projects. I also knew that simply reading the books 
about cultivating healthy leadership habits wasn’t 
going to magically result in the manifestation of a 
grounded practice. I, literally, needed to practice. It 
was necessary that I had opportunities to purpose-
fully explore and experiment with leadership. Only by 
doing so would I be able to enhance my skills, identify 
and then learn from my leadership gaps and faux pas, 
and have the breadth of experiences—along with the 
stories to tell—that could inform my leadership train-
ings in responsive and resonant ways for my future 
training participants.

Most of my leadership educator preparation, 
though, like most leadership educators, needed to 
come in the form of facilitation techniques. How 
does one facilitate the leadership learning of others? 

of young, college-age Nicaraguans—in that local 
community. As one participant shared, speaking for 
herself while also on behalf of her generation, “We’re 
thirsty” for leadership training and development 
opportunities.

For context, Nicaragua is the second poorest coun-
try in the hemisphere. Basic services are a challenge 
for most of the population. Approximately 46% of 
the population lives on less than $2 per day. Although 
there was sustained economic growth in 2016, 2017, 
and early 2018, the World Bank expects, due to 
political and social unrest (since April 2018) and the 
COVID-19 pandemic, the economy to struggle and 
forecasts that it will weaken further.

Leadership training and development are  perceived 
as a luxury—if they are even in one’s frame of 
 reference—in Nicaragua. They are almost nonexistent. 
Youth sports programs? Exceedingly rare. Boy Scouts 
and Girl Scouts and Big Sisters and Big Brothers? 
Might as well be fictional. Clubs and organizations in 
community centers, houses of worship, and schools? 
Not that I ever found.

While many young people in the United States 
of America attend university where students can 
explore leadership via academic courses and degrees 
and  cultivate leadership skills through cocurricular 
involvements such as clubs and organizations, work-
study, athletics, study-abroad opportunities, and 
a  multitude of other workshops, conferences, and 
retreats, these opportunities rarely, if at all, exist for 
youth and  university students in the Global South—
Nicaragua in particular.

Professionals, too, in Nicaragua, are not afforded 
the same leadership development opportunities to 
which those of us in the Global North are accustomed. 
Conferences and associations are rare. In-house learn-
ing and development departments that focus on 
 leadership training are also scarce.

Over these initial 6 months and the following 
 decade, I would facilitate intentional leadership train-
ing experiences for my advanced English language 
students, the staff at the English language center, 
university  students and faculty, middle managers of a 
Ford subsidiary, executives of large corporations, own-
ers of local family businesses, nonprofit and nongov-
ernmental organization (NGO) leaders, and others 
who were interested in particular leadership themes. 
I loved these leadership-developmental opportunities. 
I had heard my calling though these experiences.
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diplomats—Ambassador J. Christopher Stevens and 
Information Management Officer Sean Smith—
were killed at the U.S. Embassy in Benghazi, Libya. 
Shortly thereafter, the United States of America 
issued travel warnings for many Muslim countries in 
North Africa and the Middle East. Morocco was on 
the list. Semester at Sea decided to heed these State 
Department warnings and, while in scramble mode, 
shift our itinerary. On short notice, we extended our 
time in Cadiz, Spain, and added Las Islas Canarias 
(the Canary Islands) to our voyage.

For every port of call, Semester at Sea offered exten-
sive, albeit optional, in-country excursion opportuni-
ties. These were designed through Semester at Sea’s 
headquarters and facilitated by our onboard field 
office during the voyage. These excursions were con-
tracted well in advance through a significant vetting 
process of in-country vendors and tour agencies. 
Tenerife, the largest and most populated of the Canary 
Islands, served as our 2-day docking station. Due to 
the circumstances, official Semester at Sea–sponsored 
excursion options were limited.

On this particular Monday, I would organize and 
facilitate a last-minute, half-day leadership retreat. 
I and the dean of students of our voyage, Lisa Slavid, 
another incredible and wise leadership educator- 
mentor, collaborated to design and host a compelling 
and reflective morning experience. This leadership 
training was proposed to fill a gap. We wanted to offer 
something structured and leadership-developmental 
for the students of our voyage as an alternative to 
walking the city streets or visiting a nearby beach.

It was a solid program, especially under those cir-
cumstances. We prepared and arranged the 4-hour 
experience in less than 2 days without having a physi-
cal location or preplanned experiential activity train-
ing materials. We didn’t know how many students 
would actually be interested in participating, nor did 
we provide any incentives like meals or course credits.

It was this experience, though, that enabled 
me to truly embody my leadership educator iden-
tity. The fact that I could collaboratively organize a 
spur-of-the-moment half-day leadership training 
without any resources, predetermined or vetted loca-
tion, marketing campaign, or incentives for the partic-
ipants illuminated for me that I had the self-awareness, 
knowledge base, skill set, and confidence to do this 
work. After years of facilitating countless leadership 
training  experiences, I became a leadership educator.

The traditional style is to lecture. It is perplexing how 
many leadership educators root their training expe-
riences in lectures with lengthy sermons or formal 
 presentations laden with PowerPoint about leadership. 
I needed to learn how to create hands-on experiential 
learning opportunities that enabled participant experi-
mentation and immersive engagement in the material 
to optimize their leadership learning. I needed to work 
on enhancing my facilitation techniques—particularly 
with experiential learning and reflective dialogue.

This worthy work takes time and necessitates 
intentional effort to be effective. We need to review 
and process the literature, resources, and others’ facili-
tation techniques; surrender to our own vulnerabilities 
by stumbling through faulty facilitated experiences as 
learning opportunities; welcome critical reflections 
from trusted mentors and guides; and continually 
repeat this process to master our trainer practice.

In addition to my leadership training experiences 
in Nicaragua, I had facilitated a healthy amount of 
 leadership and other developmental trainings as a 
 student affairs practitioner. These included the tra-
ditional resident assistant and orientation leader 
preacademic year training week experiences, in-house 
departmental seminars for colleagues across my insti-
tutions, and conference presentations at national and 
international gatherings. I also cofounded a busi-
ness with my best friends, iBELIEVE, that shared 
the power of belief—belief in oneself and belief in 
one’s goals to accomplish the goals that we put our 
minds to—through facilitated workshops. However, it 
wasn’t until a sunny day in the fall of 2012 that I fully 
embraced my leadership educator identity.

It was a Monday. October 1, 2012, to be exact. Not 
an ordinary start to the week in the slightest. On this 
particular Monday, I was serving as a resident director 
on an around-the-Atlantic Semester at Sea voyage. The 
shipboard community of students, faculty, and staff 
didn’t operate in the traditional 5 days of schooling 
and 2 days of weekend rejuvenation. Rather, courses 
were only held at sea on an A/B schedule. Classes were 
offered on either “A” days or “B” days. When we were 
in port, aside from some academic course-related 
excursions, we were invited to explore these ports and 
cities and countries at our leisure.

The context surrounding this Monday was far from 
ordinary. Per the original itinerary, on this particu-
lar Monday, we were supposed to be in Casablanca, 
Morocco. Weeks prior, though, two American 
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I also understand the context of leadership train-
ing and development within our higher education 
institutions—or rather lack thereof. At the time of 
this writing, of all the 52 colleges and universities 
in Greater/Metropolitan Boston (my home commu-
nity), a hub of higher education in the United States 
of America, as an example, not a single one has a 
dedicated cocurricular leadership operation. In short, 
there is no leadership institute, center, or department 
that exclusively concentrates on student leadership 
development.

Why is this problematic? The issue is that lead-
ership training and development gets lumped in 
with all the other responsibilities of student affairs 
 educators—advising, coordinating, event planning, 
and more. Leadership then becomes secondary or 
 tertiary (or even further down the priority and imple-
mentation list). The other concern when leadership is 
lumped with other offices and responsibilities is that 
hiring tends to focus on generalists who have broad 
skill sets. Often, these skills are not focused on leader-
ship training and development.

I wanted to explore this leadership educator prepa-
ration conundrum further, so in the summer of 2020 
I launched a research investigation into master’s-
level student affairs preparatory programs. With 
the support of a graduate research assistant, Joseph 
Guvendiren, a study was designed to explore (a) how 
many of our preparatory programs offer leadership 
courses—and how many of those are a part of the 
core curriculum or an elective—and (b) what is actu-
ally offered in these courses.

Essentially, I wanted to understand how these pro-
grams were preparing budding student affairs practi-
tioners to serve as leadership educators. I believe the 
findings are quite telling, unfortunately. I share a bit 
of the findings here. More details, findings, and the 
research methodology can be found in an article pub-
lished in the Journal of Student Affairs Research and 
Practice (Kroll & Guvendiren, 2021).

The study began by reviewing NASPA’s directory 
of preparatory programs. More than 280 college and 
university websites were explored to determine if the 
listed student affairs preparatory program (a) existed, 
(b) was in fact a student affairs preparatory program, 
and (c) offered a leadership course. If so, the courses 
were included in the formal study. If not, these pro-
grams were excluded. Of the 285 programs, 214 were 
included in the study.

A few years after this voyage, in 2015, following 
earning my doctorate—a PhD in leadership from 
Fielding Graduate University—I established a non-
profit leadership institute, Leadership Trainer. I wanted 
to increase the impact of what I started in Nicaragua a 
decade before. For almost 4 years, I split time between 
Boston and Nicaragua. I facilitated dozens of leader-
ship trainings and launched our flagship program—
the Leadership Trainer Certification Program. Over 
time, it became clear that rather than focus energy and 
attention on one-time workshop experiences, my gifts 
are best suited to engage in trainer preparation work 
and assist others in becoming leadership educators.

A Note to Student Affairs Educators

This book is for you. Prior to founding Leadership 
Trainer and serving as an academic and administrator 
in a university leadership studies program, I spent a 
decade as a student affairs educator. I earned a mas-
ter’s in college student personnel (Miami University 
in Ohio) and then worked in the field in multiple 
capacities. I often share that this career empowered 
me to focus my attention on community-building, 
reflection initiatives, and leadership development 
of students. Formally, I served as a resident direc-
tor, coordinator of spirituality and meaning-making 
programs, and in a bridge role between academic 
and student affairs. I’ve taught first-year introductory 
101 seminars and as an adjunct faculty member in 
a student affairs master’s program. I chaired depart-
mental and campus-wide committees and led alterna-
tive break trips internationally. I spent hours on duty 
rotation, supervised student leaders, advised student 
organizations and living-learning communities, and 
crafted an award-winning programming series—
Common Senses. I’ve partnered with campus col-
leagues, managed budgets that were insufficient for 
the nature and charge of the work, and fulfilled “other 
duties as assigned” more times than I can count or 
remember. I’ve presented at springtime ACPA and 
NASPA gatherings, regional events, and other profes-
sional conferences. I’ve navigated the campus trauma 
of student death and joyously celebrated student 
graduations and other significant accomplishments. 
Student affairs colleagues as well as former students 
are considered dear friends. I understand the nature 
of this work.
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as a means of informing “minimum expectations for 
master’s level graduates” (ACPA & NASPA, 2015, 
p. 10). If the outcomes exclusively reference leader-
ship practices and skills, courses are going to  singularly 
emphasize those as well. As part of our graduate 
 curriculum, student affairs practitioners should learn 
the theoretical constructs, models, and frameworks of 
leadership—and should be able to infuse that knowl-
edge into their practice.

These leadership courses, as a collective, are not 
preparing graduates to facilitate the leadership learn-
ing or skills development of their students. This is 
problematic. Entry-level practitioners (recent gradu-
ates) typically serve as the foremost leadership educa-
tors of traditional undergraduate students due to their 
proximity and the nature of their roles. Yet they are 
seemingly ill-prepared to serve as effectively as they 
could in this capacity.

Others have drafted articles and conducted studies 
that explore the current problematic nature of student 
affairs practitioners as leadership educators. Haber-
Curan and Owen (2013) speak directly to this. They 
offer that there is

a dearth of formal leadership education train-
ing provided in graduate preparation programs. 
Because student leadership programs are just one 
functional area under the larger student affairs 
umbrella, it is not commonplace for student 
affairs graduate programs to include substantial 
curriculum on college student leadership educa-
tion and development. Some graduate programs 
include leadership education and development 
to varying extents within core curriculum, other 
programs offer elective courses on student lead-
ership, and others may not offer any curriculum 
at all on the topic. Some students may receive 
on-the-job training through graduate assistant-
ship or internships, but few opportunities such as 
these exist. As such, many student affairs profes-
sionals enter student affairs and take on student 
leadership education responsibilities with little 
theoretical grounding in leadership and without 
training or education on teaching, learning, and 
curriculum development. (p. 41)

Teig’s (2018a) dissertation study, as another example, 
explores the leadership educator preparatory nature of 
master’s-level student affairs programs from the lens 

The results showed that 38% of master’s-level stu-
dent affairs preparatory programs do not offer leader-
ship courses. To repeat and emphasize, almost 40% 
of our preparatory programs do not offer any leader-
ship course. Of the programs that do offer leader-
ship courses, only 68% offer it as part of the core 
curriculum—required to graduate. The remaining 
32% of programs only offer leadership courses as elec-
tives or part of a specialized “track.” When combin-
ing this data, 57% of these programs do not require 
their graduate students to study leadership. More than 
half—almost 60%—of our master’s-level preparatory 
programs do not make available or do not require any 
formal exploration of leadership.

The content and thematic portion of this inquiry 
was designed to illuminate what these courses, across 
our master’s-level student affairs preparatory pro-
grams, are about. Namely, what are the foci of our 
master’s students’ leadership learning in these courses? 
Three themes emerged. The courses (a) stress leader-
ship practices with minimal engagement with theory 
or praxis, (b) are often combined with other topics 
or themes, and (c) are mostly limited to the students’ 
personal understandings of leadership. In summa-
tion, these courses focus on preparing students to be 
 leaders, not how to be leadership educators.

This should be no surprise for those who are 
 familiar with the ACPA and NASPA (2015) lead-
ership competency. At just the foundational level, 
our professional associations list an overwhelming 
17  distinct outcomes. Of these 17, not a single out-
come references leadership theory. The outcomes are 
exclusively practices.

A deeper exploration of the ACPA and NASPA 
competencies reveals a discrepancy between the for-
mal competency presentation (ACPA & NASPA, 
2015) and the associated assessment rubric (ACPA & 
NASPA, 2016). Rather than show consistency, the 
competency presentation and the rubric utilize vary-
ing frameworks. This is highlighted by the rubric’s uti-
lization of a different structure and headings than the 
presentation’s education, training, development, and 
engagement framework. Although the word theory is 
included in these headings and descriptive paragraphs, 
the outcomes are the same—not a single one expressly 
details the importance of budding leadership educa-
tors having any knowledge about leadership theories. 
Master’s-level preparatory programs are supposed to 
be utilizing these foundational competency outcomes 
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Leadership exploration, training, and development 
is included in the cocurricular spectrum of services 
afforded to students (Guthrie & Jenkins, 2018). And 
currently, more students receive leadership education 
from student affairs offerings than academic leader-
ship courses (Dunn et al., 2019). We supervise and 
advise students living in the residence halls; provide 
programming for student organization officers—
including governance groups, fraternity and sorority 
members, cultural and religious clubs; and host lead-
ership development conferences, retreats, and work-
shops for the student campus community. Leadership 
has been jointly identified as an essential core com-
petency by our two student affairs professional 
 associations—ACPA and NASPA. The assumption—
by university executives and students alike—is that 
student leadership development is cultivated through 
training and other experiences provided by student 
affairs educators. How can our universities possibly 
develop the leadership skills and capacities of students 
if our student affairs campus administrators do not 
have sufficient self-awareness, leadership knowledge 
or skills, or facilitation aptitude?

My hope is that this book will provide student 
affairs educators with insights about how to enhance 
the work with which we are charged. We can use this 
text to identify the subconscious lenses with which 
students engage in leadership—sometimes  antiquated 
leadership perspectives rooted in power and  position—
in order to assist them in developmentally growing in 
their leadership understanding. Student affairs educa-
tors can use this book to enhance their own leader-
ship practice by applying their learning to cultivate 
healthy leadership habits. Finally, as many student 
affairs educators are responsible for facilitating diverse 
leadership trainings throughout the academic year, the 
facilitation skills they acquire can be applied to ensure 
impactful training experiences and leadership learn-
ing by their student participants. This book includes 
instructions on how to facilitate various experiential 
learning experiences that can be infused easily into 
training programs that take the form of workshops, 
retreats, or conference sessions.

This book is for you, student affairs educators. It 
purposefully and strategically integrates leadership 
theories, leadership practices, and facilitation skills. 
I firmly believe that, after reading and internalizing 
this material, it can serve as a catalyst for you to serve 
as exceptional and extraordinary leadership educators.

of graduate students. She indicates that although stu-
dent affairs practitioners’ work often includes expecta-
tions for leadership education and development, there 
exists no formal preparation process or curriculum for 
master’s students in graduate preparatory programs to 
access learning about becoming a leadership educator. 
More directly, she details that those who do the work 
of leadership education (i.e., student affairs practition-
ers) are undertrained in the scholarship and pedagogy 
of leadership development. She highlights a relevant 
implication for student affairs educators: They need 
more and better exposure to leadership theory, lead-
ership development, and pedagogical tools. Preparing 
Leadership Educators includes all three.

Teig’s (2018a) findings and sentiment are mirrored 
by other scholars. Jenkins and Owen (2016) unabash-
edly share their surprise at the number of founda-
tional documents for leadership education that fail to 
address the issue of leadership educator preparedness. 
And Dunn et al. (2021) posit that although student 
affairs practitioners are characterized as leadership 
educators by experts in the field, leadership education 
is not traditionally part of student affairs preparatory 
programs.

These studies indicate we have work to do. Presently, 
our student affairs master’s-level preparatory programs 
are insufficiently (at best) preparing the next genera-
tion of practitioners to serve as leadership educators. 
This has far-reaching implications. It illuminates our 
inability to effectively prepare the next generation of 
leaders to navigate the challenges we will all inevitably 
face. As a professional field squarely at the center of 
facilitating the leadership development and capacity-
building of students, we should be concerned. If, as 
Denny Roberts (2007) suggests, leadership learning is 
the primary purpose of higher education, our findings 
indicate these professional preparation programs are 
struggling to deliver on this goal. How can student 
affairs practitioners expect students to develop the 
leadership skills and capacities they desire and need 
if preparatory programs offer only limited leadership 
courses and if the courses that are provided predomi-
nantly focus on leader development—rather than 
leadership educator preparation?

Developing the leadership skills and capacities of 
university students has been a long-standing aspi-
ration of American higher education (Guthrie & 
Osteen, 2016)—all the way back to the colonial 
origins of these institutions (D. Roberts, 2007). 
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trained in leadership. Nevertheless, we become primary 
sources who are expected to develop the leadership 
skills and capacities of young girls and boys. Or as a 
frontline employee or middle manager of a community 
nonprofit, we are charged with the leadership training 
and development of our constituents. As clergypeople 
or lay leaders of faith congregations, we are immersed 
in this work—formally and informally. Yet, across the 
board, we are not formally trained in leadership—
structurally we have not learned about leadership theo-
ries, leadership practices, or facilitation skills from our 
parent organizations or in our educational histories. 
All the while, we are expected to  provide this type of 
leadership-developmental experience.

How can we expect nonprofit organization par-
ticipants to gain leadership skills and capacities if 
our nonprofit leaders are neither knowledgeable and 
skilled leaders nor dynamic leadership educators?

The corporate training and development space is no 
different. There may be more resources and dedicated 
professionals, yet the context is quite similar. In-house 
trainers rarely have the educational background and 
theoretical knowledge to inform this work. Seldom 
do they understand the nuances of facilitation— 
particularly with experiential learning and reflective 
dialogue. Research indicates that corporate trainers 
receive little to no training—even with basic facilita-
tion and teaching methods—and yet each year more 
than a million people are given first-time responsi-
bilities for training others (Bolton & Bolton, 2016). 
That more than a million people doing this work are 
ill- prepared to facilitate the leadership learning and 
development of their peers is serious cause for concern.

In one of my consulting opportunities, a corporate 
trainer was completely flabbergasted by the notion of 
not relying on PowerPoint. He had been conditioned to 
present trainings as a lecture and formal presentation. 
Participants were expected to sit and listen and then go 
do what they were told. Yet we know that is not how 
leadership learning—or any kind of learning—occurs. 
To be more effective, he needed to have relinquished 
control and given more ownership to the participants 
through experiential learning—and then assist them 
process the learning through reflective dialogue.

In another corporate leadership training experience, 
the executive and middle-management participants 
were absolutely flummoxed when asked to reflect 
upon and share their leadership “story” and highlight a 
defining moment in their leadership journey. This was 

A Note to Nonprofit Leaders, Corporate 
Trainers, and Others Who Are Charged  

With and Responsible for the Leadership  
Development of Others

This book is (also) for you. For the sake of transpar-
ency, many of the examples provided throughout are 
directed toward a university administrator (student 
affairs) audience. Yet the leadership theories, leader-
ship practices, and facilitations skills transcend any 
one professional field or industry. There is a tremen-
dous amount to be gleaned from this book that can 
be directly applied to your contexts. How do I know? 
Because I’ve lived it too. I founded a nonprofit 
 leadership institute and, prior to that, a business. I’ve 
 consulted and trained leaders from across these indus-
tries, and I’ve done my homework.

Just like the student affairs preparatory programs 
mentioned previously, our graduate-level nonprofit 
management, organizational development, sport coach-
ing, and divinity programs—among others—rarely 
provide intentional coursework on the vast landscape 
of leadership. If they do, it tends to be a surface-level 
survey of the material—and as an elective rather than 
a part of the core curriculum. These programs tend 
to focus, appropriately so, on tactical skills for that 
particular profession, rather than leadership skills. And 
rarely, if ever, do these graduate students learn how 
to facilitate the leadership development of others— 
particularly through experiential learning and reflective 
dialogue in training contexts.

I’ve also spent countless hours with profession-
als from across industries—many with advanced 
degrees—who are responsible for the leadership devel-
opment of others. They have continually articulated 
to me how they are ill-prepared for this role and 
responsibility. Their leadership knowledge is limited. 
Their leadership skills need refinement. And their 
only facilitation preparation has come in the form of 
observing others.

For example, nonprofit and faith-based 
 organizations—of all sizes and varieties—are often the 
first medium for leadership exploration or an impor-
tant avenue for young people’s leadership learning. 
Whether the programmatic focus of the  organization 
is on youth, women, marginalized communities, or 
others who serve in public, charitable, or religious 
organizations, we are often responsible for facilitating 
leadership trainings and development. Yet we are rarely 
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Captains are often selected because they are the best 
athletes. This method, based on athletic ability, is 
closely aligned with the antiquated trait theoreti-
cal perspective. Here, the athletic ability—a specific 
trait—is the driving factor, not leadership capabilities. 
Different leadership theories and approaches can have 
a more advantageous outcome. For example, select-
ing captains based on the adaptive leadership model 
and skills may be more appropriate—as those ath-
letes can effectively navigate the trials and tribulations 
that come along with a grueling, competitive sports 
 season—during competitions, in the locker rooms, 
and beyond the sport. (More on adaptive leadership 
can be found in chapter 5.)

How, then, can our athletes possibly develop the 
leadership skills they need and capacities they desire if 
our sport coaches are not prepared?

This book is ideal for nonprofit leaders, corporate 
trainers, sport coaches, and others who are charged, 
formally or informally, with leadership training and 
development. It introduces and synthesizes two dozen 
leadership theories. It also prepares us to practice 
healthy leadership habits—enhancing our own skills 
for the work in our organizations and communities. 
With the learning gained from this book, we will be 
capable of training our constituents as well as our 
 colleagues. Together, we can change this culture.

Conclusion

Across industries, for those of us who are charged with 
and responsible for the leadership training and devel-
opment of others, we have work to do. In the  following 
chapters, I detail the what and who of  leadership, lead-
ership theories, leadership practices, and facilitation 
skills so that we can design, deliver, and demonstrate 
leadership training experiences that are both amazing 
and impactful. 

a transformative moment for them. Why was it that 
the in-house leadership educators hadn’t facilitated 
training experiences for their employees to under-
stand, explore, and glean insights from their own lead-
ership defining moments? The answer is because these 
corporate leadership trainers only focused on the hard 
skills, like communication, through formal presenta-
tions and traditional training methods.

How can we expect corporate executives, managers, 
frontline employees, and everyone in between to gain 
the leadership skills and capacities if our corporate 
trainers are not knowledgeable, skilled, or dynamic 
leadership educators?

Additionally, athletics and sports have been touted 
as ideal forums for leadership learning, skills develop-
ment, and capacity-building. Unfortunately, research 
indicates otherwise—simply participating on a sports 
team does not guarantee the development of leadership 
skills (Extejt & Smith, 2009). Intentional leadership 
training is necessary. Yet those who are charged with 
providing leadership education rarely have expertise in 
leadership. Sport coaches and athletics administrators  
at all levels, from youth in community to collegiate—
and even professionals—are entrusted by parents and 
athletes alike to provide tactical sport-specific skills-
building in addition to leadership. They are gifted 
with a remarkable forum for cultivating leadership 
skills and capacity-building. Yet such practitioners 
only have an intimate knowledge of their sports and 
ways to develop their players to perform athletically. 
Leadership training is not their forte. At the high 
school and collegiate levels, more and more athletics 
departments are offering leadership academies and 
trainings. Often, these are facilitated by team coaches 
or invited speakers who rarely have the leadership 
knowledge, healthy leadership habits, or facilitation 
skills to effectively train athletes in leadership.

To highlight its applicability, think about the tra-
ditional go-to practice of choosing team captains. 
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