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School leadership in Spain faces notable complexity arising from
bureaucratization, limited autonomy, and the insufficient professionalization
of the role. This study, grounded in perspectives from distributed,
transformational and instructional leadership, analyses leadership teams’
perceptions regarding access to the position, training, the competencies
required, and the satisfaction associated with these functions. To this end,
a qualitative design was employed, based on semi-structured interviews
conducted with 24 teachers holding leadership positions. The data were
examined through categorical content analysis with the support of NVivo,
ensuring both inter- and intra-rater reliability. The study offers an original
contribution by providing updated empirical evidence on how structural and
organizational conditions shape motivations, training relevance, and the
relational competencies that underpin participatory leadership models. The
thematic analysis identified several recurring themes: positive evaluations of

Training initial training, diverse motivations for assuming the role (from vocation to
compulsory appointment), the emphasis on communicative, collaborative
and organizational competencies, and ambivalent professional satisfaction,
combining fulfilment with administrative overload. In conclusion, the study
underscores the need for more contextualized, practical, and sustainable
policies and training programs that strengthen effective and humane
pedagogical leadership, addressing the persistent gap between current
training and real school demands.
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1. INTRODUCTION

Leading a school today entails addressing multiple challenges. These stem from the profound social,
cultural, political, and technological transformations affecting society as a whole and, consequently, the
education system. In this complex context, characterized by rapid change and uncertainty, there is a need for
strong leadership capable of fostering a shared vision, building community, strengthening teams, and guiding
the transformation and improvement of schools [1], [2].

However, within the Spanish educational context, the transformative potential of educational
leadership is constrained by several factors that limit the actions of leadership teams. Prominent among these
are a rigid organizational structure, limited autonomy, an excessive bureaucratic burden, and a restrictive
regulatory framework [3]. School leadership in Spain unfolds within a complex landscape, marked by a
shortage of candidates, a lack of professional recognition, the absence of sufficient professional and financial
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incentives, and the non-existence of a consolidated leadership career path. Moreover, in some cases, access to
leadership posts is granted through administrative appointment rather than through vocation or educational
project [4]-[6]. Taken together, these circumstances generate significant dilemmas concerning the leadership
capacity and management effectiveness of school leadership teams, particularly in highly complex
educational settings.

In response to this scenario, it is essential to have highly qualified professionals equipped with
specific competencies in leadership, team management, conflict resolution, communication, and pedagogical
vision [7], [8]. Nevertheless, although training is a requirement for access to leadership posts and a necessary
condition for professional development, several studies highlight its limitations. The training received by
school leaders tends to focus primarily on regulatory aspects, with limited connection to the realities and
challenges of schools and with low practical applicability [4], [9]. In other words, the training provided is
neither the most appropriate nor sufficient. In this regard, the need has been identified for continuous,
relevant, evidence-based, and contextualized professional development. Such training should address not
only administrative matters but also the competencies associated with pedagogical, transformational, and
distributed leadership [5], [1].

In this regard, the training models questioned in various studies have highlighted the need to move
towards professional development proposals that prepare school leadership teams for distributed leadership,
regarded as one of the most effective approaches to managing the complexity and multiple challenges that
schools must address. This model is grounded in shared, flexible, and collaborative management, whereby
responsibilities and decisions do not rest solely with the headteacher but are distributed among different
members of the school community [10]. Its implementation requires specific training oriented towards
teamwork, collegial decision-making, and the development of participatory school cultures.

Recent literature has also emphasized the importance of other leadership models that exert a positive
influence on teacher performance, professional self-efficacy, and job satisfaction [8], [11]-[13]. Among these
are transformational and instructional leadership. Effective leadership is able to integrate administrative
management with pedagogical support, thus enhancing both institutional organization and students’ teaching
and learning processes [7]. At the same time, the significant role of middle leadership has been observed,
functioning as a strategic link between school leadership and teaching staff [14], [15]. Through middle
leadership, in which responsibilities are shared, internal coordination is improved, project implementation is
facilitated, and a culture based on collaboration and trust is fostered [16].

These diverse approaches to school leadership have been adopted unevenly in Spain, where they
often coexist with traditional hierarchical and bureaucratic models. As a result, leadership practices tend to
take on hybrid forms, combining administrative logics with more participatory and pedagogical approaches
[17]. This tendency has been confirmed by recent studies, which show that even in contexts where distributed
leadership is promoted, formal structures and bureaucratic elements continue to shape and constrain its
effective implementation [18].

Another key factor is the motivation to assume leadership roles and responsibilities. Recent research
has identified structural barriers such as role instability, work overload, and the insufficient
professionalization of leadership positions [19], [20]. In many cases, access to these roles is driven more by
institutional needs than by vocational decisions, which directly affects commitment, engagement, and
continuity in leadership practice [6]. Furthermore, professional satisfaction is directly linked to motivation
and depends on multiple contextual factors, including excessive bureaucratization and workload, scarcity of
resources, insufficient training for team leadership and conflict management, lack of institutional support,
and limited recognition [2], [21], [22].

Despite all these limitations and barriers, empirical evidence confirms that effective leadership is
decisive for institutional improvement, school quality, and student outcomes [23]-[26]. Its impact is
particularly positive when grounded in a clear vision and supported by participatory and inclusive practices
[7], [25], [26]. Likewise, it contributes to building a positive and participatory school climate, enhancing
coexistence and collegiality [11], [27], [28]. In this respect, the stability of leadership teams is associated
with greater teacher retention and with the strengthening of institutional climate [29]. Taken together, these
findings highlight that school transformation and improvement depend on the leadership team’s capacity to
exercise effective leadership, which involves energizing staff teams, managing resources efficiently,
resolving conflicts, fostering innovative practices, and continually evaluating institutional development [30].
In summary, the exercise of educational leadership by headteachers in Spain is configured as a highly
complex yet essential function, one that is conditioned by structural tensions—such as limited autonomy and
bureaucratized management—, regulatory constraints—deriving from a rigid legal framework—, and cultural
factors—shaped by school traditions and resistance to change—that collectively hinder its effective
enactment [1], [19].
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Based on this general framework, the main objective of this study is to examine the perceptions of
leadership teams regarding access to and performance in school leadership roles. The analysis focuses
particularly on the training received, the motivation to assume such roles, the competencies considered
necessary for their practice, and the levels of personal and professional satisfaction involved. This study
seeks to provide a comprehensive account of the factors influencing teachers’ willingness to join leadership
teams, as well as the quality of their experience in these roles.

Grounded in these dimensions and in response to the gaps identified in the existing literature on
school leadership, the following research questions were formulated. These questions articulate the study’s
core dimensions and guide both the methodological design and the analysis of the findings:

— What are school leadership teams’ perceptions regarding access to leadership positions within the
Spanish education system?

— How do school leaders evaluate the training received for the performance of their managerial duties?

— What competencies do leadership teams consider essential for the effective exercise of educational
leadership?

—  What factors influence teachers’ motivation to assume leadership responsibilities?

— How do school leadership teams assess their personal and professional development as a result of
undertaking leadership roles?

These questions not only structure the analysis but also delineate the specific contribution of this
study. In contrast to previous research that has examined isolated aspects of school leadership and relied
predominantly on quantitative approaches, this study adopts a qualitative and integrative perspective.
It simultaneously considers key elements such as access, training, competencies, motivation, and professional
satisfaction. Its contribution lies in providing updated empirical evidence on the tensions, motivations, and
competencies that shape educational leadership in Spain, with the aim of informing the design of more
context-sensitive training programs and public policies that respond to the real needs and challenges faced by
leadership teams.

2. METHOD
2.1. Participants

The sample of this qualitative study comprised a total of 24 teachers currently leading the leadership
teams of different schools. Participants were selected using purposive sampling, ensuring that individuals
held key roles in institutional decision-making and the implementation of educational policies. The diversity
of schools represented—regarding type, size, and context—allowed for a broad and enriched perspective on
the subject under study.

Table 1 presents the main characteristics of the participants. As shown, most work in urban schools
(72%), while 28% are based in rural settings. With respect to school size, more than half of the participants
came from institutions with over 300 students (54%), suggesting medium to large school contexts. Regarding
professional background, 75% had more than 10 years of teaching experience, reflecting a sample with a
strong career trajectory in the educational field. In terms of specific experience in leadership team roles, there
was a relative balance, with a slight predominance of those with more than five years in such positions
(54%), thus providing valuable insights grounded in a consolidated trajectory of school management.

Table 1. Participants (N=24)

Sociodemographic characteristics N %
Type of school
Urban 17 70.8
Rural 7 29.2
Number of students enrolled
0-100 3 12.5
101-300 8 333
More than 300 13 54.2
Years of teaching experience
Fewer than 10 6 25
11-20 10 41.7
More than 20 8 333
Years of experience in leadership teams
0-5 11 45.8
6 or more 13 54.2
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2.2. Instrument

The instrument used for data collection was a semi-structured interview. Its semi-structured nature
provided a balance between the systematization required for comparative analysis and the flexibility to adapt
according to each participant’s responses, thereby enriching the data gathered. The interview consisted of
20 open-ended questions organized around four predefined dimensions: training, access and motivation,
competencies, and satisfaction. The content of the instrument was grounded in previous literature, ensuring
its theoretical relevance. In addition, an expert review was conducted with the participation of 10 specialists
in educational leadership and management, aimed at evaluating the clarity, coherence, and relevance of the
questions. Based on their feedback, the necessary adjustments were made to ensure the reliability and
consistency of the instrument, thus defining its final version. Although semi-structured, the interviews
allowed for in-depth exploration of participants’ perspectives within the framework of the predefined
dimensions.

2.3. Data collection and analysis procedure

For data collection, the researchers conducted the semi-structured interviews via the Google Meet
platform between October 2024 and February 2025. The interviews were recorded and subsequently
transcribed manually to obtain a textual format. Each interview lasted approximately 45 minutes, depending
on the participant’s availability and depth of responses. Participant recruitment continued until data saturation
was reached, meaning no new relevant themes were identified.

2.3.1. Category tree

Based on the analysis of the interviews, a category tree was developed with the purpose of
organizing the information collected in a structured manner. The final version of this tree was the result of
a three-stage process. In the first stage, researcher 1 constructed an initial version of the tree using
a deductive approach, based on the design of the interview. In the second stage, researchers 1, 2, and 3 each
analyzed a different interview, in order to propose adjustments and improvements to the initial version. The
modifications included the incorporation, elimination, and relocation of categories. As a result of this
collaborative work, the final version of the category tree was defined.

In addition to structuring the information obtained, the category tree reflects the conceptual
relationships among the themes. The dimension training was positioned as a starting point, since it influences
participants’ motivation and access to digital leadership practices. In turn, these factors contribute to the
development of competencies, which ultimately relate to the perceived satisfaction with the implementation
of such practices. This hierarchical organization supported a more coherent interpretation of the data and
facilitated the identification of interdependencies between emerging themes.

2.3.2. Categorical content analysis

In order to strengthen the validity of the study, a pre-analysis was conducted. Researchers 1, 2, and
4 independently analyzed one randomly selected interview. To assess inter-rater consistency, the kappa index
was applied, yielding a high level of agreement between researcher 1 and researcher 2 (k=0.798). In view of
this high reliability, it was decided that they would analyze the entire set of interviews.

Subsequently, both researchers analyzed the same interview at two different points in time, with the
aim of calculating intra-rater reliability. The results showed adequate indices (researcher 1: k=0.83;
researcher 2: k=0.82), supporting the consistency of response categorization by the evaluators, in line with
the guidelines proposed by Landis and Koch [31]. This process was carried out following the methodology of
categorical content analysis [32], focused on the understanding and semantic categorization of discourse. For
this purpose, the qualitative analysis software NVivo (version 1.7) was employed.

3. RESULTS

Following the analysis of the data obtained through the interviews, Table 2 presents the total number
of codifications corresponding to the different categories analyzed. This information served as a guide for
structuring the thematic presentation of the study’s findings. The pre-analyses conducted enabled the
researchers to identify the most relevant aspects highlighted by the interviewees. This strategy contributed to
strengthening the validity of the findings.

3.1. Training

Overall, the evaluation of the training received for undertaking leadership roles is positive, although
nuanced by certain criticisms regarding its practical applicability. Participants highlight its usefulness as
a starting point, while acknowledging significant shortcomings in its connection with practice. In general, the
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training received could serve as a foundation that subsequently shapes participants’ access to leadership
positions and their perception of the competencies required.

DIRI11: “Overall, positive, generally. Of course, there were things that could have been
improved, but I think that was somewhat beyond the control of the people who organized it.”’
DIRO7: “It is useful, especially when you already know you are going to take on the headship,
then it is a bombardment of information. Above all, in many areas, but yes, it helps you to say:
I am going to take this on and I am going to need all these things. And then across all areas, not
only management, catering, financial and administrative issues, but also that pedagogical
dimension a headteacher must have.”

DIR18: “The training requires quite a lot of dedication, both during the course and in preparing
the final project. In general, I consider it relatively useful. In some aspects, especially
methodological issues, they provide guidelines or directions that, in many cases, are already
part of the teacher’s own background and do not add much that is new. I am not saying the
course should not exist, but I do think it could be better connected with the practical reality of
leadership work.”

One of the most frequent criticisms concerns the excessive theoretical and regulatory focus, to the
detriment of practical content addressing day-to-day needs. Constant legal updates and limited real
applicability hinder its usefulness.

DIR17: “The content focuses heavily on theory and regulations, which also change constantly,
making it difficult to keep up. In that sense, the practical usefulness is limited, since many of the
skills required for the role are really acquired through day-to-day experience.”

DIR22: “Although nowadays there is a lot of talk about LOMLOE, about more competence-
based learning and less focus on content, in the end the training is all content. Everything
focused on regulations, on very complex cases, but then, when the time comes to apply all that in
day-to-day practice, sometimes you do not even remember what those cases were like. And in the
end, you have to keep calling other headteachers, the inspector, or whoever, to help you solve
the doubts because the training does not prepare you enough to face the reality.”

DIRO8: “The training is ultimately very focused on administrative matters... procedures,
protocols and so on, and that is not the reality you later face.”

DIR15: “What I remember about that training is that it was very intensive in some legal aspects
and regulatory issues which, in the end, I have not come across in all these years. And yet,
another set of issues that are common in schools, such as school incidents or complicated
situations with families, were not addressed in a way that might have been more useful.”

In addition, several interviewees highlighted the limited contextualization of the training,
particularly in schools with specific characteristics, such as those located in rural areas or those dedicated to
adult education.

DIR14: “The courses are almost always scheduled in the afternoons, which is when we have
classes, so we cannot do any kind of training unless it is specific training organized for
leadership teams in adult education centers. So, the training we do is either offered through
lifelong learning, which provides specific courses for us—and those are indeed useful—or we
look for training ourselves through working groups, seminars and so on.”

DIR10: “The training opportunities do not take our reality in a rural area into account at all.
We have to spend long hours driving to cities, which involves a huge investment of time,
resources, and many other things. Although this has improved somewhat, especially after the
pandemic, when digital formats became more important, it is still a problem for us.”

Finally, concrete improvements were suggested to promote more accessible and practice-oriented
training, such as mentoring by experienced professionals or greater emphasis on the real management of
schools. These suggestions not only reflect training needs, but may also be related to teachers' perceptions of
their competencies and their overall satisfaction with their professional development.
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DIRO04: “Initial training should place greater focus on school organization and the actual role of
the leadership team. They teach us the basics, but they do not prepare us for the daily
management of the school, how to make decisions, or how to coordinate the teaching staff. It is
important to delve more deeply into these practical aspects, since when we take on a leadership
role we face situations that cannot be learned from books.”

DIR23: “What I miss is mentoring—that training could be expanded with small groups led by an
experienced mentor. I think that would be the ideal option because you would always have
someone experienced to turn to.”

Table 2. Descriptive analysis of the interviews with leadership teams

Category tree N Cod. % Cod.
1. Training and professional profile 208 33.55
1.1. Prior training 64 10.32
1.2. Training during tenure 34 5.48
1.3. Perception of competencies 60 9.68
1.4. Satisfaction with personal and professional development 50 8.07
2. Access and motivation for access 146 23.55
2.1. Reasons and circumstances 46 7.42
2.2. Presentation of project or extraordinary appointment 80 12.90
2.3. Proposals for improvement 8 1.29
2.4. Previous team 12 1.94
3. Proposals for improvement 118 19.03
4. Miscellaneous 148 23.87

Note: “N Cod.” = number of times the variable was coded.
“% Cod.” = percentage of the total coded references.

3.2. Access and motivation

Access to leadership positions is driven by diverse motivations. In some cases, teachers take on this

role motivated by the desire to improve the functioning of the school or by dissatisfaction with previous
management.

DIRO1: “There were many things that were being done very well, but there were others that
could have been done differently. We understood that doing things differently could lead to an
improvement in the school.”

DIRO03: “I did not agree with how the school was operating and thought there could be another
way of working.”

DIR24: “We saw that the school was heading towards passivity. There was a lack of direction,
and we focused it towards the values of global citizenship in the 2030 Agenda and children’s
rights.”

However, other teachers assume the position due to the lack of volunteers or as a result of direct

appointment, which highlights the limited motivation or the fatigue associated with the role. Such differences
in access and motivation also appear to influence the competencies emphasized by participants and their
satisfaction with professional development.

DIR18: “Because there was no one else willing to take on that responsibility, and because [ am a
very socially committed person.”

DIRO02: “I was always appointed by obligation... In the end the inspector came, interviewed, and
one day the phone rang: ‘I am appointing you headteacher’.”

DIR24: “I was appointed because the previous headteacher retired and no one else wanted to do

it, so the inspector appointed me.”

3.3. Perceptions of the competencies required of school leadership teams

With regard to perceptions of the competencies required of those who are part of leadership teams,

participants emphasized the importance of communicative and relational skills. These are considered
essential for effective leadership, negotiation, and the building of an educational community.

DIRO1: “It is key, in this position it is key. A person without communicative skills is not suited to
this role.”
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DIRO06: “You need to have a dialogical disposition,; you have to deal with families, teachers,
dining hall supervisors, and support staff. So, you must have that ability to dialogue, to listen in
order to reach agreements.”

DIRO09: “Good relationships with the educational community, because in the end families and
the surrounding context are also decisive in our day-to-day life and in the work we carry out
with students. And of course, that understanding, that closeness, that empathy, which is
somewhat assumed to be part of our profession, so to speak.”

DIR16: “I think you need to have social skills. Try to avoid conflicts that can be anticipated,
because you observe and notice, and you can foresee those conflicts.”

DIR17: “Active listening is very important [...] in the true sense of the word; you have to know
how to listen and pay attention [ ...] and that does not mean you always have to agree.”

At the same time, teachers also highlighted the relevance of the ability to guide and inspire their
team, taking into account shared leadership, collaboration, and task distribution.

DIRO03: “What you must never be is authoritarian, I am completely sure of that, because it is the
opposite of being a natural leader. If you are authoritarian, you will impose fear on others, but
you will not lead anything in life. I think you need to be a democratic person, obviously.”

DIR10: “Teamwork, that is, the leadership team is not just the headteacher, but also the deputy
head and the secretary, for a joint decision-making process; and then also teamwork with the
rest of the teachers.”

DIR13: “Because you cannot try to take everything on. Things need to be done, so let’s
distribute them in the best possible way. Not saying: you do this, you do that... but rather: well,
this is what needs to be done—who would like to take part in this group?”

DIR16: “You definitely need to have the capacity to delegate, and also ensure that students feel
they have a genuine place within the school.”

Participants also highlighted the importance of being familiar with educational legislation, knowing
how to apply it, and being an organized individual with strong management skills.

DIROS: “You must have knowledge of the legislative framework. That part of ministerial orders,
royal decrees... you need to know it. It is very dry, unpleasant and boring [...] although you do
not have to memorize it, you do need to know where to find it. So perhaps it is not about
memorizing laws, but about knowing where to look them up.”

DIR21: “You really need to know how to follow the regulations. You must keep yourself
constantly updated, especially in recent years with all the changes, and you need to have a clear
grasp of the legislation and be able to convey it. Regulations are a structural part of the role.”
DIR14: “I think you need to be a very organized person. You deal with a lot of paperwork, [...]
more and more every time, and unless you are organized and can say, ‘right, this week I will
deal with this’, plan carefully, make extensive use of an agenda, and delegate tasks among the
team, it becomes unmanageable.”

Finally, some teachers placed great importance on involvement, commitment, and values such as
inclusion, considering them fundamental pillars of effective school leadership. These competencies, in turn,
could be closely related to participants' satisfaction with their professional and personal development,
forming a possible interrelated pattern between the categories.

DIR12: “I believe the most important thing is commitment to people—not just to the students, of
course. People, families, students, teachers; that must come first and always be above everything
else.”

DIR19: “It is also about daring to take those steps, to get involved in things, not becoming
complacent.”

DIR16: “We should all uphold values and genuinely believe in inclusion. But truly believe in it,
not just because it is required by the regulations.”

3.4. Satisfaction with personal and professional development

Interviewed teachers also emphasized their satisfaction both on a personal and a professional level.
However, some of them pointed out that these positive aspects are sometimes overshadowed by difficult and
challenging moments. Overall, satisfaction with personal and professional development could be considered
the result of the combined influence of training, access and motivation, and perceived competencies.
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DIRO2: “It is personally enriching and of course it allows you to know and do things that you
can see. I mean, the transformation of this school from what it was before to what it is now—
well, it is a completely different institution. You have the capacity to make small changes [...]
and that is wonderful.”

DIR18: “I am very happy... Leading a school, if you have chosen to do so, can be gratifying. It
requires a huge number of hours, but I feel satisfied.”

DIRO02: “If I had to evaluate it, I would say it is a balance: on the one hand, very rewarding
because there are many things we have achieved and I feel responsible for having done them
with the management team; on the other hand, there are other things that, well, were left
unfinished.”

DIR20: “It is positive because you see that your work is very useful, right? And that it truly has
rewards in the lives of the students and in the practice of others. On a personal level, there have
been exhausting, exhausting times, when you take home the whole desk from the office and more.
And then there is the sense of responsibility that often comes with unusual circumstances,
unexpected problems, and sometimes tough situations.”

4. DISCUSSION

The findings of this research have provided an in-depth understanding of teachers’ perspectives on
the process of access to, and development within, school leadership teams. The various opinions gathered
through semi-structured interviews revealed highly multifaceted and complex perceptions. These
perspectives intertwine elements related to vocation, organization, training, and the personal domain-a result
consistent with the insights of previous studies on educational leadership [29], [33].

A closer examination of training aspects for undertaking leadership responsibilities has revealed,
among other issues, the existence of significant shortcomings regarding the practical applicability of these
training programs. In this respect, teachers value the training opportunities available to prepare for leadership
roles positively. However, consistent with the findings of Garcia-Martinez et al. [34], they view the process
as insufficient, particularly concerning the transfer of acquired knowledge into practice. Earlier research has
also highlighted the misalignments between the content of training programs and the actual requirements of
school leadership tasks [35], [36]. Many of the professionals interviewed in this study reported that training
tends to be excessively focused on regulatory and administrative matters, to the detriment of essential
elements such as conflict resolution, interpersonal skills, or the everyday management of a school.
Altogether, these findings reinforce the notion of training that remains distant from the reality of school life,
a gap repeatedly underscored in previous literature [37], [38].

In connection with the above, teachers expressed the need to contextualize leadership training
programs with regard to the specific characteristics of individual schools. Such particularities may relate, for
example, to the geographical location of schools or to the profile of the student population they serve. This
concern has also been raised by other authors [39], [40], who have emphasized that effective leadership
requires sensitivity to the unique features of the immediate context, alongside adaptive competences that are
not always incorporated into conventional training programs. Following the recommendations of
Day and Sammons [41], who highlight the value of experiential and situated learning, the interviewees in this
study also suggested the inclusion of more practice-oriented approaches, such as mentoring schemes,
guidance provided by leadership experts, or peer-tutoring initiatives.

With regard to motivations for taking on leadership roles, teachers expressed a wide variety of
views, ranging from a transformative sense of responsibility to reluctant acceptance driven by the lack of
other volunteers. These diverse motivations may correspond, as Halsey and Drummond [42] point out, to
different forms of leadership (vocational and circumstantial). In this respect, circumstantial leadership often
emerges as a consequence of structural factors that hinder teachers’ willingness to assume managerial
responsibilities. When headship is taken on as an obligation, and as Connolly et al. [43] caution, negative
consequences may arise for motivation, engagement, and the effectiveness of teachers’ leadership. By
contrast, vocational or pedagogical leadership is defined by a clear intention to foster institutional
improvement [44]. In line with Shields [45], some participants highlighted motivations such as the desire to
improve school dynamics or address organizational shortcomings.

According to the accounts of participants in this study, the competences considered key to effective
leadership encompass not only technical skills but also organizational, social, and emotional capacities.
Consistent with the findings of Barakat et al. [46], this breadth of skills underscores the understanding of
school leadership as an integral and multidimensional activity. Among the most valued qualities were
empathy, the capacity to build meaningful relationships with the wider school community, communicative
ability, and conflict management. As argued by Kin and Kareem [47], these relational skills are prioritized
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over more administrative or technical aspects. These findings also align with the perspectives of distributed
and transformational leadership [48], [49]. In addition, interviewed teachers emphasized the importance of
teamwork, delegating responsibilities, and engaging in shared decision-making. Collectively, these practices
reflect the characteristics of a more participatory and horizontal form of leadership [50].

At the same time, teachers also highlighted as essential functions the knowledge and command of
normative frameworks, the capacity to organize teaching staff effectively, and the ability to adapt continually
to legislative changes. In this regard, previous studies [51], [52] have drawn attention to the excessive
administrative pressure and bureaucratization of school leadership roles as key factors contributing to
significant strain in these positions. Within a regulatory context marked by instability, the requirement for
ongoing updating further intensifies the workload of headteachers. This demand is not adequately offset by
sufficient institutional support, giving rise to tensions between the pedagogical dimension of leadership and
the administrative impositions placed upon it [53].

As for the potential personal and professional consequences of involvement in school leadership
roles, a large proportion of the interviewed teachers reported high levels of satisfaction. This assessment was
particularly positive when leadership was assumed voluntarily and accompanied by the achievement of
meaningful changes in school dynamics. This finding is consistent with Whitworth and Chiu [54], who argue
that leadership can serve as a powerful driver of professional development and vocational growth.
As Day et al. [55] and Young ef al. [56] observe, this may be attributed to the opportunity the role affords to
inspire and exert a positive influence across the educational community. Nevertheless, some teachers also
reported significant emotional strain associated with managerial responsibilities. Although not the dominant
experience, certain professionals referred to feelings of exhaustion and isolation, as well as excessive time
demands arising from the role. For this reason, and in line with recent studies on mental health in education
[57], [58], teachers stressed the need to pay closer attention to the emotional well-being of school leaders as a
critical factor in ensuring the long-term sustainability of educational leadership. Ensuring adequate formative,
structural, and emotional conditions has also been highlighted in previous research as essential for the
development of sustainable and human-centered school leadership [59].

5. CONCLUSION

Based on this understanding, several key recommendations are put forward to strengthen the
practice of school leadership. Firstly, leadership training programs should be reviewed to incorporate
practice-based methodologies, such as mentoring, peer learning, or professional coaching, that support the
development of contextually relevant and practically applicable leadership competences. Secondly, it is
recommended to move towards organizational models that reduce administrative overload and foster
distributed leadership through collaborative structures and institutional support networks. Lastly, the need is
highlighted for policies that integrate the emotional well-being of leadership teams as a strategic priority,
ensuring working conditions that enable committed and human-centered leadership. These proposals, closely
aligned with the voices gathered in this study, provide a valuable foundation for designing responses more
attuned to the real-world challenges faced by schools.

Taken together, the findings of this research refine certain aspects identified in previous literature
and provide an updated empirical perspective on the aspirations and challenges currently faced by school
leadership teams. Within teachers’ accounts, several tensions emerged as central to leadership practice:
ambivalence in the motivations for taking on the role, the prominence of relational skills, a marked gap
between the theoretical and practical dimensions of training programs, and the duality between professional
satisfaction and psychological or personal exhaustion. These findings reveal a complex scenario that requires
more comprehensive and context-sensitive responses from educational authorities. Consequently, policies
that foster willingness and motivation to assume leadership positions become particularly relevant. Likewise,
it is essential to ensure appropriate formative, structural, and emotional conditions that enable the practice of
sustainable and human-centered school leadership. Finally, while the qualitative nature and small sample size
limit the generalizability of the results, the study nonetheless provides a rich and context-sensitive
understanding of school leadership. The research was confined to compulsory education schools and
employed a cross sectional design, which calls for future studies to expand to more diverse contexts and
apply mixed method approach.

ACKNOWLEDGMENTS
We would like to thank all the leadership team members and teaching staff from the schools in
Arago6n who participated in this study. Their valuable contributions made this research possible.

The complexity of school leadership in Spain: between leadership and ... (Sergio Cored-Bandrés)



1138 3 ISSN: 2252-8822

FUNDING INFORMATION
This study was funded by the research groups “Educacion y Diversidad (EDI)” and “Educaviva” at
the University of Zaragoza.

AUTHOR CONTRIBUTIONS STATEMENT
This journal uses the Contributor Roles Taxonomy (CRediT) to recognize individual author
contributions, reduce authorship disputes, and facilitate collaboration.

Name of Author C M So Va Fo I R D O E Vi Su P Fu
Sergio Cored-Bandrés v v v v v v v v v v v Y
Maria Mairal-Llebot v v v v v v v v v v
Sandra Vazquez-Toledo v v v v v v v v
Cecilia Latorre- v v v v v v v v
Cosculluela

C : Conceptualization I : Investigation Vi : Visualization

M : Methodology R : Resources Su : Supervision

So : Software D : Data Curation P : Project administration

Va : Validation O : Writing - Original Draft Fu : Funding acquisition

Fo : Formal analysis E : Writing - Review & Editing

CONFLICT OF INTEREST STATEMENT
The authors declare that there are no conflicts of interest related to this study.

INFORMED CONSENT

All participants provided informed consent prior to the start of the interviews. Before participation,
they were informed about the purpose of the research, the interview process, and their right to withdraw at
any time without consequence.

ETHICAL APPROVAL
The study was approved by the Research Ethics Committee of the Autonomous Community of
Arago6n (Meeting on January 25, 2023, Record No. 02/2023).

DATA AVAILABILITY
The data supporting the results of this study are not publicly available due to participant privacy
concerns. However, the data necessary to replicate the findings are included within the article.

REFERENCES

[11  A.Meyer and D. Richter, “Longitudinal effects of a professional development program on principals’ leadership practices: results
of a baseline latent change score model,” Professional Development in Education, pp. 1-18, Oct. 2024, doi:
10.1080/19415257.2024.2413119.

[2]  S. Vazquez-Toledo, C. Latorre-Cosculluela, S. Cored-Bandrés, and M. Mairal-Llebot, “The Leadership of Management Teams: A
Fundamental Pillar in Building An Educational Culture for Coexistence and Participation,” Educational Process International
Journal, vol. 16, no. 1, 2025, doi: 10.22521/edupij.2025.16.250.

[31 S. Vazquez-Toledo, C. Latorre-Cosculluela, and M. Liesa Orts, “Towards an Educational Leadership: Functions and Failures
Perceived by Teachers and Management Teams,” Journal of Research on Leadership Education, vol. 19, no. 2, pp. 147-166, Jun.
2024, doi: 10.1177/19427751231174249.

[4] A. Osle, “An Evaluation of Current Leadership Practices in Secondary Schools in Madrid,” European Journal of Educational
Management, vol. 5, no. 2, pp. 97-113, Dec. 2022, doi: 10.12973/eujem.5.2.97.

[5] B. Pont, D. Nusche, and H. Moorman. Improving School Leadership. Volume 1: Policy and practice. Paris: OECD Publishing,
2018.

[6] K. Zervoudakis, K. Mastrothanasis, S. Tsafarakis, E. Krassadaki, and A. Kyriakidis, “Evaluating Principals’ Satisfaction with
Selection Processes in Second Chance Schools: A Multicriteria Approach,” Journal of the Knowledge Economy, vol. 15, no. 2,
pp. 6312-6338, May 2023, doi: 10.1007/s13132-023-01392-9.

Int J Eval & Res Educ, Vol. 15, No. 2, April 2026: 1129-1141



Int J Eval & Res Educ ISSN: 2252-8822 O 1139

(7]

(8]

9]
[10]

[11]
[12]

[13]

[14]

[15]
[16]
[17]

[18]

[19]
[20]
[21]

[22]

[23]

[24]

[25]

[26]

[27]

[28]

[29]

[30]
B31]
[32]
[33]
[34]
[35]
[36]
[37]

[38]

S. Aboudahr, A. Olowoselu, and S. Ganesan, “Qualitative Analysis of Teachers Perception on Head Teacher Leadership and
Administrative Roles in Schools,” International Journal of Academic Research in Business and Social Sciences, vol. 13, no. 3,
Mar. 2023, doi: 10.6007/IJARBSS/v13-i3/16481.

P. He, F. Guo, and G. A. Abazie, “School principals’ instructional leadership as a predictor of teacher’s professional
development,” Asian-Pacific Journal of Second and Foreign Language Education, vol. 9, no. 1, p. 63, Jun. 2024, doi:
10.1186/s40862-024-00290-0.

A. Ramos-Pla, M. Tintoré, and 1. del Arco, “Leadership in times of crisis. School principals facing COVID-19,” Heliyon, vol. 7,
no. 11, p. e08443, Nov. 2021, doi: 10.1016/j.heliyon.2021.e08443.

A. Harris, M. Jones, and N. Ismail, “Distributed leadership: taking a retrospective and contemporary view of the evidence base,”
School Leadership & Management, vol. 42, no. 5, pp. 438-456, Oct. 2022, doi: 10.1080/13632434.2022.2109620.

B. M. Bass and R. E. Riggio, Transformational Leadership, 2nd ed. Mahwah, NJ, USA: Lawrence Erlbaum Associates, 2006.

K. Parveen, P. Quang Bao Tran, T. Kumar, and A. H. Shah, “Impact of Principal Leadership Styles on Teacher Job Performance:
An Empirical Investigation,” Frontiers in Education, vol. 7, May 2022, doi: 10.3389/feduc.2022.814159.

N. Zhang, Y.-L. Siaw, and N. Jiang, “The relationship between principal instructional leadership and teacher self-efficacy in
student engagement and classroom management: a cross-sectional study in China,” Frontiers in Psychology, vol. 16, Aug. 2025,
doi: 10.3389/fpsyg.2025.1589958.

J. De Nobile, K. Lipscombe, S. Tindall-Ford, and C. Grice, “Investigating the roles of middle leaders in New South Wales public
schools: Factor analyses of the Middle Leadership Roles Questionnaire,” Educational Management Administration & Leadership,
vol. 54, no. 1, pp. 46-70, Jan. 2026, doi: 10.1177/17411432241231871.

K. Lipscombe, S. Tindall-Ford, and J. Lamanna, “School middle leadership: A systematic review,” Educational Management
Administration & Leadership, vol. 51, no. 2, pp. 270-288, Mar. 2023, doi: 10.1177/1741143220983328.

A. Harris, M. Jones, and N. Ismail, “Middle leaders and middle leadership in schools: Exploring the knowledge base,” School
Leadership & Management, vol. 37, no. 5, pp. 439-452, 2019, doi: 10.1080/13632434.2019.1578738.

P. Gronn, “From distributed to hybrid leadership practice,” in Distributed Leadership, A. Harris, Ed. Dordrecht: Springer, 2009,
pp. 197-217, doi: 10.1007/978-1-4020-9737-9_11.

M. del P. Garcia-Rodriguez, 1. Gomez-Hurtado, I. Gonzalez-Falcon, and J. M. Coronel, “Distributed leadership practices in two
Spanish public primary schools,” International Journal of Educational Management, vol. 39, no. 4, pp. 817-836, Jun. 2025, doi:
10.1108/1JEM-10-2023-0536.

M. J. R. Real and A. B. Botia, “Professional Identity and School Management in Spain: Other’s Point of View,” Revista
Brasileira de Educagao, no. 23, pp. 1-24, 2018, doi: 10.1590/S1413-24782018230083.

S. W. Lee and X. Mao, “Recruitment and selection of principals: A systematic review,” Educational Management Administration
& Leadership, vol. 51, no. 1, pp. 629, Jan. 2023, doi: 10.1177/1741143220969694.

L. A. Holgado-Apaza et al., “A machine learning approach to identifying key predictors of Peruvian school principals’ job
satisfaction,” Frontiers in Education, vol. 10, May 2025, doi: 10.3389/feduc.2025.1580683.

M. Tintoré, R. Lopez-Meseguer, D. Ardura, and A. Galan, “Percepciones de directivos escolares en centros de contextos
desfavorecidos sobre el liderazgo y la organizacion escolar,” (in Spanish), Aula Abierta, vol. 52, no. 1, pp. 33-42, Mar. 2023, doi:
10.17811/rifie.52.1.2023.33-42.

M. M. Alayoubi, M. J. Al Shobaki, and S. S. Abu-Naser, “Strategic Leadership Practices and their Relationship to Improving the
Quality of Educational Service in Palestinian Universities,” International Journal of Business Marketing and Management, vol. 5,
pp. 24564559, 2020.

K. Leithwood, K. S. Louis, S. Anderson, and K. Wahlstrom, “How leadership influences student learning,” 2004. [Online].
Auvailable: https://www.wallacefoundation.org/knowledge-center/documents/how-leadership-influences-student-learning.pdf

J. Sheng, and H. Wu, “The Relationship Between Principal Leadership and Student Achievement: A Multivariate Meta-Analysis
with an Emphasis on Conceptual Models and Methodological Approaches,” Educational Administration Quarterly, vol. 61, no. 2,
pp- 234-281, 2024, doi: 10.1177/0013161X241286527.

H. Wu and J. Shen, “The association between principal leadership and student achievement: A multivariate meta-meta-analysis,”
Educational Research Review, vol. 35, p. 100423, Feb. 2022, doi: 10.1016/j.edurev.2021.100423.

F. Bektas, A. C. Kiling, and S. Glimiis, “The effects of distributed leadership on teacher professional learning: mediating roles of
teacher trust in principal and teacher motivation,” Educational Studies, vol. 48, no. 5, pp. 602-624, Sep. 2022, doi:
10.1080/03055698.2020.1793301.

M. S. Bellibag, S. Gimiis, and Y. Liu, “Does school leadership matter for teachers’ classroom practice? The influence of
instructional leadership and distributed leadership on instructional quality,” School Effectiveness and School Improvement,
vol. 32, no. 3, pp. 387412, Jul. 2021, doi: 10.1080/09243453.2020.1858119.

D. E. DeMatthews, D. S. Knight, and J. Shin, “The Principal-Teacher Churn: Understanding the Relationship Between Leadership
Turnover and Teacher Attrition,” Educational Administration Quarterly, vol. 58, no. 1, pp. 76-109, Feb. 2022, doi:
10.1177/0013161X211051974.

H. Shaked and C. Schechter, “Systems thinking among school middle leaders,” Educational Management Administration &
Leadership, vol. 45, no. 4, pp. 699-718, Jul. 2017, doi: 10.1177/1741143215617949.

J. R. Landis and G. G. Koch, “The Measurement of Observer Agreement for Categorical Data,” Biometrics, vol. 33, no. 1, p. 159,
1977, doi: 10.2307/2529310.

L. Bardin, Andlisis de contenido. Spain: Akal (in Spanish), 2002.

J. Heikka, H. Pitkdniemi, T. Kettukangas, and T. Hyttinen, “Distributed pedagogical leadership and teacher leadership in early
childhood education contexts,” International Journal of Leadership in Education, vol. 24, no. 3, pp. 333-348, May 2021, doi:
10.1080/13603124.2019.1623923.

I. Garcia-Martinez, M. A. Diaz-Delgado, and J. L. Ubago-Jiménez, “Educational Leadership Training, the Construction of
Learning Communities. A Systematic Review,” Social Sciences, vol. 7, no. 12, p. 267, Dec. 2018, doi: 10.3390/socsci7120267.

L. Berkovich, “School leaders and transformational leadership theory: time to part ways?” Journal of Educational Administration,
vol. 54, no. 5, pp. 609-622, Aug. 2016, doi: 10.1108/JEA-11-2015-0100.

C. Nevarez, J. L. Wood, and R. Penrose, Leadership Theory and the Community College: Applying Theory to Practice. USA:
Stylus Publishing, 2013.

R. N. Amanchukwu, G. J. Stanley, and N. P. Ololube, “A Review of Leadership Theories, Principles and Styles and Their
Relevance to Educational Management,” Management, vol. 5, no. 1, pp. 6-14, 2015, doi: 10.5923/j.mm.20150501.02.

A. Schleicher, Preparing Teachers and Developing School Leaders for the 21st Century: Lessons from around the World. France:
OECD Publishing, 2012.

The complexity of school leadership in Spain: between leadership and ... (Sergio Cored-Bandrés)



1140 O3 ISSN: 2252-8822

[39] S. Tabrizi and G. Rideout, “Exploring Situational Leadership in the Education System: Practices for Multicultural Societies,”
International ~ Journal of Innovative  Business  Strategies, vol. 5, no. 1, pp. 234-244, 2019, doi:
10.20533/1jibs.2046.3626.2019.0033.

[40] A. Z. H. Zohair, M. Shooroq, D. Najwa, and B. M. 1. Hytham, “High School Principals’ Situational Leadership and Its
Relationship with Teachers’ Achievement Motivation,” European Journal of Contemporary Education, vol. 10, no. 4, pp. 1027—
1041, Dec. 2021, doi: 10.13187/ejced.2021.4.1027.

[41] C. Day and P. Sammons, Successful Leadership: A Review of the International Literature. United Kingdom: CfBT Education
Trust, 2013.

[42] R. J. Halsey and A. Drummond, “Reasons and Motivations of School Leaders who Apply for Rural, Regional and Remote
Locations in Australia,” Australian and International Journal of Rural Education, vol. 24, no. 1, pp. 69-77, 2014, doi:
10.47381/aijre.v24i1.679.

[43] M. Connolly, C. James, and M. Fertig, “The difference between educational management and educational leadership and the
importance of educational responsibility,” Educational Management Administration & Leadership, vol. 47, no. 4, pp. 504-519,
Jul. 2019, doi: 10.1177/1741143217745880.

[44] P. Hallinger, “Leadership for learning: lessons from 40 years of empirical research,” Journal of Educational Administration,
vol. 49, no. 2, pp. 125-142, Mar. 2011, doi: 10.1108/09578231111116699.

[45] C. M. Shields, Transformative Leadership in Education: Equitable and Socially Just Change in an Uncertain and Complex
World. New York: Routledge, 2017.

[46] M. Barakat, J. M. Lakin, E. Reames, and F. Kochan, “The Cultural Competence of Educational Leaders: Developing a Conceptual
Framework and Assessment Tool for Leadership Development,” Journal of School Leadership, vol. 31, no. 6, pp. 483-501, Nov.
2021, doi: 10.1177/1052684620972059.

[47] T. M. Kin and O. A. Kareem, “School leaders’ Competencies that make a difference in the Era of Education 4.0: A Conceptual
Framework,” International Journal of Academic Research in Business and Social Sciences, vol. 9, no. 5, pp. 214-225, May 2019,
doi: 10.6007/1IJARBSS/v9-i4/5836.

[48] P. Kwan, “Is Transformational Leadership Theory Passé? Revisiting the Integrative Effect of Instructional Leadership and
Transformational Leadership on Student Outcomes,” Educational Administration Quarterly, vol. 56, no. 2, pp. 321-349, Apr.
2020, doi: 10.1177/0013161X19861137.

[49] Y. Liu, M. S. Bellibas, and S. Giimiis, “The Effect of Instructional Leadership and Distributed Leadership on Teacher Self-
efficacy and Job Satisfaction: Mediating Roles of Supportive School Culture and Teacher Collaboration,” Educational
Management Administration & Leadership, vol. 49, no. 3, pp. 430453, May 2021, doi: 10.1177/1741143220910438.

[50] T. Bush, Theories of Educational Leadership and Management, 5th ed. London: SAGE Publications Ltd, 2020.

[51] A. Baltaci and A. Balci, “Complexity Leadership: A Theorical Perspective,” International Journal of Educational Leadership and
Management, vol. 5, no. 1, pp. 30-58, Jan. 2017, doi: 10.17583/ijelm.2017.2435.

[52] T. Bark and E. Bell, “Issue Prioritization by Bureaucratic Leaders: The Influence of Institutional Structure,” Administration &
Society, vol. 51, no. 6, pp. 915-950, Jul. 2019, doi: 10.1177/0095399718810194.

[53] B. Kershner and P. J. McQuillan, “Complex Adaptive Schools: Educational Leadership and School Change,” Complicity: An
International Journal of Complexity and Education, vol. 13, no. 1, pp. 4-29, 2016, doi: 10.29173/cmplct23029.

[54] B. A. Whitworth and J. L. Chiu, “Professional Development and Teacher Change: The Missing Leadership Link,” Journal of
Science Teacher Education, vol. 26, no. 2, pp. 121-137, Feb. 2015, doi: 10.1007/s10972-014-9411-2.

[55] C. Day, Q. Gu, and P. Sammons, “The Impact of Leadership on Student Outcomes,” Educational Administration Quarterly,
vol. 52, no. 2, pp. 221-258, Apr. 2016, doi: 10.1177/0013161X15616863.

[56] M. D. Young, K. M. Winn, and M. A. Reedy, “The Every Student Succeeds Act: Strengthening the Focus on Educational
Leadership,” Educational Administration Quarterly, vol. 53, no. 5, pp. 705-726, Dec. 2017, doi: 10.1177/0013161X17735871.

[57] E.O. Lee et al., “What About Me? The Importance of Teacher Social and Emotional Learning and Well-Being in the Classroom,”
Beyond Behavior, vol. 32, no. 1, pp. 53-62, Apr. 2023, doi: 10.1177/10742956221145942.

[58] S. Lucas-Mangas, L. Valdivieso-Leon, I. M. Espinoza-Diaz, and J. Tous-Pallarés, “Emotional Intelligence, Psychological Well-
Being and Burnout of Active and In-Training Teachers,” International Journal of Environmental Research and Public Health,
vol. 19, no. 6, p. 3514, Mar. 2022, doi: 10.3390/ijerph19063514.

[59] R. A. M. Al-khamaiseh, R. P. Bailey, and A. Jarvis, “Definitions of Sustainable Leadership in Education: A Systematic Review
and Analysis,” Journal of Research on Leadership Education, vol. 1, p. 18,2024, doi: 10.1177/19427751241283029.

BIOGRAPHIES OF AUTHORS

Sergio Cored-Bandrés 4 B8 © s a lecturer in the Department of Didactics and School
Organisation at the University of Zaragoza. He holds a degree in Primary Education Teaching,
a master’s degree in Advanced Studies in Language, Communication, and its Pathologies, and
a PhD in Education. He is a member of the recognized research group Education and
Diversity. His research interests focus on functional diversity, particularly individuals with
autism spectrum disorder (ASD), as well as active and inclusive methodologies, including the
use of technology as a key tool for intervention. He currently serves as coordinator of the
Departmental Section of Huesca (Educational Sciences) and of the specialization in
therapeutic pedagogy at the Faculty of Humanities and Education. He can be contacted at
email: scoban@unizar.es.

Int J Eval & Res Educ, Vol. 15, No. 2, April 2026: 1129-1141


mailto:scoban@unizar.es
https://orcid.org/0000-0001-9563-6789
https://scholar.google.com/citations?user=foA3IFQAAAAJ&hl=es
https://www.scopus.com/authid/detail.uri?authorId=57222254397
https://www.webofscience.com/wos/author/record/AIC-5763-2022

Int J Eval & Res Educ

ISSN: 2252-8822 a 1141

Maria Mairal-Llebot 2 E:d B8 © holds a degree in Early Childhood Education Teaching and
a master’s degree in Advanced Studies in Language, Communication, and its Pathologies. She
is a Doctor of Education with a focus on inclusive education and the support of vulnerable
groups. Her research interests encompass education for all and the integration of technology in
learning, aiming to foster an accessible and equitable educational environment. She is a
member of the recognized research group Education and Diversity. She can be contacted at
email: mmairal@unizar.es.

Sandra Vazquez-Toledo Bl 2 js PhD in Educational Sciences, Degree in
Psychopedagogy and Diploma in Teaching from the University of Zaragoza. Professor in the
area of Didactics and School Organisation. Her current lines of research focus on school
management, innovation in teaching-learning processes, active methodologies and transversal
competences. He has participated in numerous conferences, research projects, and educational
innovation. Member of the research group Education and Psychological Processes
(EducaViva). Director of the Edelvives Foundation Chair of Integral Educational Care.
Secretary of the Department of Educational Sciences. She can be contacted at email:
svaztol@unizar.es.

Cecilia Latorre-Cosculluela = F:d Cisa professor in the Department of Didactics and
School Organization at the University of Zaragoza. She researches the use of active
methodologies and technologies to achieve more meaningful, accessible, and motivating
learning. Her commitment focuses on transforming teaching, adapting it to changing times,
and student needs. She can be contacted at email: clatorre@unizar.es.

The complexity of school leadership in Spain: between leadership and ... (Sergio Cored-Bandrés)


mailto:mmairal@unizar.es
mailto:svaztol@unizar.es
mailto:clatorre@unizar.es
https://orcid.org/0000-0001-9424-1478
https://scholar.google.es/citations?user=3PB185kAAAAJ&hl=es&oi=ao
https://www.scopus.com/authid/detail.uri?authorId=58672424200
https://www.webofscience.com/wos/author/record/HHM-3567-2022
https://orcid.org/0000-0003-2206-2299
https://scholar.google.es/citations?user=GUMuT9UAAAAJ&hl=es&oi=ao
https://www.scopus.com/authid/detail.uri?authorId=57189237224
https://www.webofscience.com/wos/author/record/JVN-6708-2024
https://orcid.org/0000-0002-6083-8759
https://scholar.google.es/citations?hl=es&user=4YkRrNAAAAAJ
https://www.scopus.com/authid/detail.uri?authorId=57200030902
https://www.webofscience.com/wos/author/record/ACZ-4972-2022

