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Abstract

This study investigates how principals and teachers exercise leadership to drive academic excellence and sustainable school improvement. Grounded in the evolving discourse of distributed leadership, it explores how formal and informal leaders work collaboratively to influence pedagogy, student outcomes, and school culture. Through semi-structured interviews with six experienced educators across four schools, the study offers context-rich insights and identifies key themes through content analysis and word cloud techniques.
The findings underscore that “collaborative engagement, teamwork, and fluid, emergent leadership approaches” are critical to transforming schools—especially when infused with “teacher leadership characteristics.” Teachers and principals alike emphasized the need for a “shared vision, open communication, and mutual trust,” as key enablers of innovation and continuous improvement. Leadership, the study shows, is “not confined to administrative hierarchies but is distributed across the professional community,” allowing teachers to lead from within the classroom and engage in decision-making processes.
In line with this, the study advocates for enhanced professional development and in-service training, tailored to boost the leadership capacity of teachers and heads alike. It also calls for broader, longitudinal research on teacher leadership to inform policy and practice. Overall, the study supports the growing consensus (e.g., Blasé & Blase, 1999; Driel, Beijaard, & Verloop, 2001) that collaborative, inclusive leadership is essential for meaningful and lasting school reform

Introduction
In order to face the challenges of this new millennium and rapidly changing world, tremendous efforts have been put in for school improvement. The demand for quality education is a global trend. In such a situation, the role of teachers is no longer merely a knowledge transmitter; teachers have to take up extra administrative duties, along with the principals. Teachers are getting more and more involved in school management and thus the principals’ leadership role becoming more complex than ever before in pursuit of genuine improvement of schools.
Effective leadership is generally regarded as a central component of securing and sustaining school improvement. The evidence from the school improvement literature consistently highlights that effective leaders can exercise a powerful influence on schools’ capacity to improve and upon the achievement of students (Leithwood, et al., 1999). There is a shift from ‘singular’ leadership, practiced by the principal to different stakeholders, in particular teachers. As teacher leadership has been getting more and more an essential element in school improvement, this is why Fullan (2001) comments that teachers are the key to school change.
This research paper encapsulates discussion on crucial leadership experiences of teachers and principals in school improvement. The paper pin-points the gaps in leadership experiences in the literature and the leadership experiences of principals and teachers for school development. It includes various leadership aspects ranging from styles to qualities. The deployed methods to findings, and other requirements like seeking permission to acknowledging all the relevant individuals to institutions are succinctly elaborated.

[bookmark: _TOC_250038]Significance of the Study
This study offers valuable insights for educational practitioners, school leaders, policymakers, and researchers committed to improving schools through collaborative and distributed leadership. By examining the “lived leadership experiences” of principals and teachers at different school levels, it illustrates how shared leadership impacts “teaching quality, student achievement, and overall school effectiveness.”
As schools increasingly function as learning communities, the study emphasizes the need to understand how teachers and principals “co-lead and contribute to school development.” It underscores the “transformative potential of teacher leadership,” showing that empowering teachers to lead within their classrooms and school systems enhances decision-making, drives innovation, and strengthens school culture. This aligns with Blasé and Blase’s (1999) view that teacher leadership fosters professional growth and instructional improvement.
For school leaders, the findings highlight how to cultivate teacher leadership through “trust, collaboration, and professional autonomy.” For policymakers, the study provides “evidence-based recommendations” to shape leadership development programs and training initiatives that support both formal and informal leaders.
Moreover, by offering “context-specific data from real school environments,” the research contributes meaningfully to the literature on educational leadership. It helps bridge the gap between theoretical constructs and the day-to-day realities of school leadership, making it a valuable reference for future studies exploring distributed leadership in varied educational contexts.
 Statement of Problem
Despite growing global recognition of the importance of shared and distributed leadership in educational settings, there remains a lack of contextualized understanding of how principals and teachers collaboratively contribute to academic excellence and sustainable school improvement. The traditional hierarchical model of school leadership—where the principal is seen as the sole change agent—is gradually being replaced by more inclusive approaches that value teacher leadership and collective decision-making. However, empirical research capturing the lived experiences of school leaders and the impact of such collaborative leadership practices on teaching, learning.
[bookmark: _TOC_250039]Objectives of the Research
1. To examine how leadership is exercised by principals and teachers in middle, primary, and lower secondary schools, and how their experiences contribute to school development and improvement.
2. To explore the role of teacher leadership and collaborative practices in fostering effective school environments and enhancing student learning outcomes.
3. To generate empirical insights into evolving leadership models in schools and inform the practices of school leaders and policymakers for sustainable school transformation.


Literature Review
[bookmark: _TOC_250036] Introduction
Effective leadership is still an imperative topic when it comes to school improvement. Effective leaders who have indirect but significant impact are often identified as a prerequisite for school improvement in a review of studies on successful schools. Evidence from the international literature has shown that the preferred style of leadership is no longer the traditional authoritarian one with the school principal acting as the only boss and looking down on his or her subordinates; rather, the school leadership role is evolving toward a non- traditional structure in which all school staff, especially teachers, are participating in leadership (Pounder, Ogawa & Adams, 1995).
Therefore, this chapter encapsulates in some detail about leadership styles starting from transformational to instructional, principal to teacher leadership. It enunciates how the school leadership should evolve to accelerate school improvement.
[bookmark: _TOC_250034]Transformational leadership
The works of Bass are a source of transformational leadership (Rost, 1993; Owens, 2001). It is a leadership approach that aims to satisfy the needs of the colleagues. Transformational leadership can convert colleagues into leaders and may convert leaders into moral agents. Through intense inspiration, it also aims to meet the demands of the colleagues. It involves collaboration (Owens, 2001). Considering the needs of the colleagues keeps them motivated and the moral standard of the leader becomes high. It expects colleagues to collaborate. In such a collaborative relationship colleagues develop a sense of commitment and motivation to act beyond the expected level.
Transformational leadership has a strong role to play on how teachers work with each other and with the principal. Teacher leadership has values of transformational leadership: influence, communication, inspiring others and raising expectation. It fosters a greater sense of teaching and collective work in a collaborative atmosphere (Pounder, 2006). It also gives teachers a sense of belonging and empowering in a joint effort to improve the school.
This approach encourages and empowers leadership in others. This is the basis of teacher leadership in school. Muijs and Harris (2006) reinforce the assertion by adding that this leadership is concerned with empowering others, and is also related to successful schools and effective leadership practice.
[bookmark: _TOC_250033] Principalship
The principal occupies the most important position in school as a leader. It is the principal who sets the mood of the school which goes along with the teacher into the class. The school principal gives life to school activities between parents, students, staff and the community as a whole. Sergiovanni (2006) suggests the traditional role of the principal was focused on administrative processes and functions totally on schoolwork. He further brings out the new roles of the principal being leading, planning, controlling and organizing. A principal is an educational school expert with certain qualifications. The country’s laws, norms and values guide his or her work.
In some countries the principals are selected while in others is appointed after being in service for some years. In Bhutan appointment came from hand picking to having to go through interview and principal having to sit interview to the position level P1 as a principal. He/she is an instructional leader in a group of professionals. A certified teacher, coordinating the activities of the school among students and other staff establishes the best relationship for school improvement (Edgerson, 2006).
The current role of the principals
The role of the principal has shifted from an authoritarian figure to a facilitator and influential leader who works with staff to create a culture of continuous learning and realize the school vision. According to Fullan (2002), the principal is "a leader in education who concentrates on the technical resources, coherence of professional community programs, and the development of teachers' knowledge and abilities." Fullan also highlights roles such as "peer learning, leadership for instruction, reinforcing learning communities, and individual coaching."
Blasé and Blase (1999) emphasize that learning occurs "when individuals exchange ideas," and the principal supports this ongoing learning process, boosting "the moral purpose of the school." The principal fosters an environment where "new teachers are encouraged and happy to work as teachers."
From a moral perspective, the principal serves as a facilitator, aligned with care ethics where the leader "should focus on serving and assisting people" (Greenleaf, 1977; Murphy, 2005; Noddings, 2005). Vazquez, cited in Murphy (2005, p.39), states, “a leader's job is to develop people's capacities and to inspire them to find creative methods to use those capacities.”
Mulford (2003) adds that the principal "provides individual support to appreciate the work of the staff," promotes "an atmosphere of care and trust," and acts as "the pace setter for the rest of the staff." By example, principals "set a structure that encourages the staff to take part in decision making by distributing leadership and supporting autonomy." They work toward consensus and communicate it to all, fostering a "strong sense of focus." The principal "encourages staff to be innovative and facilitates opportunities for staff to learn from each other," thus embodying the role of a transformational leader.
[bookmark: _TOC_250032][bookmark: _TOC_250031]Teacher leadership
Defining what qualifies a teacher for leadership can be challenging, but several academics have contributed definitions. Wasley (1991) defined teacher leadership as “the ability to influence colleagues to make changes or take unconventional actions.” Katzenmeyer and Moller (2001) describe teacher leaders as those who “lead both inside and outside of the classroom,” participate in “a network of professional learners and school leaders,” and “encourage others to engage in better educational practice.”
Anderson (2004), along with Conley and Muncey (1999), view teacher leadership as a reform emphasizing “greater teacher accountability, professionalism, and collaboration,” rooted in “school improvement and the shared decision-making initiative.” Anderson stresses that “teachers will play a greater role in decision-making than ever before” and that this requires a shift in the relationship between teachers and principals, fostering mutual appreciation and collaboration.
A teacher exhibiting leadership can “influence their peers without the help of a leader like the principal,” motivating them toward change and action. This fosters “a learning community” where leadership “can be distributed rather than centralized.” Mulford (2003, p.19) supports this by describing teacher leadership as “a type of collective leadership in which teachers gain competence via cooperative work.”
These leadership approaches also “boost the respect of the instructors,” recognizing that every teacher’s abilities and viewpoints “should be valued.” Sergiovanni (2006) calls this relationship “collegiality and congeniality,” emphasizing that leadership must be “flexible, emergent, and treating all actors equally,” enabling collaboration in complex organizations and accelerating growth.
Teacher Leadership for School Improvement
Danielson (1996) states unequivocally that “teachers must be the source of leadership in order to promote school development.” Research shows that teacher collaboration is “a crucial component of school improvement” (Hargreaves, 1991; Little, 1990; Rosenholz, 1989), yet this resource remains underutilized in many schools. McGhan (2002) emphasizes that “teacher leadership is necessary to implement long-lasting educational improvements,” and Cohen (2002) agrees that efforts to transform education “should center on and be driven by teachers.” Ovando (1996) adds that teachers “are better equipped to directly contribute to school's effectiveness and improvement” when given leadership roles.
Pellicer et al. (1990) observed that leadership was “a shared duty of teachers and principals in the most successful schools.” Zimmerman and Jenkins (2004) argue that by enhancing teachers’ leadership skills, schools can continuously improve through “the distribution of leadership opportunities and responsibilities across the entire school,” which fosters “an increased sense of belonging.” Weiss and Cambone (2000) found that “innovations faced resistance in schools lacking shared leadership” but were “largely accepted and executed in schools having shared leadership.”
Evans (1996) describes teacher leaders as those who “coordinate activities and bring people together as a group,” creating teamwork by combining “individual visions and skills.” Smylie (1995) points out that teacher leadership increases teacher efficacy by focusing on lifelong learning, superior instruction, and “sharing best practices with colleagues,” which leads teachers to “take chances, tackle obstacles, and try out novel teaching techniques.” These factors directly enhance teacher effectiveness.
Teacher leadership “can lead to school improvement,” with a direct link between “teachers’ increased effectiveness and improvements in student achievement.” Katzenmeyer and Moller (2001) found that “teacher empowerment through teacher leadership increases teachers' self-efficacy with regard to student learning.” Likewise, Ovando (1996) states that teachers in leadership roles “are better able to innovate in the classroom and improve student learning results.”
[bookmark: _TOC_250030]Shared decision making
Howey (1988), Muijs and Harris (2006), and Greenlee (2007) all point out that schools were traditionally centralized institutions with principals at the top. They were operating as the top echelons of the schools, making nearly all of the decisions by themselves.
Members engage in meaningful dialogue and active engagement, which makes it easier to commit to decisions. The teachers are devoted to the process, possess relevant knowledge, and have simple implementation strategies. The participation of teachers in school decision-making is a sign of democratization in a school (Harris, 2003). A collective decision takes time, though, as it may take some effort to reach a consensus because of individuals' divergent goals.
[bookmark: _TOC_250029]Professional learning communities
A professional learning community (PLC) is a process where teachers regularly exchange knowledge within a school, both formally and informally. According to Driel, Beijaard, and Verloop (2001) and Murphy (2006, p.149), PLCs aim “to improve academic performance, decrease teachers' isolation in their classes without interacting with one another, and create a collaborative community that will support problem-solving in the classroom” (Stoll et al., 2006). These programs are especially effective “when teachers and principals are both participating” (Fennell, 2005), as they work to integrate new learning practices to enhance knowledge and teaching abilities.
Murphy (2005, p.149) highlights that an essential component of a PLC is “the sharing of knowledge through discourse and information exchange.” This is realized through “shared problem solving, shared language, shared work, and the isolation of teachers' work becoming public and open.” Embedded characteristics of a PLC include “staff participation from all levels, an emphasis on student learning and school development, staff collaboration and cooperation, and the staff's cohesiveness” (Driel, Beijaard & Verloop, 2001).
Harris (2003, p.231) defines a professional learning community as “a commitment to creating a school-wide culture where collaboration is expected of all teachers as well as to teacher sharing.”
Collaboration
For all team members to accept one another's uniqueness and look for fresh ways to enhance the school, trust is crucial. Through cooperation, both individuals' and the community's interests are met (Collinson & Cook, 2007). In order to accomplish a task, it takes a team effort to make it less difficult. This relates to the interpersonal relationships that have developed amongst employees in any organization. This is similar to helping someone within the company with a task that is not directly your responsibility. The major goal of teacher leadership is collaboration since it serves as a vehicle for change through group action (Frost and Durrant, 2003).
In a collaborative environment, there is no hierarchy and power is based on peer control. Teachers have a shared sense of authority and function well as colleagues who trust and support one another. The teachers are given the freedom to exercise their own judgment and the chance to experiment with the methodology they have built together. Collaboration is designed to help students learn more effectively, as seen by their performance. According to Muijs and Harris (2006), a collaborative culture establishes a culture of trust and cooperation and has a common goal shared by all members that shapes the school (Pounder, 2006). With this, they establish the school's objectives, which direct them in the direction of their desired vision. They hold meetings where these topics are frequently discussed as they work to build the school's vision. With this, they establish the school's objectives, which direct them in the direction of their desired vision. These topics are frequently discussed in meetings where the school's vision is being developed in a trustworthy and honest manner.
Collaboration in the teaching profession aims to demonstrate that teaching is a social activity that does not require special training for an individual. It necessitates collaboration with co-workers, which helps teachers learn (Printy & Marks, 2006). The school as an organization changes favorably when teachers take on leadership roles that combine increased responsibility and teamwork, which also helps to reduce teacher alienation (Muijs & Harris, 2006). Strong collegial ties between them indicate that engagement fosters idea sharing and  the emergence of fresh leadership.
According to Northouse (2007, p.221), “a Leadership requires a collaborative environment to flourish”. There should be an environment that encourages teamwork, trust, openness, respect, consistency, and honesty. A collaborative environment promotes communication, safety, problem-solving guidance, and problem management in an environment of good teacher leadership.
Teamwork
According to Conley and Muncey (1999), a wide range of topics related to teaming up in terms of teacher leadership, including school organization and restructuring, the skills instructors need, and team members' perspectives on teacher leadership. One educator believed that each faculty member was a team unto themselves: "I feel that is a team." Additionally, it was noticed that all teachers led their teams.
[bookmark: _TOC_250026]Methodology
The development of a school might potentially be impacted by a variety of educational leadership behaviors and qualities. This study's objective was to learn more about principals' and teachers' leadership experiences in school improvement. This study will also look at the effects of teacher leadership. Ten additional interview questions were combined with one primary, important research main question and the framework for this study. The methodology employed for this study is addressed in explicit detail, along with the interview procedure with the principals and teachers, any potential bias on the side of the researcher, and the environment in which the interviews were conducted.
[bookmark: _TOC_250025]Research design
[image: ]A research design simply depicts the development stages of the research. It starts from the research topic, research sample, data collection procedure and techniques to analyze the data (Creswell, 2005; Gall, Gall & Borg, 2003).

Chart 1: A research design of an exploration of principals’ and teachers’ leadership Experiences
[bookmark: _TOC_250024]   

Qualitative paradigm
The qualitative paradigm, also known as the interpretive or anti-positivist paradigm, emphasizes a subjective, holistic understanding of reality through human experience (Creswell, 2003; Cohen et al., 2007; Gall, Gall & Borg, 2003). Unlike the mechanistic and objective nature of the positivist paradigm, qualitative research allows the use of multiple methods—such as interviews, questionnaires, surveys, and case studies—to explore complex social phenomena. It is characterized by its interactive and conversational approach to uncovering truth.
Selected method
After reviewing research methods in the educational, human, and social sciences, qualitative research emerges as a more flexible and effective approach for exploring complex situations. It allows researchers to study phenomena in natural, interactive settings, enabling a deeper understanding of participants' perspectives and lived experiences (Gall, Gall & Borg, 2007). This method produces high-quality, authentic data (Borg & Gall, 1989) and supports the use of diverse tools such as interviews, surveys, and questionnaires for data collection.
[bookmark: _TOC_250023]Interview
Creswell (2003), Newell (1996), and Yin (2003) define interviews as oral exchanges in which researchers ask questions and participants respond, either individually or in groups. Gall, Gall, and Borg (2003) add that these responses may be recorded or videotaped. In this study, interviews were recorded using a mobile phone and iPad. Key informants were selected based on their knowledge of the research issues.
[bookmark: _TOC_250021]Participants and Sampling
In this study, principals were selected based on their positions within the school, while teachers were chosen using a combination of convenience sampling and non-probability sampling (Miles & Huberman, 1994). Selection was guided by participants' years of experience at their respective schools and their willingness to take part in the study. Wherever possible, efforts were made to ensure gender diversity; however, all four principals selected happened to be male.
Work experience was also a factor in the selection of schools. The principals' experience ranged from five to over twenty years, while among the teachers, the least experienced had four years of service, with others exceeding two decades. One senior staff member with a master’s degree was also included in the study.
Convenience sampling, as described by Cohen, Manion, and Morrison (2007), refers to selecting participants who are most readily available, often termed “accidental” or “opportunity sampling.” This approach was used to access the most accessible and willing teachers for interviews.
During the interviews, care was taken to maintain a balanced interaction. As noted by Borg and Gall (1989), interviewers should avoid letting any participant dominate the conversation. Additionally, it was important to allow participants to express their views naturally, without undue influence from the interviewer’s tone or emotions (Cohen et al., 2007; Creswell, 2003).
[bookmark: _TOC_250019]Data transcription
Fielding (1996) posits that the choice in the transcription of the data is to select the information that is relevant to the research or to write down everything, including the choice between verbatim and selective transcription. It is important to note that not all the information in the interview will be useful for the research. Hence, caution must be taken in transcribing the interview, as all that took place might not be useful. However, the researcher has used verbatim transcription, for this study.
Miles and Huberman (1994) stated that the respondents’ words were the basic form of the data. Thus, the researcher transcribed the interview data with caution to maintain the accuracy of the information gathered.
Data display
Miles and Huberman (1994, p. 11) suggest, "The data display is a summary of assembled information that shows the themes that emerge from the interview." The inclusion of the excerpts in the results provides a rich source of information. Patton (2002, p. 437) argues that a "good description takes the reader into the setting described." The data displayed is shown in Table 1.
[image: ]
                           Table 1 Data Display
[bookmark: _TOC_250016]Data collection and analysis
As mentioned earlier, the only sources of my data are interviews. The data by itself is not knowledge. The researcher generated knowledge from the data gathered. There are many programs used to analyse the data in qualitative research in educational leadership. For this research, the researcher decided to use the content analysis approach to transform the verbal interview into meaningful findings. The researcher took notes as a means to back up the tape- recorded interviews as suggested by Patton (2002).
[bookmark: _TOC_250015]Presentation of Themes
The data analysis was carried out to identify common themes in respondents’ descriptions of their lived experiences (here it refers to the teaching and learning experiences of teachers and students). The researcher followed Creswell’s (2014) six steps of data analysis procedures. All audio recordings of the interviews were transcribed and reviewed by the researcher. All the participants (three teachers and three principals) responded in English, making the researcher’s work easier. This avoided the risk of misinterpretations during translation.
Firstly, the researcher listened to the recorded interview repeatedly and transcribed the data. Secondly, read the transcription again and again to make sense, as suggested by Creswell (2009). To derive the relevant themes from the data, two different analysis strategies were used. The first strategy used was the "word cloud." According to McNaught and Lam (2010, p.629) "a word cloud is a special visualization of text in which the more frequently used words are effectively highlighted by occupying more prominence in the representation." Word clouds can be a useful tool for preliminary analysis and for the validation of previous findings. This research tool was found to be a fast and visually rich strategy to help researchers gain some basic understanding of the data at hand. The result from the word clouds is presented in Figure 1. The second strategy used was color coding. The researcher searched and highlighted text for similar and repeated ideas, concepts, and keywords with the same colors, followed by different ideas, concepts, and keywords with different colors. This strategy facilitates comparisons and the identification of patterns that can be used to draw themes and sub-themes.
 
                      [image: ]

Figure 1: Word clouds generated by Jason Davies online clouds generator.
[bookmark: _TOC_250014]Discussion of Themes
This section presents recurring themes. It was divided into two parts. Part one is from the responses of principals, and Part two is from the teacher participants. It was from the face-to-face interview of the principals and teachers of three schools (Dalegthang LSS, Gangzor PS, and Dagapella MSS). Their lived leadership experiences are divided into various themes, which are outlined in the following sections.
Data Interpretation 
This sub-section presents the findings and discussions revealed by the data. Seven pertinent issues namely teamwork, collaboration, empowerment, trust, decision- making, professional development and support and care are discussed in this sub- section.
Teamwork
For both principals and teachers, the concept of teamwork has evolved to recognize that everyone can take on leadership roles (Conley & Muncey, 1999). Teachers often assume leadership by sharing professional knowledge with colleagues. Teamwork involves dialogue among members who see themselves as experts and part of a professional community (Lambert, 2003), a view supported by Hargreaves, Halasz, and Pont (2007).
Both principals and teachers understand teacher leadership similarly—as collaborative teamwork where staff jointly lead projects, planning, professional development, and other school activities. This collective agency, described by Muijs and Harris (2006), assigns different teams responsibility for various tasks. Through this partnership, professional learning communities form, where teachers collaboratively discuss and work toward school development goals, frequently revisited in group and staff meetings.
[bookmark: _TOC_250006]Collaboration
Collaboration between teachers and principals is characterized by ongoing lateral and horizontal communication, where teachers listen, advise, share ideas, and empower one another both formally and informally. This peer-controlled collaboration replaces traditional hierarchical structures (Print & Marks, 2006). A culture of trust, honesty, and divided authority allows teachers the freedom to experiment with teaching strategies and express themselves openly (Collinson & Cook, 2007).
Social interactions, such as frequent meetings and connections beyond the school, play a vital role in teamwork. Working groups and subject meetings generate new knowledge and foster change through peer collaboration (Harris & Muijs, 2003).
While schools maintain a formal leadership structure with a designated leader, they aim for more fluid leadership. Sergiovanni (2006) describes this as congeniality, a trusting, loyal relationship enabling open dialogue and mutual respect. Teachers and principals see leadership as participative, collaborative, and grounded in their distinct roles but exercised independently, fostering a professional culture centered on teaching and learning.
[bookmark: _TOC_250005]Empowerment
Respondents perceive shared and teacher leadership as empowering, emphasizing the balance between collaboration and individual autonomy. One principal noted that teachers in his school demonstrate this behavior, aligning with Gonzales and Linda’s (2004) view that granting teachers autonomy and involving them in school matters is key to retaining quality staff.
Teachers report feeling motivated and a strong sense of belonging, with a perception that there is no traditional “boss.” Frost and Durrant (2003) stress the importance of creating schools as communities where everyone has a voice and opportunities for leadership. Similarly, Yukl (2002) highlights that empowerment fosters commitment, responsibility, belonging, optimism, and initiative among subordinates.
Trust
The research revealed that both teachers and principals view teacher leadership as rooted in personal qualities such as love, trust, care, empathy, and honesty. These attributes enable teachers to effectively assume leadership roles. Successful schools require a collaborative culture built on mutual trust, as emphasized by Northouse (2005) and Harris (2003).
One participant highlighted that despite lacking prior teaching experience, the principal trusted her and other teachers’ abilities, which was crucial for sustaining their commitment. Hargreaves et al. (2007) suggest that long-term teacher retention reflects this deep trust among staff, a sentiment supported by the extended tenure of teachers and principals in the study.

Decision-making
Leadership in schools has evolved from centralized power held by one individual to a shared, collaborative process involving both principals and teachers. While hierarchical structures remain, decision-making and management are increasingly distributed, reflecting a shift from traditional management to transformational leadership (Owens, 2001; Pounder, 2006). Respondents noted that effective leadership today is defined by the ability to lead collaboratively rather than simply manage.
Scholars like Yukl (2002), Greenlee (2007), and Gronn (2000) highlight that leadership is now more democratic, fluid, and emergent, with teachers actively participating in decisions, engaging in meaningful communication, and demonstrating commitment. This shared leadership fosters a transformational style where principals encourage and support staff, enabling them to exceed expectations (Owens, 2001).
Professional Development Program
The findings reveal the presence of professional learning communities (PLCs) within the schools studied. These communities are evident in both formal and informal interactions—such as regular discussions during Saturday coffee and lunch breaks—where teachers exchange ideas and practices (Driel, Beijaard, & Verloop, 2001). One principal noted that “PD at school is more meaningful,” highlighting the impact of such collaborative environments.
The collaboration between teachers and principals supports the value of PLCs in enhancing school development (Stoll et al., 2006). Despite differences in school size affecting teaching frequency, most principals also teach, fostering open communication and often blurring the lines between their roles and those of teachers.
Research shows that peer coaching, cooperation, and networking are key features of PLCs (Fenell, 2005; Driel et al., 2001). Murphy (2005) emphasizes that members share a common purpose through joint efforts. Similarly, Harris (2003) notes that a supportive school culture—co-created by teachers and administrators—promotes progress and success. Hargreaves et al. (2007) further describe successful learning communities as environments where individuals care for one another and remain committed to the organization’s moral purpose.
Information sharing and networking
The study identified several key leadership practices common among principals. Communicating priorities was a top focus—principals clearly articulated expectations through both formal meetings and informal channels such as Telegram, especially at the start of the academic year or when new teachers joined. This consistent communication aligns with findings by Blasé and Kirby (2009) and Reeves (2000) on the impact of sustained messaging.
Another widely observed practice was principal visibility—being present in various areas of the school. This visibility was seen as a form of support and effective leadership communication. Additionally, principals were actively involved in school activities, including attending events and participating in committees.
· Overall, the research highlighted common principal practices:
· Clearly communicating priorities,
· Being visibly present throughout the school,
· Providing teacher feedback,
· Building trust, and
· Actively engaging in school life.

[bookmark: _TOC_250003]These practices reflect current leadership literature and were consistently observed across all participating schools.
 Conclusion
In conclusion, this research highlights the critical need for a transformative shift in school leadership to effectively address the complexities of modern education. Traditional, singular-authority models are no longer sufficient for fostering the collaboration necessary for school development. Instead, teacher leadership plays a vital role in reducing bureaucracy, enhancing collaboration, and nurturing shared values, all of which improve school effectiveness.
The study emphasizes that both principals and teachers must undergo a paradigm shift toward collective leadership. Insights from interviews reveal the importance of professional development, peer-led leadership, and strong communication systems. A shared leadership model, where responsibilities and decision-making are distributed among teachers and principals, promotes greater progress than hierarchical approaches.
Furthermore, sustained school improvement depends on continuous learning, effective decision-making, and vibrant feedback mechanisms. Ultimately, evolving school leadership into a collaborative, peer-driven process fosters a dynamic, supportive environment that better prepares schools to meet future challenges and seize new opportunities.
[bookmark: _TOC_250002][bookmark: _TOC_250001]Recommendations
1. Enhancing Teacher Leadership
Provide sufficient resources for teachers’ professional development and in-service training in leadership for both teachers and principals.
These programs should aim to strengthen leadership practices and support school improvement.
Emphasize the role of teacher leadership in improving school effectiveness and culture.
2. Areas for Further Research
Conduct a large-scale qualitative study on teacher leadership across all educational levels to better understand its impact on school improvement.
Include stakeholders at all levels—teachers, principals, and policymakers—to gain comprehensive insights.
Investigate the gender distribution of school principals in Bhutan, focusing on the underrepresentation of women and its implications for educational leadership.
Carry out a national study on leadership types in Bhutanese schools to explore existing practices and deepen understanding of teacher leadership in the Bhutanese context
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