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ABSTRACT

Digital leadership in education is often discussed in terms of skills and technology integration; however, less is known
about how future education managers develop leadership thinking through structured learning processes. This study
examines how sequenced learning tasks in a graduate education management course support the development of
leadership thinking, managerial judgment, and professional identity. A longitudinal qualitative case study design was
used. Written artefacts from five participants over fifteen weeks were analysed using thematic analysis across four time
points to trace developmental change. Findings show a clear progression from initial problem framing focused on
infrastructure, teacher capacity, and equity, toward policy-otiented sensemaking through international comparison.
This evolved into context-sensitive managerial judgment and finally collective strategic solutions integrating
infrastructure, governance, teacher development, and equity. The study suggests that instructional sequencing can
function as a mechanism for developing leadership thinking and positions ICT governance as a pedagogical context
for building systems thinking and decision-making capacity in future education managers.

Keywords: Digital leadership, educational management, ICT governance, leadership thinking.

Gelecegin Egitim Yéneticilerinde Liderlik Diigiincesinin BI'T Yénetigimi Uzerinden
Gelistirilmesi: Uzunlamasina Bir Vaka Calismasi

oz

Egitimde dijital liderlik genellikle beceriler ve teknoloji entegrasyonu ¢ercevesinde ele alinmaktadir; ancak gelecegin
egitim yoneticilerinin liderlik dustincesini yapilandirilmis 6grenme stiregleri yoluyla nasil gelistirdikleri yeterince
bilinmemektedir. Bu ¢alisma, lisanststii bir egitim yonetimi dersinde uygulanan sirali 6grenme gérevlerinin lidetlik
dusiincesi, yonetsel muhakeme ve mesleki kimlik gelisimini nasil destekledigini incelemektedir. Boylamsal nitel durum
calismasi deseninde yuritilen arastirmada, bes katilimcinin on bes haftalik stirecte trettigi yazihi Griinler dort zaman
noktasinda tematik analiz ile incelenmistir. Bulgular, 6grencilerin baglangicta altyapi, 6gretmen kapasitesi ve esitlik
odakli problem ¢ercevelemesinden uluslararast karsilastirmalar yoluyla politika odakli anlamlandirmaya; ardindan
baglamsal yonetsel muhakemeye ve son olarak altyapi, yonetisim, 6gretmen gelisimi ve esitligi butinlestiren kolektif
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stratejik ¢Oziimlere ilerledigini géstermektedir. Calisma, yapilandirlmig 6gretim siralamasinin liderlik distincesini
gelistiren bir mekanizma olabilecegini ve BIT yonetisiminin gelecegin egitim yoneticileri igin sistem dustincesi ve karar
verme becerilerini gelistiren pedagojik bir baglam sundugunu géstermektedir.

Anahtar Kelimeler: Dijital liderlik, egitim yonetimi, BIT yonetisimi, liderlik diisincesi.
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INTRODUCTION

Digital technologies have become central to how contemporary organizations operate, govern, and pursue
strategic objectives. Across sectors, digital infrastructures now shape decision-making processes,
organizational coordination, and relationships with stakeholders. As a result, digital transformation is no
longer understood as a purely technical undertaking, but as an ongoing process of strategic renewal that
requires managerial judgment, leadership, and organizational learning (Vial, 2019; Warner & Wiger, 2019).
These developments have intensified expectations placed on managers, who are increasingly required to
lead technology-mediated change while navigating uncertainty, ethical considerations, and competing
organizational priorities (Kane, 2019).

In the education and other public-sector organizations, this shift has been particularly pronounced.
Information and communication technologies (ICT) now underpin core functions such as curriculum
delivery, assessment, data management, and accountability mechanisms. Consequently, decisions about ICT
provision increasingly involve questions of governance, equity, sustainability, and public value, rather than
issues of technical implementation alone (Dexter & Richardson, 2020; Meijer & Bekkers, 2015). Educational
leaders are therefore expected to exercise strategic and ethical leadership in relation to ICT, coordinating
among diverse stakeholder groups while responding to rapid technological change (Bond et al., 2019).

Digital transformation necessitates a re-evaluation of classical forms of educational leadership. Recent
research has referred to transformational, transactional, distributed, digital, and system-oriented leadership
models to explain these changes (Karakose et al., 2024; Witthoft et al., 2025). These approaches describe
the functions of leaders in planning technology, decision-making, and resource allocation through different
theoretical lenses. However, there is no unified scientific consensus on the practical applicability and relative
effectiveness of these models. This indicates that the digitalization of leadership should not be based on a
universal model but rather implemented through contextual and institutional conditions.

Transformational leadership primarily relies on vision-building and motivating staff. Previous research has
demonstrated the influence of this model on the diffusion of innovative technologies in schools (Witthoft
et al., 2025). Nonetheless, weaknesses in structural planning and sustaining systemic change are noted. In
contrast, transactional leadership regulates the use of technological resources through control and
performance-based management. Another research (Nita & Gutu, 2023) highlights the positive impact of
this model on student engagement in higher education institutions with advanced technological
infrastructure. Although both models yield positive results in different contexts, neither seems sufficient to
meet the full demands of technological transformation on its own.

In parallel, distributed leadership has emerged as a valuable framework in digitally transforming schools,
emphasizing shared responsibility, collective sensemaking, and capacity-building across stakeholders (Harris
& Jones, 2020). This approach has become increasingly prominent in post-pandemic education systems,
where principals and school leaders are relying more on teams and peer collaboration to implement digital
strategies (AlAjmi, 2022; Okunlola et al., 2024). Distributed leadership also aligns with current thinking on
digital innovation as a networked and co-owned process rather than a top-down initiative. However, we
argue that unclear distribution of responsibilities and weak coordination can limit its practical effectiveness.

Digital leadership encompasses a multidimensional set of capabilities, combining technological proficiency,
strategic foresight, pedagogical innovation, and ethical accountability. While the concept has gained
theoretical traction, its practical development and implementation remain uneven across educational
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contexts. (Jameson et al., 2022) offer a systematic analysis of digital leadership in higher education,
highlighting its potential to drive institutional innovation. However, as (Karakose et al., 2024) note, despite
its conceptual richness, the operationalization of digital leadership lacks clarity, with few established
pathways for implementation in practice. This gap between theory and application is further evidenced by
another study (Dasruth et al.,, 2024) who observe that leadership in many schools continues to rely on
conventional approaches, thereby constraining the adoption of digital leadership practices. Yet, the broader
literature remains limited in addressing how such leadership competencies are developed, particularly
through formal training or professional preparation. This situation underscores the need for empirical
research that examines the processes through which digital leadership is cultivated, especially among future
educational leaders.

System-oriented leadership conceptualizes digital transformation in education not as isolated interventions
but as complex ecosystem changes. McCarthy et al. (2023) argue that the parallel integration of
infrastructure, pedagogical practices, and policy frameworks plays a decisive role in the success of
transformation efforts and that isolated technology initiatives are ineffective in creating systemic change.
Supporting this systemic argument, Sosa-Diaz et al. (2022) redefine the epistemological nature of ICT
integration: the process manifests not as a psychological phenomenon at the individual teacher level but as
a sociological one at the school level. This distinction is critical because it shifts the focus of intervention
strategies from individual competencies to institutional space creation. Understanding the interrelated
clements of the system makes leaders' decisions more purposeful and impactful, although practical
implementation is often limited by centralized management systems and financial resource constraints.

At the methodological level, the current body of research is primarily based on descriptive or modeling
approaches which address the question what is happening? but largely neglect bow and why it happens. The most
significant gap is the near absence of longitudinal empirical studies tracking the temporal development of
leadership. Cotrim and Da Silva Gomes (2024) document this gap systematically and argue that high-quality
longitudinal designs are critical for understanding the dynamic processes of leadership development. This
gap is particularly problematic as the process by which current learners - future decision-makers - acquire
leadership skills remains largely a black box. We analyse that McCarron et al. (2023) partially address this
gap by showing how leadership education programs shape students’ abilities and motivations. However,
their analysis still falls short of fully explaining the micro-processes of leadership identity development over
time. Thus, we argue that most existing studies focus on describing current forms of leadership.
Investigating how future leaders acquire these skills and designing effective pedagogical models for this
process remains a pressing issue.

This study responds to that gap by investigating how future education managers develop leadership-oriented
thinking, managerial judgment, and professional identity through participation in a sequenced set of course-
based learning tasks within a graduate-level ICT management program. The study is guided by the following
research question: How does a sequenced set of course-based learning tasks shape the development of
leadership-oriented thinking and professional identity among future education managers engaging with ICT
governance? This question is significant for two reasons. First, it directs attention toward the process of
leadership development rather than its outcomes, responding to calls for longitudinal and process-oriented
research in this field (Cotrim & Da Silva Gomes, 2024). Second, it positions instructional design as an active
mechanism in leadership preparation rather than a neutral delivery vehicle, with implications for how
graduate management programs are conceptualised and structured. The study accordingly makes two
contributions: it generates empirical evidence on the temporal dynamics of leadership thinking development
within formal management education, and it offers a theoretically grounded account of how pedagogical
sequencing can function as a deliberate developmental pathway for cultivating leadership-oriented
capabilities among future education managers.

THEORETICAL BACKGROUND

This study is theoretically grounded in contemporary perspectives on management learning, leadership
development, and experiential education, with particular emphasis on sensemaking theory, experiential and
reflective learning, and leadership identity development. Together, these perspectives provide a coherent
framework for understanding how future education managers develop managerial competence in complex,
technology-mediated contexts.
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Management Learning as a Sensemaking, Experiential, and Reflective Process

Recent work in management education frames learning as a process of sensemaking, in which learners make
sense of ambiguity, interpret experience, and gradually form managerial judgment (Calvard, 2025; Louws et
al., 2025; Maitlis & Christianson, 2014). Sensemaking is not simply about acquiring knowledge; it involves
confronting uncertainty and constructing meaning in contexts that lack clear answers. This approach aligns
with broader educational sensemaking research showing that individuals navigate uncertainty through social
interaction, interpretation, and reflection (Calvard, 2025; Louws et al., 2025). In educational leadership
contexts, sensemaking helps explain how learners begin to frame complex organizational challenges and
how these frames evolve over time. In formal learning environments, initial sensemaking does not occur in
isolation. It is shaped by learners’ existing intuitions and their engagement with structured activities. Tasks
that encourage learners to articulate perceptions of challenge can surface implicit judgments that serve as
the raw material for deeper learning. This resonates with the recent study (Reissner & Armitage-Chan, 2024)
that conceptualizes professional identity formation as an interpretive process shaped by ongoing
engagement with experience, values, and existing mental models.

Experiential learning theory provides insight into how this early sensemaking becomes elaborated and
refined. Although foundational work by Kolb (1984) remains influential, recent scholarship emphasizes that
experiential learning should be understood as an iterative cycle in which concrete experiences, active
experimentation, conceptual reflection, and reflective observation interact to shape more complex forms of
understanding (Dillard et al., 2024; Kolb, 1984). In contemporary educational settings, learners’ engagement
with realistic constraints and contextual complexity prompts them to revisit earlier interpretations, adjust
assumptions, and integrate new insights. As such, experiential engagement offers conditions under which
sensemaking is extended and reshaped (Bonesso et al., 2024).

Research in high-quality, peer-reviewed contexts shows that structured reflective practice systematically
bridges experience and conceptual understanding, enabling learners to transform concrete experiences into
informed judgments rather than mere descriptions. For example, systematic reviews of Kolb’s experiential
learning cycle emphasize that reflective observation 1s essential for deep learning, as it connects experience to
theory and supports transfer of learning in higher education settings (Villarroel Henriquez et al., 2025).
Empirical investigations also demonstrate that reflective practice mediates the relationship between
experiential learning and metacognitive awareness, which in turn fosters deeper understanding and
professional competence during practicum and fieldwork (Ho & Lau, 2025). In addition, research in
educational design shows that intentionally structured reflective tasks such as guided journals or Do-Reflect-
Apply models enhance learners’ ability to analyze experiences, draw theoretical connections, and plan future
actions, thereby promoting higher-order thinking and adaptive judgment (Ingles & Retallick, 2025).
Research in leadership education highlights that structured reflexivity-reflection that explicitly considers
values, assumptions, and interpersonal dynamics-supports collective and individual learning by deepening
awareness of decision logic and collaborative reasoning (Wei, 2024). All of these studies illustrate that
structured reflection is a cognitive and metacognitive mechanism. It supports the integration of experience
with conceptual frameworks and advances learning beyond intuitive or surface-level reasoning,.

These perspectives point to management learning as a developmental process rather than the step-by-step
acquisition of separate competencies. Learners encounter uncertain and complex situations, try to interpret
what is happening, act, and then reconsider those actions in light of what they have experienced.
Sensemaking captures how individuals interpret and organize ambiguous situations, experiential learning
describes how direct involvement in real tasks produces material for that interpretation, and reflective
learning explains how looking back on experience allows these interpretations to be tested, revised, and
carried forward into more mature forms of managerial judgment.

Leadership development and identity formation

Leadership development is now widely understood as an identity-based and developmental process, rather
than the acquisition of isolated skills (Clapp-Smith et al., 2019; DeRue & Myers, 2013; Owen, 2023). Recent
leadership education research emphasizes that leadership identity forms through repeated opportunities to
enact leadership roles, reflect on experience, and reconcile personal values with professional responsibilities
(Bonesso et al., 2024). Within management education, project-based and collaborative learning
environments are particularly effective for fostering leadership identity development, as they require learners
to assume responsibility, negotiate priorities, and engage in collective decision-making (Raelin, 2018). Meta-
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cognitive reflection further supports identity integration by enabling learners to explicitly articulate how
their understanding of leadership has evolved over time (McCarron et al., 2023; Sunderman & Orsini, 2024).
In the context of ICT provision and management, leadership identity development is especially relevant.
Recent research on digital and educational leadership suggests that managing technology requires not only
strategic competence but also ethical awareness, systems thinking, and responsibility for social outcomes
((Bond et al., 2019; Bonesso et al., 2024; Dexter & Richardson, 2020). These perspectives align with the
present study’s focus on ICT as a leadership and governance domain, rather than a technical function.

Synthesis of frameworks for the present study

Sensemaking theory provides the primary analytical lens for interpreting students’ early engagement with
ICT challenges in Task 1, where participants confronted unfamiliar governance problems without
established frameworks and relied on intuitive, morally driven interpretations to make sense of complexity
(Calvard, 2025; Maitlis & Christianson, 2014). As the course progressed into Tasks 2 and 3, experiential and
reflective learning theory became increasingly relevant, underpinning the interpretation of how comparative
policy analysis and contextual adaptation required students to move iteratively between concrete
engagement with real governance problems and conceptual reflection on their implications (Kolb, 1984;
Villarroel Henriquez et al., 2025). In the later stages of the course, leadership identity development theory
frames the interpretation of both the group project and the final reflection, where assumptions of collective
responsibility, negotiation of strategic priorities, and meta-cognitive synthesis of learning indicated that
students were not only developing managerial knowledge but actively constructing a professional sense of
self as future education managers ((Clapp-Smith et al., 2019; McCarron et al., 2023). These three frameworks
do not operate as independent lenses but as a theoretically coherent sequence, each capturing a distinct but
related dimension of how leadership-oriented thinking is cultivated through pedagogically designed
engagement with ICT governance problems.

METHODOLOGY

Research Design

This study adopted a qualitative longitudinal case study design to examine how Master’s-level students in an
Education Management program developed their understanding of ICT provision and management over
the course of a 15-week (one semester). A qualitative approach was appropriate because the study sought
to explore participants’ meanings, interpretations, and conceptual development rather than to generate
statistically generalizable results (Creswell & Poth, 2018). A case study design enabled an in-depth
investigation of a bounded educational context-namely, a single course delivered over a defined time period-
within which students’ managerial and leadership-oriented ICT thinking evolved (Yin, 2018).

Context of the study

The study was conducted within a Master’s-level course titled ICT" Provision and Management in Education,
offered as part of an Education Management program at a higher education institution in Azerbaijan. The
course was designed to frame ICT management as a leadership and governance challenge, emphasizing
strategic planning, coordination, and ethical responsibility rather than focusing on technical integration. The
instructional design incorporated reflective writing, comparative policy analysis, and project-based learning,
approaches that have been shown to support deep learning and professional development in management-
oriented higher education contexts (Biggs & Tang, 2011; Kolb, 1984).

Participants

The participants consisted of five Master’s students enrolled in the Education Management program in one
of the universities in Azerbaijan who completed all course requirements across the 15-week period. In
qualitative research, small sample sizes are appropriate when the aim is to gain in-depth, context-specific
insights rather than to achieve representativeness (Creswell & Poth, 2018). Participation in the study was
voluntary, and all students provided written informed consent for their coursework to be used for research
purposes after final grades had been submitted. To ensure confidentiality, all data were anonymized and
participants were assigned pseudonyms (S1-S5).

The analytic focus of the study is on patterns of cohort-level conceptual development rather than on
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individual learning trajectories. Although individual student texts served as the primary data source, the
analysis examined how shared forms of managerial reasoning, judgment, and leadership-oriented
understanding emerged and evolved across the group over time. This approach is consistent with qualitative
case study research that seeks to identify developmental patterns within a bounded educational context
rather than to compare individuals or measure individual change. Framing the unit of analysis at the cohort
level enabled the study to capture collective shifts in how ICT provision and management were
conceptualized as students progressed through the sequenced learning tasks.

Data sources

Data were collected from four course-based assessment tasks embedded at strategically sequenced points
across a 15-week graduate-level course. Each task was intentionally designed to capture a distinct stage in
students’ developing understanding of ICT management in educational contexts. The assessment tasks
progressed from early individual reflections on perceived ICT challenges, through comparative international
policy analysis, to collaborative design of ICT-based innovations, and concluded with an integrative end-of-
course reflection. Together, these tasks generated a longitudinal corpus of qualitative data that enabled
examination of how students’ conceptualizations, priorities, and managerial reasoning related to ICT
provision and management evolved over time.

Table 1 summarizes the four assessment tasks, their timing within the course, and their specific research
purposes as data sources for the present case study. The sequential nature of these tasks enabled data
triangulation and supported analysis of conceptual development across the full duration of the course (Yin,
2018).

Table 1. Overview of conrse-based assessment tasks used as data sources

Assessment task Description

Task 1: Individual A 300-400-word reflective writing task completed during the eatly phase of the course.

Reflection Students identified the ICT management area they perceived as most urgent for Azerbaijani
schools and justified their reasoning from a managerial perspective. This task captured
students’ initial problem awareness and prioritization thinking related to ICT provision and
management.

Task 2: Part 1. Choose one developed country and summarize the main ICT-in-education strategies
International Case ©f the selected country (broad vision and goals) (1-2 pages)

Study Analysis Part 2. Identify 2-3 key policies or practices (specific actions, programs, or initiatives) in the
selected country (1-2 pages) (e.g., teacher training, infrastructure, digital curriculum)

Part 3. Analyze how these strategies and policies could be applied or adapted to Azerbaijani
education system and suggest 2-3 practical recommendations

Task 3: Group A group-based project (1500-2000 words) developed during the later stages of the course.

Innovation Project  Students designed an ICT-based innovation addressing a specific challenge within
Azerbaijan’s education system, detailing strategy, implementation steps, resources, risks, and
expected outcomes. This task reflected students’ applied strategic planning and ICT
leadership competencies.

Task 4: End-of- A final reflective commentary completed at the conclusion of the 15-week course. Students
Course Reflective evaluated how their understanding of ICT provision and management evolved across all

Synthesis tasks and reflected on their professional development as future education managers. This
task provided insight into students’ conceptual transformation and leadership identity
formation.

Data Analysis

Data were analyzed using thematic analysis, following the six-phase framework proposed by Braun and
Clarke (20006). This framework provided a structured and transparent process for moving from raw data to
interpretive themes through six defined phases: familiarization, generating initial codes, searching for
themes, reviewing themes, defining and naming themes, and producing the final analysis. Initial
familiarization involved repeated and careful reading of all written artefacts across all four tasks, allowing
the researcher to develop an overall sense of the data before coding began. Inductive coding was then
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applied to identify recurring ideas related to ICT priorities, managerial reasoning, policy transfer, leadership
roles, and professional growth. Codes were assigned without imposing predetermined categories, allowing
themes to emerge from the data itself.

To operationalise the longitudinal dimension of the study, a deliberate cross-task comparative strategy was
employed. Rather than treating each task as a self-contained data set, codes generated from one task were
systematically carried forward and compared with codes from subsequent tasks. This allowed the analysis
to track not only what students understood at each stage, but how their reasoning was reorganised, extended,
or challenged over time. For example, a concern initially coded as “teacher capacity deficit” in Task 1 was
traced across Tasks 2, 3, and 4 to examine whether and how it was reframed - shifting, for instance, into
governance coordination, strategic professional development planning, or systemic risk management, as
students encountered increasingly complex analytical demands. This approach is consistent with
longitudinal qualitative case study designs that treat developmental change as the primary analytic object
rather than a by-product of thematic description (Yin, 2018).

In later tasks, early intuitive codes were reconfigured into broader themes such as governance coordination,
strategic planning, and contextualized policy adaptation, indicating a cohort-level shift toward managerial
judgment and systems thinking. By tracking how similar concerns were reframed across tasks rather than
simply cataloguing content within tasks, the analysis captured changes in the quality and structure of
reasoning over time. The final reflective synthesis was analyzed as a distinct data set, serving as the primary
source of evidence for conceptual transformation and emerging leadership identity at the conclusion of the
course.

Trustworthiness

To enhance the trustworthiness of the study, several strategies were employed across the criteria of
credibility, dependability, and reflexivity (Lincoln & Guba, 1985). Credibility was supported through data
triangulation, achieved by drawing on four distinct assessment tasks collected at sequentially spaced points
across the 15-week course. This multi-source design allowed findings to be corroborated across different
data types and time points rather than resting on a single artefact or moment of data collection. Prolonged
engagement with the data, involving repeated readings of the full corpus over several weeks, further
supported the depth and stability of interpretations. Dependability was strengthened through a systematic
audit trail maintained throughout the analytical process. This trail documented how initial open codes were
developed during familiarization, how codes were subsequently refined, merged, or discarded across
successive readings, and how the rationale for each thematic grouping was recorded.

Coding was conducted in two rounds separated by a two-week interval to reduce interpretive drift and allow
for critical re-examination of early decisions. Emerging themes were also discussed with a colleague familiar
with qualitative educational research, which supported analytical consistency. Reflexivity was explicitly
considered throughout the study. As the researcher was also the course instructor, a dual role was
acknowledged as a potential source of interpretive bias. Several measures were taken to manage this: data
analysis commenced only after final course grades had been submitted, ensuring that evaluative
responsibilities did not influence the analytical process; a reflective research journal was maintained to
surface and interrogate assumptions arising from the instructor role; and interpretations were reviewed
against the raw data at multiple points to guard against projection of expected outcomes. These steps are
consistent with calls for transparency in insider qualitative research (Creswell & Poth, 2018).

Ethical Considerations

Ethical approval was obtained in accordance with institutional guidelines. Participants were informed about
the purpose of the study, the voluntary nature of participation, and their right to withdraw at any time
without academic consequences. Written informed consent was obtained from all participants. All
identifying information was removed, and findings are reported in a manner that preserves participant
anonymity.

RESULTS

This study examined how future education managers developed managerial understanding of ICT provision
and management through a sequenced set of course-based tasks delivered over a fifteen-week semester.
Qualitative analysis of students’ written artifacts (individual reflection, two-stage comparative case study
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analysis, group innovation project, and end-of-course reflection) suggested a coherent developmental
trajectory in managerial thinking. Across tasks, students progressed from intuitive diagnostic framing to
policy-informed sensemaking, then to contextualized managerial judgment, collective strategic leadership,
and finally meta-cognitive integration of learning.

Initial problem awareness and diagnostic framing

The initial reflections demonstrated strong problem awareness, primarily framed as urgent challenges
involving (a) teacher ICT capacity, (b) unequal access (urban—rural divides), and (c) institutional readiness.
Students’ reasoning appeared largely diagnostic and value-laden, with frequent normative language (“must,”
“should,” “urgent”). At this stage, ICT was conceptualized mainly as a system suffering from capability and
equity deficits rather than as a domain requiring formal governance mechanisms. This task therefore
appeared to establish a baseline of intuitive managerial sensemaking, characterised by diagnostic framing
and moral urgency. Later course activities gradually transformed into more structured, policy-oriented, and
context-sensitive managerial judgment.

The initial reflection artefacts showed that students approached ICT in Azerbaijan’s education system with
a noticeable sense of concern and urgency. Rather than offering neutral descriptions, they framed 1CT-
related issues as pressing problems that demanded attention. Across the reflections, three concerns surfaced
repeatedly: limited teacher ICT competence, unequal access between urban and rural schools, and weak
institutional readiness to support meaningful technology use. The tone of these reflections was often
evaluative, with students expressing frustration and responsibility rather than detached analysis.

When students wrote about ICT integration, teacher capacity appeared first and most often. Many
reflections pointed out that digital tools and platforms were already present in schools, yet their potential
remained largely unrealised. Students explained this gap by referring to insufficient training and low
confidence among teachers. Reflection scripts frequently took the form of statements such as fechnology is
available, but teachers do not know how to use it properly in lessons or without training, computers stay unused or are limited
to very basic functions. Through these observations, students tended to locate the problem not in the absence
of resources, but in the lack of human capacity to use them effectively.

Furthermore, issues of equity featured strongly in the reflections. Students often contrasted conditions in
urban schools with those in rural or remote areas, describing unequal internet access and limited
opportunities for online learning outside major cities. Scripts such as students in villages cannot benefit from online
edncation like students in urban schools or weak internet connection makes digital learning almost impossible in rural areas
were common. In this way, ICT was often framed as something that could deepen existing inequalities if
left unaddressed, rather than as a neutral improvement to teaching and learning.

Students also drew attention to cultural and institutional barriers that shaped ICT use in schools. Several
reflections referred to teachers’ reluctance to adopt new technologies, fear of making mistakes, and
continued reliance on traditional teaching methods. These ideas were often expressed in simple but direct
scripts, for example: zeachers are afraid of using technology because they are not confident or even when schools have
equipment, attitudes prevent effective use. Such comments suggest that students appeared already aware that
infrastructure alone cannot drive change without shifts in mindset and organisational culture.

Policy-oriented sensemaking through international comparison

In the comparative case studies, students’ reasoning appeared more structured and systemic. Rather than
focusing only on deficits, students described ICT provision in developed systems as the product of (a) long-
term national strategies, (b) coordinated governance structures, and (c) teacher professional development
ecosystems. Students highlighted the managerial logic of planning and coordination, including trade-offs
between national centralization and school-level autonomy. Across countries, ICT was incrasingly treated
as a governed system rather than a set of tools. This shift was evident in how students interpreted
international examples. For instance, in analyzing Japan’s GIGA School Program, one student framed
device distribution as meaningful only when embedded within broader institutional support, noting that
‘one device per student becomes effective when teacher training, curriculum alignment, and school-level
coordination are developed at the same time.” Similarly, an analysis of Estonia emphasized that ‘digital
transformation is presented as a national leadership project rather than a school-level initiative,” highlighting
the role of centralized vision and governance in sustaining ICT integration.
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Students also began to recognize trade-offs inherent in different governance models. Comparisons between
systems such as Singapore, Finland, and Estonia prompted discussion of the balance between national
standardization and school autonomy. Rather than treating these models as best practices to be replicated,
students used them to reason about alternative policy logics. This comparative framing suggested a transition
from problem awareness to policy-oriented sensemaking, in which ICT was understood as a strategic and
organizational phenomenon rather than a technical intervention.

Contextualized policy transfer and managerial judgment

In the adaptation phase of the case study, students shifted from describing international strategies to making
context-sensitive decisions about applicability to the Azerbaijani education system. Students generally
rejected direct ‘copying’ and instead argued for phased implementation (pilots, staggered scaling,
differentiated support), sustainability planning (maintenance, training continuity), and institutional
readiness. Students also appeared to integrate equity concerns into specific recommendations and began to
articulate risk considerations (privacy, cybersecurity, teacher workload, and wellbeing). International models
were treated as sources of strategic insight rather than templates for replication, indicating the emergence
of context-sensitive managerial judgment.

This shift was evident in how students reasoned about feasibility and sequencing. For example, when
adapting Finland’s ICT approach, one student argued that digital platforms and innovative tools can only be effective
if teachers are first supported through continnous training and confidence-building,” framing professional development
as a prerequisite rather than a parallel activity. Similarly, an adaptation of Estonia’s digital strategy stressed
that infrastructure development should proceed Step by step, beginning with schools where support systems already
exist, before exctending to rural regions,’ reflecting awareness of capacity constraints and sustainability concerns.
Students also showed increasing sensitivity to risk and unintended consequences. In adapting Japan’s GIGA
School model, one analysis highlighted that large-scale device deployment would be ineffective ‘without
localised digital content and on-site technical support for teachers,’ underscoring the managerial risks of underutilisation
and staff overload. Likewise, when examining South Korea’s Al-driven digital textbooks, a student explicitly
weighed potential benefits against challenges related to cost, screen time, teacher preparedness, and data
privacy, concluding that “AI fo0ls should be introduced through limited pilots and clear safegnards rather than nationwide
rollont,’ demonstrating judgment under uncertainty.

Among the different cases, equity considerations became more explicit. Students frequently referenced
urban-rural disparities, unequal access to devices, and the need for targeted support mechanisms. In adapting
Singapore’s national e-learning platform model, one student proposed a phased pilot approach combined
with public-private partnerships to ensure equitable access and long-term viability, rather than immediate
nationwide implementation. These recommendations reflect a shift from aspirational comparison toward
evaluative reasoning grounded in contextual realities.

Collective strategic leadership in project design

In the group project, students framed ICT provision not as a technical issue but as a systemic governance
challenge, explicitly linking infrastructure, teacher capacity, equity, data management, and institutional
coordination into a single strategic problem space. Students demonstrated policy-oriented sensemaking by
synthesizing international case studies from Finland, Estonia, Singapore, Japan, and South Korea into
evaluative benchmarks rather than adopting them as direct models, emphasizing contextual feasibility and
institutional constraints within Azerbaijan.

Working collaboratively, students moved beyond problem identification to develop an integrated ICT
innovation strategy that combined infrastructure planning, teacher professional development, governance
mechanisms, equity considerations, and risk management. Evidence of this collaborative reasoning was
reflected throughout the project.

“Invest in Digital Infrastructure and Access: Aim for 100% high-speed internet and modern devices
in all schools. Continue programs like the national fiber rollout and subsidize or partner with private
ISPs to connect rural areas.” (S1)

ST’s recommendation positioned equitable infrastructure as the foundation for educational innovation,
demonstrating an understanding that successful ICT implementation requires addressing regional disparities
before introducing more sophisticated digital initiatives.
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Students simultaneously emphasized that technological investment should be accompanied by continuous
human capacity development.

“Expand Comprehensive ICT Teacher Training: Establish ongoing professional development
schemes so every teacher gains digital pedagogy skills... create an ICT Mentor Teacher’ network...
and integrate ICT training into pre-service and in-service programs.” (S3)

This recommendation illustrates that students conceptualized ICT innovation as a process requiring
sustained professional learning rather than simply providing technological resources.

Students also proposed developing an integrated digital learning ecosystem supported by coordinated
institutional planning.

“Develop a National LMS and Open Content Platform... This should host curricula, interactive
textbooks, and video lessons in Azeri... Encourage universities to contribute MOOCs or e-courses
to this platform, gradually creating a robust local content repository.” (§4)

This recommendation demonstrates students' systems thinking by integrating digital infrastructure,
curriculum resources, higher education institutions, and knowledge sharing into a unified national strategy.

Furthermore, students recognized that sustainable ICT innovation depends upon effective governance and
secure digital management.

“Strengthen Data Management and Cybersecurity... Develop simple analytics dashboards for
administrators... Implement a secure digital identity system for all learners to protect privacy and
enable safe resource access.” (S2)

Rather than viewing technology as an end in itself, students highlichted governance, evidence-informed
decision-making, and cybersecurity as essential managerial responsibilities supporting educational
transformation.

Finally, students explicitly addressed organizational change and educational equity.

“Support Equity and Change Management: Explicitly address the digital divide and teacher
resistance... Allocate extra funding and technical support to disadvantaged schools... involve
teachers and communities in planning to ensure reforms meet on-the-ground needs.” (S5)

The group’s overall strategic perspective was summarized in its concluding statement:

“By combining infrastructure upgrades, capacity-building, and strategic use of technology, while mitigating
challenges through careful planning, Azerbaijan can significantly enhance its ICT in education strategy.”

These exchanges suggest that leadership-oriented decisions emerged through collaborative reasoning,
evidence synthesis, and strategic prioritization rather than individual preference. Students integrated
infrastructure, professional development, governance, data management, cybersecurity, equity, and
stakeholder collaboration into a coherent innovation proposal. Importantly, ICT innovation was frequently
framed as a leadership and governance responsibility requiring coordinated action among ministries,
schools, universities, private-sector organizations, and local communities. The group project therefore
provides the evidence of collaborative strategic leadership, systems thinking, and higher-order managerial
decision-making,.

Meta-cognitive integration and leadership identity

The final reflection provided an indication of learning transformation. Students articulated a conceptual
shift from understanding ICT as technology provision to understanding it as strategic management and
leadership. This shift was expressed in students’ reflections. S1 captured the conceptual transformation
clearly, writing that “the core shift in my thinking was from seeing ICT as providing technology to
understanding it as managing a process,” indicating a fundamental reorientation from technical to
managerial understanding. S4 also articulated a systems-level awareness, noting that “infrastructure, teacher
skills, digital content, and policies must work together” and that “without proper training, even advanced
technology remains unused,” reflecting an integrated view of ICT governance that was absent in the initial
reflections. Most significantly, S3 described an explicit shift in professional identity: “this course has
reshaped my professional identity. I now see myself not just as a future user of educational technology, but
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as a strategic manager who can plan, implement, and sustain ICT initiatives that truly improve learning.”
Similarly, S2 mentioned: “Now, I understand that I am not only a future educational administrator, but also
as someone who has to think carefully about how digital decisions affect teachers, students, and
communities.” These reflections indicate that students did not merely accumulate knowledge about ICT.
They repositioned themselves as responsible agents within educational systems. This task served as evidence
of meta-cognitive integration and emerging professional identity as an ICT-capable education manager.

Cross-task learning mechanisms underpinning development

Across tasks, distinct learning mechanisms appear to have driven the observed development. The initial
reflection elicited baseline sensemaking and priorities; the comparative case studies structured reasoning
through exposure to governance models; the adaptation task required judgment under contextual
constraints; the group project simulated collaborative strategy-making; and the final reflection enabled
identity integration through meta-cognitive synthesis. Evidence of these mechanisms was reflected in
participants’ written artefacts at each stage. In Task 1, S3 wrote: “The most urgent problem is that teachers
do not know how to use technology effectively without solving this, all other investments will be wasted,”
reflecting an intuitive, capacity-focused framing characteristic of early-stage sensemaking. By the adaptation
phase of Task 2, the same concern was reframed by S3 as: “Teacher development must be embedded into
the governance structure itself, not treated as a separate activity it should be part of the strategic plan from
the beginning,” indicating a clear shift from problem diagnosis toward governance thinking. In the final
reflection, S5 stated: “Looking back, I can see how each task pushed me to think differently. First I was
describing problems, then comparing systems, then making decisions, and finally I could see how all of it
connected to what kind of leader I want to be.” This developmental arc, visible across participants' written
artefacts, suggests that sequenced course design may function as a deliberate developmental pathway for
management learning rather than a collection of isolated assessments.

DISCUSSION

This study provides a process-based account of how future education managers develop leadership-oriented
understanding of ICT governance through participation in a sequenced set of learning tasks. Rather than
treating digital leadership as a fixed set of competencies or traits to be transmitted, the findings demonstrate
that ICT governance functions as a developmental arena in which sensemaking, managerial judgment, and
professional identity are progressively constructed over time. By tracing cohort-level changes in reasoning
across four analytically connected tasks, the study responds to recent calls for longitudinal and process-
oriented research in leadership development (Cotrim & Da Silva Gomes, 2024) and extends digital
leadership scholarship beyond its predominantly cross-sectional and outcome-focused orientation (Jameson
et al., 2022; Karakose et al., 2024).

A first theoretical contribution concerns the role of intuitive sensemaking as a starting point rather than an
obstacle in digital leadership learning. Existing sensemaking theory tends to treat intuitive and analytical
frames as sequential or opposed, with intuitive reasoning giving way to more structured interpretation as
expertise develops (Maitlis & Christianson, 2014). The present findings complicate this view by showing
that intuitive frames were not replaced but reorganized through pedagogical engagement, functioning as
cognitive raw material from which more sophisticated governance reasoning was constructed. This extends
sensemaking theory (Calvard, 2025) in a way that has direct implications for leadership educators.
Instructional design that builds upon rather than corrects students’ initial interpretations may be more
effective in supporting deeper conceptual development.

A second contribution advances understanding of how managerial judgment develops in digital governance
contexts. While digital leadership research frequently emphasises vision, innovation, and technological
proficiency (AlAjmi, 2022; Dexter & Richardson, 2020), it provides limited insight into how leaders learn
to reason under institutional constraints and competing priorities. The present findings show that this
capacity is not acquired through instruction alone but develops incrementally through exposure to tasks that
require contextually grounded decision-making. This supports and extends theories of managerial work that
define leadership as judgment under conditions of ambiguity rather than optimization (DeRue & Myers,
2013; Mintzberg, 2009), and positions ICT governance specifically as a domain in which such judgment
becomes both visible and consequential for learners in formal management education.

A third contribution concerns the relationship between digital governance engagement and leadership
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identity formation. Identity-based models of leadership development argue that professional identity forms
through sustained engagement with role-relevant problems rather than through abstract instruction (Clapp-
Smith et al., 2019; McCarron et al., 2023; Sunderman & Orsini, 2024). The present study extends this
argument by identifying digital governance as a particularly generative site for identity work. The links
between ICT governance and public accountability, ethical risk, and system-wide consequences create
conditions under which leadership identity is not merely discussed but actively rehearsed and formed within
formal management education.

A fourth contribution concerns instructional sequencing as a developmental mechanism for management
learning. Experiential and reflective learning theories have long emphasised cycles of experience and
reflection as drivers of deep learning (Kolb, 1984; Villarroel Henriquez et al., 2025). However, these
frameworks often treat individual learning episodes as self-contained rather than as elements of a cumulative
developmental sequence. The present findings show that when distinct task types, namely diagnostic
reflection, comparative policy analysis, contextualised adaptation, and collaborative strategic design, are
arranged to build upon one another, they activate different but interconnected learning processes that
collectively constitute a developmental pathway. This offers a theoretically grounded account of how
instructional sequencing, rather than isolated skill training, can function as a deliberate mechanism for
cultivating leadership-oriented capabilities in management education.

These four contributions suggest a coherent process-based account of digital leadership learning.
Sensemaking, managerial judgment, and leadership identity do not develop independently or in parallel.
They form an interconnected developmental sequence in which each stage reshapes and extends what
preceded it. The value of this study lies in making that sequence visible, empirically grounded, and
theoretically interpretable. It shifts attention in digital leadership research from outcomes and competency
profiles toward the learning processes and pedagogical conditions through which future leaders come to
think, decide, and position themselves within digitally mediated education systems.

Practical implications

The findings of this study point to several specific implications for graduate education management
programs in contexts similar to Azerbaijan, where ICT governance is an emerging priority and future school
leaders have limited prior exposure to policy-oriented thinking about technology.

First, the study shows that students' initial framing of ICT challenges in terms of teacher capacity and urban-
rural inequality was not a sign of shallow thinking but a genuine cognitive resource. Program designers in
similar contexts should therefore open ICT management courses with tasks that ask students to articulate
and justify their perceived priorities rather than introducing theoretical frameworks immediately. This allows
instructors to understand where students are starting from and to design subsequent tasks that build directly
on those starting points.

Second, the shift from deficit-oriented thinking to governance-oriented reasoning in this study did not
happen through reading or lecturing alone. It happened when students were required to analyse how a
specific country, such as Estonia or Japan, built a coordinated national ICT strategy and then explain why
that approach worked institutionally. This suggests that comparative case analysis should be a compulsory
rather than supplementary component in education management curricula, and that assessment tasks should
explicitly require students to move beyond description toward institutional explanation.

Third, the adaptation task in this study, where students evaluated whether and how international strategies
could be applied to Azerbaijan, was the point at which managerial judgment became most visible. Students
began reasoning about sequencing, sustainability, equity, and risk only when they were forced to make and
justify context-specific decisions. Programs should therefore include adaptation tasks as a distinct
assessment type, separate from case analysis, with explicit criteria rewarding feasibility reasoning and risk
awareness rather than idealism or ambition.

Fourth, the group project revealed that collective leadership practice emerged specifically from the need to
resolve genuine disagreements about strategic priorities, such as whether to prioritise infrastructure or
teacher development first. This suggests that group projects in management education should be designed
around contested strategic problems rather than consensual planning exercises. Assessment rubrics should
reward evidence of negotiation, revised positions, and collectively justified conclusions rather than smooth
and harmonious final reports.
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Fifth, the end-of-course reflection in this study was the only task where students explicitly articulated a
change in their professional self-understanding. Programs that omit this type of integrative reflective task
risk leaving identity development implicit and unarticulated. A structured reflection prompt asking students
specifically to compare how they understood ICT management at the start versus the end of the course,
and what kind of education manager they now see themselves becoming, can make leadership identity
formation a deliberate and assessable outcome rather than an incidental by-product.

Limitations

This study has several limitations that should be acknowledged when interpreting the findings. First, the
study is based on learning artefacts from a single graduate course at one institution, and the observed
developmental patterns may reflect features of the specific instructional design rather than broader
educational contexts. The small sample size of five participants, while appropriate for an in-depth qualitative
case study, precludes any claims about the representativeness of the developmental patterns observed.
Findings should not be generalised beyond this bounded case, and the developmental trajectory described
reflects this particular cohort's engagement with this specific instructional design rather than a universal
pathway of leadership development. Second, the study was conducted within a specific institutional and
national context. The higher education environment in Azerbaijan, including its program structures, student
profile, prior exposure to ICT governance concepts, and institutional culture, may have shaped the findings
in ways that limit their transferability to other national or institutional settings. Readers working in different
contexts should interpret the findings with this in mind, and future research should examine whether similar
developmental trajectories emerge under different contextual conditions. Third, the analysis relies on written
artefacts, which capture articulated reasoning but not real-time interaction or decision-making processes.
The findings therefore reflect what students chose to express in assessed work, which may not fully
represent the breadth of their thinking or the cognitive processes underlying it. Fourth, the findings reflect
short-term development within a single semester. Longer-term sustainability of the observed shifts in
reasoning and the transfer of leadership-oriented thinking to professional practice cannot be determined
from this data alone. Finally, as an interpretive qualitative study, the analysis does not support causal claims
about the effects of individual learning tasks on specific learning outcomes.

Future research directions

Future research could extend this work in several important ways. One promising direction would be to
examine similar sequenced learning designs across multiple institutions, programs, or national contexts.
Comparative studies could help identify which learning mechanisms observed here are context-dependent
and which are more broadly transferable across management education settings. Further studies could also
incorporate additional data sources, such as classroom observations, peer feedback, or interview data, to
capture sensemaking and judgment processes as they unfold in interaction. This would allow researchers to
examine not only what students articulate in written artefacts, but how managerial reasoning emerges
through dialogue, disagreement, and negotiation. Longitudinal research represents another important
avenue. Tracking students beyond the course, into internships or professional roles, would help determine
whether the observed shifts in ICT-related managerial thinking and leadership identity persist and influence
real-world decision-making. Such work could strengthen connections between management education
research and professional practice. Finally, future studies could experimentally vary elements of course
design, such as the sequencing of tasks or the balance between individual and collective work, to explore
how different pedagogical configurations shape managerial learning. This would contribute to a more fine-
grained understanding of how instructional design functions as a developmental pathway rather than a
collection of isolated activities.

Conclusion

This study examined how future education managers develop leadership-oriented thinking, managerial
judgment, and professional identity through participation in a sequenced set of course-based learning tasks
within a graduate-level ICT management program. This development did not occur through the
transmission of predefined competencies; it emerged through sustained engagement with governance
problems that required students to interpret complexity, weigh competing priorities, and assume
responsibility for system-level decisions. ICT management therefore functioned not as a technical
competence to be acquired, but as a pedagogical context through which responsibility, coordination, and
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strategic decision-making were learned.

The findings make four theoretical contributions. Intuitive sensemaking frames served as cognitive raw
material for more sophisticated governance reasoning rather than obstacles to be corrected. Managerial
judgment developed incrementally through tasks that required contextually grounded decision-making
under institutional constraints. Digital governance proved to be a generative site for leadership identity
formation, with students moving from diagnosing problems to positioning themselves as accountable future
managers. Instructional sequencing itself functioned as a deliberate developmental mechanism, with four
distinct task types, when arranged cumulatively, activating qualitatively different but interconnected forms
of learning.

These contributions point to a clear principle for graduate management programs preparing future
education leaders: the nature and sequence of the problems students engage with matters as much as the
content they are taught. Programs that move students progressively from diagnostic reasoning through
comparative analysis, contextual adaptation, and collective strategic decision-making are better positioned
to cultivate the judgment, responsibility, and professional identity that effective educational leadership
requires. Further research across different institutional and national contexts would help determine how
these developmental processes unfold under different pedagogical conditions, and whether the trajectory
observed here is transferable beyond this bounded case.
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GENISLETILMIS OZET

Bu makale, Azerbaycan'da bir yuksek lisans Egitim Yonetimi programinda okuyan bes 6grencinin, 15
haftalik bir ders boyunca BIT (Bilgi ve Iletisim Teknolojileri) yonetisimine iliskin liderlik odakli diisiinme,
yonetsel muhakeme ve mesleki kimlik gelisimlerini boylamsal nitel bir vaka calismasiyla incelemektedir.
Dijital déntistim artik salt teknik bir mesele degil, stratejik yenilenme siireci olarak goriilmekte; egitim
alaninda BIT yonetisimi lidetlerin yonlendirmesi gereken bir yonetisim, esitlik ve kamu degeri sorunu haline
gelmektedir. Mevcut literatiir dontistimct, islemsel, dagitik, dijital ve sistem odaklt liderlik modellerini tartissa
da bu modellerin pratik uygulanabilirligi konusunda fikir birligi yoktur. En 6nemli bosluk, liderlik gelisiminin
zaman icindeki seyrini izleyen boylamsal arastirmalarin neredeyse hi¢c bulunmamasidir; mevcut ¢alismalar
genelde "ne oluyor" sorusuna odaklanirken "nasil ve neden" sorusunu ihmal etmektedir. Calisma, gelecekteki
egitim yoneticilerinin sirali ders gérevleri yoluyla liderlik diistincesini nasil gelistirdigini arastirarak bu boslugu
doldurmayt amaglamaktadir.

Kuramsal temel U¢ ana gerceveden olusmaktadir: anlamlandirma (sensemaking) kurami, deneyimsel ve
yansitict 6grenme kurami ve liderlik kimligi gelisimi kurami. Anlamlandirma kurami, 6grencilerin belirsizlikle
nasil baga ¢iktigini ve sezgisel yargilarini nasil olusturdugunu aciklarken; deneyimsel/yansitict 6grenme,
somut deneyimlerin kavramsal anlayisa nasil déntstiging; liderlik kimligi kurami ise sorumluluk tistlenme
yoluyla mesleki kimligin nasil insa edildigini actklamaktadir. Bu ti¢ cerceve, calismada birbirini takip eden
asamalar olarak buttnlestirilmistir.
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Arastirma, dort siralt degerlendirme gérevinden veri toplamistir: bireysel yansitma, 6grencilerin Azerbaycan
okullarinda en acil gordiikleri BIT sorununu tanimladigi kisa bir yazi olarak tasarlanmistir; uluslararast vaka
calismasi analizinde gelismis bir tlkenin BIT stratejisi incelenip Azerbaycan baglamina uyarlanmistir; grup
inovasyon projesinde 6grenciler BIT tabanlt bir ¢6ziim tasarlamis; ders sonu yansitict sentezde ise dgrenciler
kendi gelisimlerini degetlendirmistir. Veriler, Braun ve Clarke'n alti asamali tematik analiz yontemiyle
incelenmis, kodlar gérevler arasinda karsiastirilarak zamansal degisim izlenmistir. Givenilirlik icin veri
gesitlemesi, denetim izi ve arastirmact yansitictigy (kendisi ayn1 zamanda ders 6gretmeni oldugu igin) gibi
onlemler alinmugtir.

Bulgular, bes asamali tutarli bir gelisim 6riintiisii ortaya koymaktadir. Ogrenciler ilk yazilarinda 6gretmen
yetersizligi, kirsal-kentsel esitsizlik ve kurumsal hazir olmama konularina ahlaki kaygtyla ("must," "should,"
"urgent") yaklagmis, BIT'i bir eksiklik sorunu olarak gérmiistiir; bu, sezgisel ve tanisal bir baslangic
cercevelemesini yansitmaktadir. Uluslararast karsilastirmali analiz asamasinda 6grenciler, Japonya'nin GIGA
programi veya Estonya'nin merkezi vizyonu gibi 6rnekleri inceleyerek BIT' yonetilen bir sistem olarak
kavramsallagtirmaya baslamis, politika odaklt bir anlamlandirmaya gee¢mistir. Uyarlama asamasinda ise
ogrenciler dogrudan kopyalamayr reddederek asamali uygulama, siirdirilebilirlik planlamast ve risk
degerlendirmesi (gizlilik, siber giivenlik, 6gretmen is yiki) onermis, baglamsallastirilmis yonetsel yargt
sergilemistir. Grup projesinde Ogrenciler altyapi, Ggretmen gelisimi, veri yonetimi, esitlik ve degisim
yonetimini tek bir stratejik cercevede birlestirmis, BIT'i bakanliklar, okullar, tiniversiteler ve ézel sektér
arasinda koordinasyon gerektiren bir yonetisim sorumlulugu olarak gérmistiir; bu da kolektif stratejik
liderligin kaniti sayilmustir. Son yansitmalarda 6grenciler kendilerini artik "teknoloji kullanicisi" degil
"stratejik yonetici" olarak gordiiklerini ifade etmis, bu da mesleki kimlikte actk bir déniistimii ve tGst-bilissel
bitiinlesmeyi gostermistir.

Tarttsma kisminda ¢alisma dort kuramsal katki sunmaktadir: sezgisel anlamlandirmanin bir engel degil, daha
sofistike yonetisim muhakemest igin bilissel hammadde islevi gordigi; yonetsel yarginin kurumsal kisitlar
alinda kademeli gelistigi; dijital yonetisimin liderlik kimligi insast i¢cin verimli bir alan oldugu; ve ders
stralamasinin kendisinin kasith bir gelisimsel mekanizma olarak islev gordiigii g6sterilmistir. Pratik a¢idan,
programlarin derslerine dnce 6grencilerin sezgisel 6nceliklerini ifade etmelerine izin vermeleri, ardindan
karsilastirmali vaka analizi, baglamsal uyarlama, ¢cekismeli grup projeleri ve biitinlestirici son yansitmalarla
ilerlemeleri 6nerilmektedir.

Stnurliiklar arasinda tek kurum, kiiciik 6rneklem (5 kisi), yazili materyallere dayanma ve tek dénemlik kisa
vadeli gbzlem yer almakta olup bulgular genellenebilir degildir. Gelecek arastirmalar icin ¢coklu kurum/tlke
karsilastirmalari, gézlem ve goériisme verileriyle zenginlestirme, mezuniyet sonrast boylamsal takip ve ders
tasarimi unsurlarinin deneysel olarak degistirilmesi 6nerilmektedir. Sonug olarak galisma, BIT yénetiminin
teknik bir yetkinlik degil, sorumluluk, koordinasyon ve stratejik karar almanin 6grenildigi pedagojik bir
baglam olarak islev gérdiigiint; ve ders gérevlerinin sirasinin, icerigi kadar 6nemli oldugunu vurgulamaktadir.
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