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Abstract: Distributed leadership is based on increasing the knowledge of the skills of those who 

exercise the role of leaders in the school. The objectives are a) to analyse school principals’ practices 

aimed at creating professional development opportunities linked to teacher leadership for school 

improvement and b) to relate the perceptions of teacher leaders with professional development op-

portunities granted by principals. The methods of the study were based on an examination of 21 

interviews, between individual semi-structured interviews with school principals and group inter-

views with teacher leaders at six public schools in Chile, as well as a documentary analysis of insti-

tutional educational projects using grounded theory and NVivo 12 software. The results are pre-

sented in three categories: management of principals about school organisation, development of the 

professional capacities of teacher leaders, and management of principals about school coexistence 

and participation of teacher leaders. The conclusions detailing school principal practices show that 

distributed leadership practices are helpful in developing teachers’ leadership competencies. Fur-

thermore, this study suggests that training amplifies the beneficial effects of distributed leadership 

on teachers’ development. Finally, the findings imply that school principals should regularly fulfil 

their managerial responsibilities and pay more attention to teacher training to improve the school. 

Keywords: distributed leadership; school principal’s practices; teacher leadership; teacher profes-

sional development. 

 

1. Introduction 

This study deepens the distributed perspective on leadership as a practice to improve 

school effectiveness from the perspective of principals and teacher leaders at public 

schools in Chile. Distributed leadership was chosen because it can significantly help the 

transformation and improvement of the school under the right conditions [1], as it does 

not require a single person to perform all the essential management functions but rather 

a group that can execute them collectively [2]. 

To reinforce the idea that leadership is not a personal attribute, but rather a resource 

that arises in a situation and that anyone can use regardless of their position [4,5], the 

concepts worked on from the perspective of distributed leadership and the theory of social 

practices [5]. This invites a change of perspective and considers leadership as a practice 

and not as an aspect that only some people have, that is, as a social phenomenon in which 

more members of the school participate. 

This would help to decongest school management, boost school autonomy, promote 

collaborative work, and participate in institutional decision-making. This is because prin-

cipals are the key elements because they are the ones who best know their school context 

and can appropriately manage their resources [6]. One of the leadership practices of 

school principals is the creation of professional development opportunities for teachers, 

particularly those considered leaders by their peers [7]. In this study, they are referred to 

as ‘teacher leaders’ [8,9]. 
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Teachers also play an important role in distributing leadership skills. These teachers 

often act as mentors and role models for their peers, helping to create a supportive and 

collaborative learning environment in school [10]. They may also be responsible for coor-

dinating and supervising their peers’ work and setting and meeting goals to improve the 

quality of teaching [9]. 

 

1.1. Theoretical framework 

The Chilean educational context has been constantly evolving in recent years and has 

been particularly challenging owing to the COVID-19 pandemic. Regulatory changes 

since the laws on the Competitiveness of the Principal and Heads of the Administrative 

Department of Public Education [11], Education Quality and Equity [12], the Quality As-

surance System [13], School Inclusion [14], the Teacher Professional Development System 

[15], and the New Public Education System [16] have encouraged constant transfor-

mations in the action scenario of people who exercise school management, specifically, to 

school principals. 

With the promulgation of the General Education Law [17], the school head role was 

faced with the introduction of new requirements, where the responsibility of raising the 

quality of education in the school was explicitly required, to encourage teachers’ profes-

sional development, to meet institutional goals, to consider the regulations established in 

the Institutional Educational Project (IEP) where institutional rules are established, and to 

carry out pedagogical supervision in the classroom. In addition, the obstacles presented 

by the Chilean Educational Reform and its slow implementation of Local Public Education 

Services [16], whether due to administrative difficulties, lack of technical capacity, or the 

confinement measures themselves by COVID 19, are still factors that influence manage-

ment, as it is expected to continue transforming the educational scenarios of public schools 

in Chile until 2029 [18]. 

Within the framework of the reform, structural changes take place at the state level, 

giving special emphasis to principals because they are considered the second factor that 

most impacts student learning after the work carried out by teachers [19-21]. In fact, it is 

expected that principals have an impact on teaching work through a series of practices, 

such as the construction and implementation of a strategic vision, professional teacher 

development, effective management of the school organisation, encouraging participation 

and school coexistence, and, above all, pedagogical leadership, and the training of future 

teacher leaders [22]. 

In this sense, the work and bureaucratic burden increase for those who lead, which 

could cause complications in the organisational response to constant changes in the con-

text, fostering institutional fragility, apathy, and disunity between levels and members in 

an educational community. Therefore, it is necessary to focus on school leadership using 

a shared approach that allows for greater collaboration, innovation, and creativity within 

the school, as does the distributed perspective. 

Distributed leadership is an emerging concept in education. This perspective in-

volves sharing the responsibility and authority for school improvement among different 

people within a school. This model has been gaining adherence in recent years, with 

school districts worldwide [23-27] seeking different ways to train teachers and students 

to participate in the decision-making process. It should be noted that there is a certain 

affinity between the distribution of leadership and participatory practices within a school, 

causing confusion or indistinct use of the concepts of distributed, democratic, collabora-

tive, and co-leadership (or shared leadership). Ref. [4] states that, although collaborative 

leadership is essentially distributed, it does not have to be collaborative or democratic 

because it depends on the situation. Co-leadership or leader plus it reflects the existence 

of the work of more people exercising leadership, but it is not the same as distributed 

leadership because, again, it depends on the situation. 
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This is an influential idea in the political and practical fields of education because it 

is a resistant concept adaptable to different situations for two reasons. First, it considers 

leadership as a practice, not as a psychological aspect or as the function or responsibility 

of a person [3,4]. Second, it emphasizes the interactions of people (persons who exercise 

leadership and those who follow) based on a particular situation, instead of being limited 

to those who have formal leadership positions or roles [7, 19,20]. Therefore, in each situa-

tion, distributed leadership arises from interaction with others (leaders and followers). 

To understand the relationship between a situation and leadership practices, it is nec-

essary to explain it using social practice theory. According to Ref. [5], it is fundamental to 

understand practices as ways of doing and/or saying that they arise in the interrelation of 

competencies of people, that is, of the set of knowledge and skills that they master; the 

importance of professional teacher development; the materiality that encompasses the 

tools, infrastructure, and/or resources available that the situation or context offers; and the 

meaning of the existence of the practices, which is manifested in the goals that are sought 

to be met, whose ultimate aim is school improvement [28] and effective improvement of 

student learning outcomes [29]. 

Consequently, competencies, materiality, and meaning define the execution of a 

practice, and cease to exist if an element disappears. The practice, then, is collective 

knowledge instead of the individual knowledge of a subject. It is social knowledge where 

people cannot be considered solely responsible for the execution of the practice because 

they are part of its constitution, where the material allows the explanation of the existence 

of the practices in addition to being the context or space of representation [30]. Some of 

the most common practices carried out by school principals are shown in Figure 1. 

 

 
Figure 1. Distributed leadership as a social practice. 

 

Distributed leadership is based on the idea that all members of the educational com-

munity contribute to the success of the school, instead of depending on the central leader 

[31]. In this study, teachers who exercised leadership were identified as those people with 

the ability to assume responsibility have opportunities to exercise leadership and belong 

to a trusted network of principals. They influence their peers without a formal position of 

power and, in turn, help principals relate to the rest of the community to improve their 

student learning [32]. 

However, it is necessary to encourage relationships between people in formal and 

informal positions for the emergence of teaching leadership, apart from task delegation, 
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for reasons of work saturation. Indeed, distribution is different from delegation because 

it is associated with the transfer of influence through different distribution patterns [3,4, 

7,19,33] in a symmetrical relationship, not only with the bureaucratic assignment of school 

administration tasks [34,35]. Table 1 shows the differences between the traditional and 

distributed leadership styles. 

Table 1. Differences between the traditional leadership and distributed leadership. 

Traditional leadership Distributed leadership 

Specialized role Shared influence process 

Leadership as a persona characteristic Leadership as a social practice 

Leadership as supervision of hierarchical 

control processes 

Leadership that arises in interaction pro-

cesses 

Individualistic Collaborative - participatory 

Task delegation Distribution of responsibilities 

Hierarchical relationships Symmetric relations 

Responsibility lies with one person: school 

principal 

Responsibility lies with the team: educa-

tional community 

Rationalist-positivist paradigm 
Descriptive-analytical or normative-pre-

scriptive paradigm 

Centralized power Shared power 

 

1.2. Purpose of the study 

However, there is still a prevalence in the educational community regarding the per-

ception of traditional leadership, and that it is a psychological aspect of the person in 

charge, leaving that person solely responsible for the success or failure of the internal pro-

cesses of the school. Therefore, the questions that guided this study were as follows. How 

do principals create opportunities to promote professional development and the emer-

gence of teacher leadership? What do teacher leaders think of these opportunities? 

To answer these questions, the following general objectives were stipulated: a) to an-

alyse school principals’ practices aimed at creating professional development opportuni-

ties linked to the exercise of teacher leadership for school improvement, and b) to relate 

the perceptions of teacher leaders with professional development opportunities granted 

by principals. 

2. Methods 

This study examines school principals’ practices associated with the creation of pro-

fessional development opportunities to exercise teacher leadership in public schools in 

Chile. For this study, a qualitative approach was chosen because it allows for a deeper 

understanding of complex and subjective phenomena, such as the context and meanings 

of the experiences and perceptions of people linked to the study phenomenon [36]. In 

addition, a Case Study was selected because it is a specific qualitative research method 

that focuses on a detailed analysis of a particular case [37], helping explore and under-

stand complex phenomena in a detailed and deep way through inductive reasoning. An-

other reason is that it is intrinsic because it provides a detailed and rich description of the 

situation that arouses interest in itself; because it is particularistic, that is, it focuses on a 

particular phenomenon; and because it is heuristic, it allows flexibility and adaptation to 

new findings during the investigation [37-39]. 

2.1. Participants 

The universe of this study includes principals of public schools in Chile and teachers 

who are considered leaders by their peers. The sample focused on headteachers and 

teacher leaders at six public educational institutions. Principals were chosen based on 
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their level of accessibility because they were interested in the study. The principals se-

lected teacher leaders through snowball sampling as they were those who contacted and 

recruited them [38]. Table 2 shows the codes used to identify school principals and teacher 

leaders. 

Table 2. Identification codes of reporting schools and agents. 

School Typology 
School principal’s 

code 

Number of 

teacher leaders 

Teacher leader’s 

code 

School A 

Primary school 

ADifem 2 
ADL1fem 

ADL2fem 

School B BDifem 3 

BDL1fem 

BDL2fem 

BDL3fem 

School C CDifem 3 

CDL1fem 

CDL2fem 

CDL3fem 

School D DDifem 2 
DDL1fem 

DDL2fem 

School E High school EDifem 2 
EDL1mas 

EDL2fem 

School F 

Vocational Education 

and Training High 

school 

FDimas 3 

FDL1fem 

FDL2mas 

FDL3mas 

Total: 21 participants 6 school principals 15 teacher leaders 

 

It should be noted that the grouping of participating people does not represent most 

of the population, but rather itself, and as a Case Study, generalization is not sought [39, 

40]. Schools belonging to the public system were chosen because they need the most sup-

port to reinforce educational quality, as they welcome students from the most vulnerable 

sectors [19]. 

2.2. Procedure 

Individual and group semi-structured interviews and documentary analyses were 

used to obtain information. Semi-structured interviews were used to collect information 

that helped obtain a deep and detailed understanding of the phenomenon. Specifically, 

because of its flexibility and depth, the possibility of interaction that the conversation of-

fers, and its ability to ask new questions and obtain more open and honest answers [38]. 

The planning and application of the individual and group semi-structured inter-

views began with the identification of two study variables: principals’ practices associated 

with the creation of professional development opportunities for the exercise of teacher 

leadership for school improvement, and teacher leaders’ perceptions in terms of those op-

portunities. Three categories were then defined: management of principals about school 

organisation, development of the professional capacities of teacher leaders, and manage-

ment of principals about school coexistence and participation of teacher leaders. Subse-

quently, the dimensions, operational elements, and indicators allowed the creation of 

questions for the principals and teacher leaders. Interviews were conducted separately 

with principals and teacher leaders, with guidelines containing the same thematic areas 

to convey the principal practice and perceptions of the teacher leaders. 

The documentary analysis helped collect data from the written records that are pub-

lic and official of the State Administration, such as the Framework for Good Management 

and School Leadership (FGMSL) [41] and the Institutional Educational Projects (IEP), re-

spectively, because they provide guidance on the main practices of people involved in 
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school improvement processes through leadership and because they provide information 

on the objectives pursued by schools and how the institution is structured. 

2.3. Ethical approval  

The initial contact to access the fieldwork began with a direct approach, with mem-

bers representing the education area of the Municipal Corporation of Colina requesting 

permission to invite school principals to participate in the study. The principals who vol-

untarily presented themselves were contacted, and this approach was maintained until 

the time of the interviews. 

2.4. Field work and data analysis 

The interviews were conducted in the workspaces of principals and teacher leaders 

to facilitate collaboration among the participants so that the same context served as an 

input for the description of their experiences and perceptions of distributed leadership 

management practices. To avoid biases inherent to human interaction and to discourage 

the expression of irrelevant personal facts or opinions, question guidelines and protocols 

were created to ensure validity and reliability. Analytical guidelines were created for the 

selected documents. 

Analysis procedures based on grounded theory [42,43] were performed using NVivo 

12 software to guide the simultaneous process of data collection, coding, and analysis, 

without the goal of creating a theory [44,45]. Methodologically, the first step began with 

the collection of information through individual semi-structured interviews with princi-

pals, and group interviews with teacher leaders. Audio recordings, made with prior au-

thorization and consent from the interviewees, were transcribed. Transcribed texts and 

documents, such as FGMSL and IEPs, were saved in the PDF format for use in the soft-

ware. 

The second step was to read repeatedly to identify the main ideas and keywords, and 

to select the units of meaning. The third step involves coding and generating codes for the 

selected units. The fourth step was categorization by performing axial coding and group-

ing the definitive codes into categories. Finally, the categories were designed by gathering 

a series of related categories and forming a large category to achieve topic saturation. 

2.5. Evaluating the realiability and validity of the study. 

Based on transparency, some measures considered to avoid reliability and validity 

problems are described as follow: 

1. The transcriptions were faithful to the recordings of the interviews, trying at all costs 

to avoid being limited, selective, partial, biased, and incomplete to ensure the satu-

ration of emerging themes; 

2. Updated documents were used as data sources so that the information they pre-

sented was consistent with the current context in which the research was conducted; 

3. The NVivo 12 program was used to mitigate and avoid possible human errors that 

could create confusion in the process of coding, categorizing, and providing ambig-

uous information; 

4. Transcripts are available so they can be corroborated by contacting the author; 

5. In the coding and categorization processes, loss of the richness of words and their 

connotations was avoided as much as possible; 

6. We avoided imposing meaning on the categories according to the point of view of 

the researcher and what the analysis texts declared, and the people interviewed 

wanted to say were maintained at all costs. 

3. Results 
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The results are presented in narrative form by themes and their respective relation-

ships through categories grouped into three categories: management of principals about 

school organisation, development of the professional capacities of teacher leaders, and 

management of principals about school coexistence and participation of teacher leaders. 

3.1. Management of principals about school organisation 

This category is linked to the first objective. The categories that comprise it are the 

roles of teacher leaders, organisational conditions, creating opportunities, and school im-

provement. In relation to the elements that make up leadership, principals agree that some 

of the aspects that help identify a teacher leader are: “initiative, creativity, proactivity, 

curiosity to create projects, motivation, collaborative capacity, desire to do things, respon-

sibility, and self-confidence” [32] (p. 282). Likewise, they consider that the concept of lead-

ership as a practice is difficult to contain in rigid terms because it depends on the situation, 

organisational conditions, and opportunity, where the initiative and confidence to assume 

responsibilities are key. 

Similarly, in addition to teachers’ personal commitment, it is important to consider 

organisational conditions, understood as situational elements that enable the practice of 

leadership such as space, time, resources, and routines. Principals acknowledge that they 

use regulations that allow the use of non-teaching hours to ensure the time and space that 

teachers need, considering that "the times are relative due to the positions they hold as 

teachers” (BDifem, principal of School B). 

For their part, teacher leaders perceive that their principals restructure the school to 

encourage their participation, considering the situational factors that make it possible, or 

not, the emergence of the practice of leadership because "the activities can be changed 

from one day to the next if there is no time or money. (FDL3mas, teacher leader at School 

F). 

However, given the complexity of managing school demands, it is necessary to create 

professional development opportunities because leadership distribution is possible if peo-

ple are willing to assume responsibility. The principals (ADifem, BDifem, CDifem, 

DDifem, EDifem, and FDimas) affirmed that they created opportunities for teachers to 

continue training, either on their own initiative or as a need for the school. In response to 

the above, the teacher leaders unanimously responded that they had professional devel-

opment opportunities and that it was a personal choice if they wanted to take it or if they 

wanted to become people with formal leadership positions. The latter refers to the option 

of being teachers with leadership in the informal sphere and continuing to maintain this 

role "behind the scenes” (CDL2fem, teacher leader of School C). 

Finally, both principals and teacher leaders agree that leadership is a co-effect of 

school improvement because the emergence of teacher leadership has a single meaning in 

its existence: the improvement of student learning. For this, it is necessary to have a base 

of people with knowledge and a level of specialization that allows them to face the con-

stant changes and improvement processes that arise in the school, because the intention 

to improve is for boys and girls (BDL1fem, teacher leader from School B). 

The documents analysed are in line with those described by principals and teacher 

leaders. The IEP of the school dedicate specific sections to express the intentions of im-

provement, both of the school and of the plans that seek quality through school change 

and the relationship it has with the management of the school because "it is a an integrated 

institutional and educational process that, over time, produces an increase in the level of 

quality in its processes and results in the institution” (FPEI, institutional educational pro-

ject of School F). 

3.2. Development of the professional capacities of teacher leaders 

With this category, we seek to relate categories that allowed us to achieve the second 

objective of the study: to analyse how principals support teacher professional 
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development for the promotion of teacher leadership. Four categories were identified: 

managerial roles, managerial support, professional teacher development, and promotion 

of teacher leadership. 

It is important to highlight the direct relationship between the categories of "princi-

pal’s role " and "principal’s support”. Both, principals and teacher leaders, agree that lead-

ership is more likely to be manifested by a teacher if they have support from the principal 

(ADifem, principal of School A). For example, FDimas explains that "if (a teacher) makes 

a mistake or crosses the line a little, we support it in a certain way, but we also go back to 

prosecute where we have to go or how far we can go (FDimas, Principal of School F). The 

teacher leaders affirmed that they felt supported by their principal and that there was trust 

in them when they took initiative. 

Regarding the promotion of teacher leadership, understood as the step of exerting 

influence from an informal level to a formal level, principals agree that teachers exercise 

leadership, camouflaged, as a way of explaining the existence of informal leadership on the 

part of teachers, who are part of the principals’ circle of trust but prefer to maintain the 

role of teachers, and not necessarily use that practice or a series of practices as a means of 

promoting leadership teachers from an informal level to a formal level as a managerial 

position. 

Indeed, some principals (BDifem and DDifem) mentioned that there were competent 

teachers to hold formal positions, such as future headteachers, but that they liked to re-

main classroom teachers. In the words of CDL1fem, it is considered that informal leader-

ship or camouflaged indicates that they act as teacher leaders, assuming responsibilities 

in different tasks from their role without necessarily having a position and that principal 

trusts that everything will be “perfect” and that it depends on their personal disposition 

whether or not they assume promotion to a formal position (CDL1fem, teacher leader C). 

3.3 Management of principals about school coexistence and participation of teacher leaders 

In this category, data related to the assessments of teachers regarding the promotion 

of trust and collaborative work that allowed the emergence of teacher leadership were 

brought together. The following categories were developed: relationships between prin-

cipals and teacher leaders, the climate of trust, collaborative work, distribution of leader-

ship, and limits of leadership. 

To exercise leadership from a distributed perspective, it is essential to create a posi-

tive emotional environment in schools. Teacher leaders valued the need for a climate of 

trust in the workplace, either at a personal level, such as self-confidence, or at an institu-

tional level, such as a trusting principal. In addition, they agree that the distribution of 

leadership is manifested through the distribution of responsibilities and that teamwork is 

key. 

However, teacher leaders themselves ensure that they have limited empowerment, 

and that their influence is limited to a few margins. First, due to the very goal of the school 

organisation, its existence only makes sense if it is based on complying with the improve-

ment of academic performance. Second, due to supervision or monitoring by the princi-

pal, even though it is oriented towards learning, teacher leaders learn how far they can go 

(FDimas, principal of School F). 

Third, owing to the regulations of the legal framework of the national context and 

the hierarchy of the internal system of the school, the principal is formally responsible for 

the educational community and administration. The fourth limitation is related to situa-

tional aspects, as it can enable, or not enable, the exercise of leadership; therefore, man-

agement by the principal is essential to restructuring organisational conditions. 

The personal disposition of the teacher is also considered a fifth limit for the exercise 

of leadership because it depends on the personal motivations and attitudes of each teacher 

to assume such responsibility. In fact, some teacher leaders shared the idea of retaining 

informal leaders, because they wanted to continue as classroom teachers. Or as CDL1fem 

explains “we are fond of the classroom more than the administrative; for example, I do 
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not know how to give an example of being in charge of school coexistence, guidance, UTP, 

or another; they are not within our personal interest (CDL1fem, teacher leader at School 

C). 

Others, however, wanted to continue to improve to reach managerial positions 

(ADL2fem, DDL1fem, and FDL1fem). Finally, the sixth limitation is the relationship with 

other members of the educational community, specifically with their peers, since they do 

not like to feel that others change their perceptions by exercising a leadership role when 

they do not have formal positions. 

From the documentary analysis, FGMSL [41] is the most important conceptual refer-

ence for people who exercise school management in Chile since it provides guidelines that 

would help consolidate their role as principals. As such, it defines the main practices, 

competencies, and knowledge for the development of school leadership. The use of this 

framework helps manage the coexistence and participation of the educational community 

among other things. 

Principals are primarily responsible for generating opportunities for teacher partici-

pation and collaboration in formal spaces in pleasant school environments. In fact, all par-

ticipating schools have an internal regulation as an instrument that allows the fulfilment 

of the rights and duties of its members, regulating their relations, setting rules of opera-

tion, coexistence, and good treatment to promote a positive climate based on trust and 

collaboration, which boosts teacher leadership, whose official representative is the school 

principal. In this way, the intentions of managing the right climate and different ways of 

relating are explicitly ignored. With this, it is consolidated that principals favour the emer-

gence of teacher leadership, stimulating the appropriate climate for it, and restructuring 

the organisational conditions, not only by will or necessity, but also because it is specified 

in FGMSL and IEP. 

Although the results were organised into three categories, it was possible to create 

relationships between concepts. The three most important concepts of this study are the 

principal’s role, leader’s role, and organisational conditions. This is primarily because dis-

tributed leadership cannot exist if it is missing. Based on the principal’s role, it is possible 

to determine that one of its functions is to support teachers in the role of leaders, which 

can be accomplished by creating opportunities for professional teacher development. Sim-

ilarly, the last category encourages the promotion of teacher leadership, considering the 

personal disposition of teachers to assume responsibility, as shown in Figure 2. 

 

 
Figure 2. Connections between categories. 

 

However, the distribution of leadership is possible because of the teacher leader- 

principal relationship through constant interactions, considering that the meaning of its 

existence is school improvement. This is possible if it is carried out in a climate of trust 

based on collaborative work, taking into account the limits of teacher leadership: the goal 
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of the organisation (category "school improvement"), the supervision of principal and reg-

ulations (in "principal’s role"), situational aspects (in "organisational conditions"), per-

sonal disposition of the teacher (in "teacher leader’s role") and the relationship with others 

(in the category "teacher leader-principal relationship") (Galdames-Calderón, 2021, 258). 

4. Discussion and conclusions 

Distributed leadership is a social practice because it is based on the idea that leader-

ship does not reside in just one person or a small group of people but is distributed among 

all members of a school. This allows both administrators and teacher leaders to contribute 

and make decisions in a more active and meaningful way, which, in turn, can improve the 

effectiveness and efficiency of the organisation. Along these lines, people exercise both 

leadership and non-leadership. First, it supposes that the emergence of leadership must 

be facilitated and supported, and its potential is released with the most basic: the creation 

of opportunities for the development of teacher leadership capacity, which is the first el-

ement shaping school principals’ practices of distributed leadership. 

The following three elements are given by the distributed perspective itself, since 

according to Ref. [3,4], it is the people who exercise leadership and those who interact 

with their situation that allows it to emerge. With respect to the elements provided by 

social practice theory (competencies, materiality, and meaning according to Ref. [5]), it is 

possible to merge them in such a way that, in the face of a new scenario that may present 

a situation and the decision-making that this might entail, the emergence of leadership 

may prevail. With this, the people that interact, principals, and teacher leaders must have 

the competencies necessary to know how to use the materiality that grants the organisa-

tional conditions to carry it out with a sense course that motivates action: the school im-

provement. If competencies are linked to people and materiality to the situation, the fifth 

element to consider is meaning, as shown in Figure 3. 

 

 
Figure 3. Five elements that constitute distributed leadership. 

 

However, with the redefinition of the role of the school principal, management strat-

egies are required to overcome individualistic management through the principal’s sup-

port as a method of influencing the distribution of leadership, whose perceptions of 

teacher leaders have highly similar assessments. In fact, the same teacher leaders agree 

that support is key when they take the initiative and consider it necessary to intervene 

because it helps develop relationships based on trust and promotes positive professional 

attitudes such as openness to feedback and continuous training [32]. 

This means that the promotion of teacher leadership has benefits at both the personal, 

professional, and organisational levels, since it allows capitalizing on experience and re-

duces the chances of error, as long as it is considered that empowerment is limited by 

factors such as the goal of the organisation, supervision of the principal, regulations, situ-

ational aspects, the teacher’s willingness to assume leadership, and even the relationship 

with peers. In summary, the school principals’ practices associated with the creation of 

opportunities for teachers’ professional development for the exercise of leadership linked 

to improvement are summarized in Table 3. 
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Table 3. Main school principals’ practices. 

Management of principals 

about school organisation 

Development of the profes-

sional capacities of teacher 

leaders 

Management of principals 

about coexistence and par-

ticipation of teacher leaders 

Identify teacher leaders 

Know the role of the princi-

pal in promoting teachers’ 

professional development 

Encourage relationship and 

interactions between princi-

pals and teacher leaders 

Restructure the organisa-

tional conditions of the 

school 

Support for teacher leaders 

in professional development 

Fostering confidence with 

the school and self confi-

dence 

Creating opportunities for 

teachers’ professional devel-

opment 

Fostering the promotion of 

teacher leadership 

Promoting collaborative 

work 

Having a sense of school im-

provement  

Empowering the teacher as a 

leader 
Distributing leadership 

 

To conclude, it is recommended to change perspectives and consider leadership as a 

practice, not as a psychological aspect that only a few people have. In other words, it is a 

social phenomenon in which more members of the school participate, as pointed out by 

references [3,4,6,7,19,20,23,24,31,33-35]. 

In general terms, principals were frank in admitting that it is necessary for teachers 

to exercise leadership to manage the school organisation effectively and efficiently, and 

that training is decisive for the emergence of teacher leadership. In this sense, it is neces-

sary to systematically create opportunities and restructure organisational conditions so 

that they can be successfully implemented. 

Teacher leaders’ perceptions agree with what principals say regarding the people 

who participate in the distribution of leadership must have a series of competencies that 

make them eligible based on a task or responsibility within the school. It is also necessary 

to have the materiality that the organisational conditions grant and that the sense that 

motivates their activity is the improvement of school effectiveness. In addition, they also 

value that exercising leadership can be learned because it is a resource and social 

knowledge, and for this, it can be acquired either through training courses, recruiting 

agents outside the school, or empowering a member to help the organisation. Internal 

training and the distribution of learning among peers. 
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