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FOREWORD

The Rwandan Government considers education as a 

cornerstone pillar to achieving the country’s envisioned 

socio-economic transformation. In this regard, effective 

school leadership is paramount to guarantee that 

education policies and programmes are yielding the 

expected results which will be observed through 

learning achievements and school performance. 

Therefore, it is essential to reconsider the role of school 

leaders.

In the 21st century, the role of school leaders has become more complex than ever before. School leaders 

are required to be innovators and open to changes as they guide teachers and learners toward individual 

and collective targets. Often the biggest barrier to innovation is our own way of thinking; scholars would 

say. Hence, embracing change requires competent school leaders who can design a strategy, make sense 

of an unpredictable environment, provide a vision for turning change into improved education quality, 

influence others to commit to this vision and then bring on board potential stakeholders.

Modern school leaders are first and foremost educators. Not only educators in the sense that they stand 

in front of a classroom, but educators who continuously collaborate with the teachers and learners to 

improve the quality of teaching and learning. This calls school leaders to be always ready for learning to 

model the saying that “Learning starts at birth and ends at death”.

This one-year Continuous Professional Development (CPD course was designed in a tripartite partnership 

between VVOB-education for development, REB and the University of Rwanda – College of Education (UR-

CE). The content revolves around the approved professional standards for Effective School Leadership, 

namely, (i) creating strategic direction for the school, (ii) leading learning, (iii) leading teaching, (iv) 

managing the school as an organisation, and (v)working with parents and the wider community.

Rwanda Basic Education Board expects much from this programme. Therefore, I call upon all beneficiaries 

to connect the subject content of this programme with the desired positive changes and better learning 

outcomes in Rwandan schools.

Dr Nelson Mbarushimana

Director General, 

Rwanda Basic Education Board
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Introduction

This module aims at equipping school leaders with the competences to overcome challenges related 

to leading teaching and working with parents and the wider community. The unit on leading teaching 

emphasizes the responsibility of school leaders to support teachers in the achievement of student’s 

learning outcomes. The unit discusses CPD including the induction of new teachers, supervision of 

teaching, giving feedback, coaching and mentoring, and communities of practice. 

The role of school leaders as leaders of teaching has grown in importance in recent years, as illustrated by 

the rise of concepts as instructional and transformational leadership (Bush & Glover, 2014). The challenge 

for school leaders is finding a balance between micro-managing teaching and learning and a complete 

reliance on others such as deputy headteachers and teachers for the quality of teaching and learning 

(Fullan, 2014). 

Some headteachers delegate the responsibility for leading teaching to their deputy headteachers 

and heads of department. However, headteachers and deputy headteachers should both be involved, 

but prepared to trust others, including teachers, with leadership roles, as illustrated by the concept of 

distributive leadership (see Module 1,). School leaders should focus on creating a culture of continuous 

professional development in the school, instructional supervision and collaboration between schools. 

In this module, we will discuss the concepts and tools you need to be a true leader of teaching in your 

school. This module combines two REB professional standards for effective school leadership leading 

teaching and working with parents and the wider community

MODULE 4
LEADING TEACHING AND WORKING WITH 

PARENTS AND THE WIDER COMMUNITY
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Module Learning outcomes

By the end of this module, you will be able to:

	 Support teachers in applying appropriate, learner-centred and active learning and teaching 

techniques;

	 Evaluate different assessment procedures; 

	 Support the Communities of Practice within the school;

	 Conduct effective lesson observations and feedback discussions;

	 Lead continuous professional development of teachers within your school;

	 Establish strategies to enhance collaboration between your school and other schools as an 

instrument for improving the quality of learning and teaching;

	 Effectively conduct an induction for new teachers;

	Analyse and use school data to improve learning and teaching;

	Use monitoring and evaluation to improve the quality of teaching;

	 Value the role of assessment and record keeping in leading teaching;

	Appreciate the involvement of stakeholders in leading teaching;

	Describe the principles of parent/community-school partnerships;

	Develop strategies to involve parents and the wider community in the school;

	 Establish strategies to enhance collaboration between the school, parents and the wider 

community;

	Organise the capacity development activities for the School Executive Committee as a partner in 

the achievement of sustainable learning outcomes;

	Act as a role model in the school and wider community;

	 Value the importance of involving parents and the wider community to achieve high quality 

inclusive education.
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Activity 1. 
Discuss with your colleagues the strategies you use to support teachers in their responsibility of 
ensuring the achievement of students’ learning outcomes in your school.   Based on the discussion, 
make a list of the best practices you learnt from your colleagues. 

Introduction

It is the responsibility of school leaders to support teachers toward the achievement of students’ learning 

outcomes. Leading teaching as a school leader means identifying the school’s goals for learning, identifying 

what competences teachers need to achieve these goals and deciding on a plan of action. As we shall see, 

this plan of action can consist of a range of approaches and strategies to engage all teachers in a way 

that benefits learners and contributes to achieving the strategic goals of the school. Being competent 

in the standard of “Leading Teaching” means that you can organise effective professional development 

successfully in your school. 

However, successful school leaders also demonstrate effective pedagogical leadership by setting a good 

example for other teachers to follow. Research in Uganda found that headteachers in successful schools 

taught classes, even though they have many other school responsibilities (Twaweza, 2019). This leading 

by example encouraged greater effort from teachers as well. Secondly, school leaders can lead teaching 

by creating the conditions for teachers to develop professional support ties (Thomas et al., 2020).

We will start the unit with a discussion about continuous professional development (CPD). What is CPD 

and what makes it effective? In the second section, we will give an overview of the education policies in 

Rwanda that are relevant for you as a leader of teaching in your school.

We will review the priorities of MINEDUC in terms of the competences of teachers. In the third section, we 

will focus on a specific kind of school-based CPD: the induction of new teachers in the school. 

We will see why the induction of new teachers requires special attention by school leaders. In the fourth 

section, we will discuss the role of school leaders as supervisors of teaching, mainly through conducting 

lesson observations. In the fifth section, we will focus deeper on giving feedback, as it is a crucial skill 

in your support to teachers. Coaching and mentoring are CPD methods in which giving and receiving 

feedback are particularly relevant.  In the sixth section, we will look at how you can support coaching and 

mentoring in your school. Finally, we will look at how you can make CPD in your school more collaborative. 

Collaborative CPD has several advantages and is more effective than individual CPD.

UNIT ONE
LEADING TEACHING
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Learning Outcomes

Upon completion of this unit, you will be able to:

	Demonstrate a deep understanding of Rwandan education policies governing CPD;

	 Explain characteristics of effective continuous professional development (CPD);

	 Plan and implement effective CPD (including needs analysis, alignment, communication, 

knowledge management) in your school;

	 Strengthen the induction of new teachers in the school;

	Use a variety of CPD approaches, including mentoring, coaching and conducting lesson 

observations effectively;

	Use various techniques to supervise instruction effectively;

	 Identify and handle challenges in supervising instruction;

	 Provide effective feedback to teachers;

	 Collect, analyse and use data to develop CPD plans;

	 Identify ways to promote coaching and mentoring in your school;

	 Initiate and support Communities of Practice (CoPs);

	Monitor and evaluate CPD, including CoPs, in your school;

	 Promote inclusive education through fostering teacher CPD and collaboration;

	Appreciate the importance of CPDs in teaching and learning. 
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Section 1: Continuous professional development (CPD)

Introduction 

International research (Robinson, 2008) shows that promoting and participating in professional learning 

and teacher development is the most important element in effective leadership for learning. As a leader 

of Continuous Professional Development (CPD) in your school, it is important that you understand what 

effective CPD is. Unfortunately, much CPD for teachers and school leaders is ineffective. In this section, we 

will explore what CPD is and what makes it effective. This will help you to be a successful leader of CPD in 

your school.

What is CPD in education?

There are various definitions of CPD in education. Some definitions are more detailed than others.

Broadly speaking, CPD includes all formal and informal learning that enables individuals to improve their 

own practice, a process of continuing growth of a professional. Rwanda Basic Education Board (REB) uses 

the following definition for CPD: 

CPD is a term which covers professional learning over a teacher’s career, from initial teacher education 

onwards. Teachers’ knowledge and skills improve through experience and with opportunity to reflect 

on their experience. Teacher learning is most effective if teachers have opportunities, support and 

resources for CPD (REB,2018).

Building on REB’s definition we suggest this more comprehensive definition of CPD in education: 

“CPD is an on-going process encompassing all formal and informal learning experiences that enable 

all staff in schools, individually and with others, to think about what they are doing, enhance their 

knowledge and skills and improve ways of working so that pupil learning and wellbeing are enhanced 

as a result. It should achieve a balance between individual, group, school and national needs; encourage 

a commitment to professional and personal growth; and increase resilience, self-confidence, job 

satisfaction and enthusiasm for working with children and colleagues” (Bubb & Earley, 2007). 

In other words, it is about creating opportunities for lifelong learning, with the purpose of enhancing the 

quality of education in the classroom. 

Reasons for CPD in education

The educational landscape in Rwanda is changing quickly. On a regular basis, teachers face new policies, 

new technologies, innovative approaches to learning and teaching, and many other changes within the 

educational environment. Furthermore, evidence shows that teachers’ professional development can 

have a positive impact on learner performance and teachers’ practice. 
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According to Guskey (2003) high-quality CPD is a central component in improving education. How 

teachers teach has an impact on the way their learners learn. Teachers need to adapt their teaching so 

that learners can understand (REB, 2017). Therefore, it is important that teachers can continually learn 

throughout their careers. As part of an ongoing process of lifelong learning, CPD includes induction, 

coaching, mentoring and teacher collaboration. 

Examples of CPD activities

When thinking about CPD, many people think about trainings and workshops. However, there are many 

other CPD activities. Depending on the needs and on your target group, other activities of CPD may be 

more effective. Some examples of CPD activities are:

	 Participating and contributing to workshops/seminars/conferences(in-house/outdoors);

	 Short courses and award-bearing programmes (distance, online, face-to-face);

	 Study tours and field visits;

	 inviting specialist expertise;

	 Professional development items in staff meetings;

	 Communities of Practice;

	 (informal) discussions with colleagues to reflect on practices;

	Action research;

	 Case study discussions;

	 Lesson study (micro teaching);

	 Keeping professional portfolios;

	 (research) projects;

	 Coaching and mentoring;

	 Team teaching;

	 Peer observation;

	Developing and adapting new instructional/learning materials;

	 Structured feedback from students;

	 Self-study (Internet, books, journals, magazines…).
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Activity 2

Review the list of CPD activities above. Which activities do you organise in your school? Use the table 
to classify the activities in 3 categories.

I have used this in my school. I know what it is, but I haven’t used 
it in my school.

I’m not sure what it is.

Next, reflect on the following: 
	 Are there any activities your colleagues used and that you haven’t? Ask for examples of these methods.

	Are there any activities that you are not sure about, and your colleagues knows what they are? 
Ask for explanation.

	Are there any activities missing from the list? 

Criteria for effectiveness of CPD in education

Activity 3	

Write after the prompt below: 
The last professional development I participated in recently was (not) effective because …

Read what you wrote and reflect on it.

What is effective CPD? When can a training that your teachers attended be considered effective? Effective 

CPD results in demonstrable, desirable and sustained changes in the knowledge, understanding, skills, 

attitudes and behaviour among school staff: 

	Demonstrable change: What has changed? Demonstrable change can be a change in behaviour, 

but it can also be changes in thinking/ knowledge and attitudes. How can we tell? Do we see 

changes in classroom practices and at school level? This shows the need for monitoring and 

evaluation.

	 Sustained change: Integrated and anchored in school culture and organisation. A sustained 

change means that the change does not slowly disappear after the CPD activity or after a few 

months. There is a need for a strong supportive environment for teachers to be able and to be 

encouraged to try out new practices in their classrooms. 

	Desirable change: The change needs to be desirable. People need to be aware, informed and 

convinced that the change will contribute positively to the quality of teaching and learning. An 

important element in this is who wants the change: teachers, headteachers, deputy headteachers, 

SEIs, parents, REB, MINEDUC … Each of these stakeholders might have good reasons to want 

the change and need to convince other stakeholders in the system. There is a need for proper 

planning and needs analysis at the school level. 
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Not all changes may be desirable by all, and the needs of individual teachers may not be the same as 

those from the school. Ultimately, for a change to be sustainable, it needs to be desirable by those who 

will implement it. They need to be ready and willing to implement the change. 

Educators and policy makers around the world increasingly support the notion of investing in quality, 

career-long opportunities for professional development, and ensuring ongoing, active professional 

learning. A school as a learning organisation has a supportive culture and invests time and other resources 

in quality professional learning opportunities for all staff – teachers, school leaders and support staff 

– starting with their induction into the profession. It also connects work-based learning and external 

learning (e.g., workshops or courses).

Activity 4

Think individually about the question below:

What can you do to make professional development of the teachers in your school more effective? 

As a school leader, it is important to make sure that the CPD that is organised in your school is effective. 

Ineffective CPD is a waste of energy, time and resources. Below we will explore characteristics of effective 

CPD. 

1.	 CPD should be team and school focused

Professional development and school development go hand in hand. Professional development can be 

initiated by individual needs, organisational needs (of the school) or institutional needs in line with the 

school improvement plan but always with the intention to improve learning and teaching. A school could 

request some teachers to learn more about questioning techniques with the intention that they mentor 

and coach other teachers afterwards.

Professional development might also be initiated by needs that are identified in policy documents or 

strategic plans such as your SIP. Needs analysis must therefore go beyond asking individual teachers “what 

they need”. Also, note that “you don’t know what you don’t know.” (see Figure 2). Therefore, asking people 

what they need should not be the only source of information to determine professional development 

needs. 

2.	 CPD should be process oriented

Learning is a process, not a once off event. Effective CPD will create opportunities for try-out (safe 

environment, time…) and for reporting, feedback and reflection. 

The learning activities take place over a long period, so participants have opportunities to really understand 

and try out the content and become familiar with it. Since learning is a process, CPD should cater for all 

steps between awareness and reflection on implementation (see Figure 1). 
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Figure 1: The Learning Cycle (Timperley et al., 2007)

Traditional ways of professional development often focus on creating awareness and building knowledge 

and understanding. By the time the workshop is over, the knowledge has not yet been translated into 

practice, nor have teachers had the opportunity to practice new knowledge and to reflect on the learning. 

Many trainers assume that knowledge of an innovation is sufficient to implement it, but this is not true! 

Effective CPD is more than only developing awareness and building knowledge and understanding. To 

create demonstrable and sustainable change, professional development needs to pay attention to all 

the components of the learning cycle, so also to translating knowledge into practice, practising new 

knowledge and creating opportunities to reflect. The reason why these stages are often neglected in 

CPD is that trainings and workshops are less suitable methods in these stages. More effective methods in 

these stages are coaching, mentoring, shadowing and collaboratively working together in Communities 

of Practice.

Effective professional development takes the learner from a stage of unconscious incompetence (“I wasn’t 

aware that I could not do this”), first to a level of conscious incompetence (“I know I should be able to 

do this, but I can’t”), then to the level of conscious competence (“When I pay attention, I can actually 

do it”) to ultimately reach the level of unconscious competence (“I do this right, almost automatically”) 

(see Figure2). Sustainable implementation requires that the person moves from comfort (ignorance) over 

insecurity (resistance) to confidence and security with the new practice (see Figure 2).
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CPD can be situated at moving from any stage to another stage, for example moving from unconscious 

incompetence to conscious incompetence or from conscious incompetence to conscious competence.

Figure 2: From unconscious to conscious learning (Howell & Fleishman, 1982)

For example, imagine a child that learns to swim. First, the child is not aware of what swimming entails, the 

moves, the techniques etc. (unconscious and incompetent). The child is comfortable, but he is not aware of 

swimming. You cannot worry about something you are not aware of. Next, he learns about swimming and 

how to do it, but he cannot yet swim (conscious and incompetent). The next step is that the child learns 

to swim. It is very focused on getting the moves right and in the correct order (conscious and competent). 

He acquires the confidence to swim. In the final stage, the child masters the technique of swimming. He 

doesn’t need to think any more about the different moves but practices them automatically (unconscious 

and competent). These four stages are a typical sequence in which we learn things. By practice, we can 

move from conscious to unconscious competence. Unconscious competence is much more durable than 

conscious competence. Can you apply the four stages to another example, such as cooking a new recipe?

3.	 CPD should be rooted in reflection

CPD is more than training of skills, it is practice informed by theory and evidence and vice versa. The 

starting point of professional development is individual, institutional (school) and/or systemic (province, 

national) self-evaluation. Reflection means that you consciously and explicitly look back at your behaviour 

as a school leader or teacher within the complex context of education. Reflection is a key part of the 

experiential learning cycle of Kolb (see Figure 3). In this cycle, reflection is the key stage between the 

analysis of evidence whether an intervention works and the planning stage. 
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Reflection is about critically interpreting the evidence in connection to one’s own practice. This reflection 

should be based on how you look at education and the role of school leaders (task description). It changes 

all the time as a result of your interactions with teachers, parents and learners, discussions with other 

school leaders, participation in programmes such as this one etc. 

A needs analysis is a good starting point, but this goes beyond a survey. The following could be useful 

sources of information: SIP, error analysis, research findings, policy documents, evaluation of teaching and 

learning by the School Executive Committee.

 

Figure 3: Cycle of experiential learning (Kolb, 1984)

4.	 CPD should be experiential

Effective CPD takes the context of the individual participant into account. It builds on participants’ 

experience and addresses the actual problems that participants experience in the classroom. It creates 

opportunities to immediately try out what has been learnt. It is important to give participants hands-on 

experiences.

5.	 CPD should be focused

Effective CPD identifies specific objectives and content. Not only the facilitator but also participants need 

to know exactly where they are going and why. They should have an idea of the desired future (what do 

we want to reach?) and this future is clearly linked to improved teaching and learning and the impact on 

students. The CPD should be linked to the needs that are identified in the School Improvement Plan. Time 

is available to allow the changes to take place. 
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6.	 CPD should be collaborative

CPD is more effective when it is done together with colleagues. The facilitator should not present the 

topics to the participants but engage with them. Participants actively engage together in the learning 

(not: “we need to be workshopped”).

Learning is a shared responsibility between facilitator and participant. The facilitator needs to encourage 

collaboration among participants. Research by OECD (see Figure 4) found that teachers who collaborate 

more with their colleagues – teaching jointly in the same class, observing and providing feedback on 

each other’s classes, engaging in joint activities across different classes and age groups, and taking part 

in collaborative professional learning – report higher self-efficacy. Self-efficacy means that they feel more 

confident to do their work and have a higher self-esteem. Effective CPD recognises that a lot of learning 

takes place while collaborating with colleagues.

Figure 4: Relation between teachers’ self-efficacy and professional collaboration (OECD, 2013)

7.	 CPD should be context specific

Effective CPD takes a variety of prior knowledge, preferences, contexts (such rural vs. urban), needs 

and mental models into account. Effective CPD uses suitable CPD strategies that allow participants to 

differentiate in content, process and assessment (Nicol, 2007). Give lecturing its due place, but not more 

than that. Provide ample opportunities to participants to actively engage with the content and construct 

their own understanding.

“Learning is the most personal thing in the world. It is as unique as a face or like a fingerprint.” 
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Professional life cycle of a teacher

The context and needs of teachers differ at each stage of their teacher life cycle. The concept of professional 

life cycle is used to show that teachers and school leaders continuously engage in learning and that their 

learning needs evolve as they move through this cycle. This starts with the teacher training (novice), 

continues with induction (apprentice), becoming a professional, an expert and finally reaching a stage of 

mastery (see Figure 5). 

Figure 5: Key components of the professional life cycle (Steffy & Walfe, 2001)

Figure 5 shows that teachers have different professional development needs depending on which stage 

in their professional life cycle they are in. Teachers who are new in the profession need concrete support 

in pedagogical content knowledge (how to teach the subject), class management and subject content 

knowledge. More experienced teachers benefit from professional development that helps them discover 

and try out new approaches to increase their impact with their learners. Teachers who have achieved 

expert or mastery level have more needs to be useful to others within their school or in neighbouring 

schools. 
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By helping other teachers, they also gain skills. As a school leader, it is important to realise that teachers 

have different professional development needs and that a one-size-fits-all approach is therefore not the 

best approach. In the next section, we will focus more on the CPD needs of a particularly vulnerable group 

of teachers, those who are new to the profession.

8.	 CPD involves producing and constructing

It is important to realise that knowledge and skills are not passed on, they are acquired by participants. 

It is not because you teach something, that your students have learnt something! No one can do their 

learning for them. Participants need to actively work on a product to ground the learning. Learning takes 

place through a production process. This provides motivation. There are individual differences in learning 

gains: how much is being learnt and what is being learnt.

9.	 CPD requires ownership

Effective CPD involves participants in such way that they take charge of one’s own learning. Participants 

develop and implement what they have learned because they are owners of the process. It is important 

to link this energy with a vision and strategic plan as this will further motivate participants.

Activity 5

Select one of the CPDs that are organised in your school, think about it and answer the following 
questions:

	What kind of data were used to prepare the selected CPD?

	What can you do in your school to make the selected CPD of your teachers more effective? 

	Which data do you need to collect to monitor and evaluate the effectiveness of the selected 
CPD activities for your teachers?

	Which of the criteria of effective CPD can you improve upon for the selected CPD? 

	While implementing the selected CPD, how do you take into account the stages of profes-
sional life cycle developed by Steffy & Wolfe (2001)? 

	How can you integrate the selected CPD into teachers’ Performance Contracts?

Start improving the selected CPD in collaboration with the Deputy Headteacher, the SBM and your 
teachers.

A key aspect of school leaders’ role as leaders of teaching is to coordinate CPD in the school. CPD should 

be effective, meaning that it should lead to desirable, sustainable and demonstrable changes in teaching 

practice. In this section, we discussed what effective CPD is and what elements make it effective. Being 

familiar with the criteria of effective CPD will help you to organise effective CPD in your school.
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Section 2: Rwandan education policies and 
stakeholders for CPD Programmes 

Activity 6

Think about the following questions to assess your knowledge about CPD policies in Rwanda: 

	What policies and official documents related to CPD that you are familiar with? 

	What are the key stakeholders in CPD programmes?

	 For each stakeholder that you identified, list its main roles in CPD of teachers.

Introduction

The development of any society today requires steady investments in the education sector. For education 

to provide what is expected of it, teacher training and Continuous Professional Development (CPD) are 

of the utmost importance. This is true in the sense that teachers are the backbone and the true reflection 

of the quality of the education (Srinivasacharlu, 2019). It is indeed emphasised that “There is no system in 

the world or any school in the country that is better than its teachers. Teachers are the lifeblood of the success 

of schools.” (Ken Robinson)

This section will review global and national guiding documents in terms of quality of education and by 

extension inform the imperative for CPD of teachers.

1.	 Sustainable Development Goals 

The Sustainable Development Goals (SDGs) came into effect in January 2016, and they will continue to 

guide education policy and funding. They are a universal call to action to end poverty, protect the planet 

and ensure that all people enjoy peace and prosperity. In as far as SDGs are concerned, CPD for teachers 

connects with SDG 4 (quality education) and SDG 5 (gender equality).

2.	 Rwanda Vision 2050

Rapid economic growth is Rwanda’s overarching development goal— a strategic choice to anchor its 

long-term vision. Vision 2050 encapsulates this choice with long-term, income-based goals that aim for 

upper-middle-income status by 2035 and high-income status by 2050. One of the pillars to achieve this 

vision is to have skilled people for the socio-economic development of the country. 

This pillar underlines the importance of education and training for producing citizens who have the 

knowledge, skills and attitudes that enable them to be entrepreneurs in their own learning, thinking 

and doing. In this perspective, improving the quality of education and training remains one of the 

overarching goals of the Government of Rwanda (Ministry of Finance and Economic Planning, 2020).

https://quotefancy.com/ken-robinson-quotes
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3.	 National Strategy for Transformation 

The National Strategy for Transformation (NST1) which timeframe starts in the year 2017 and ends in 2024 

identifies five objectives to transform Rwandans into a capable and skilled people with quality standards 

of living and a stable and secure society. One of them is to ensure quality of education for all aiming at 

building a knowledge-based economy.  To achieve this objective, different strategic interventions such as 

increasing the number of qualified teachers and improve their welfare are denoted as priority areas. The 

quality of teachers can be ensured through their effective training, preparation as well as their in-service 

trainings as specified in in the Rwanda teacher statute.

4.	  Economic Development and Poverty Reduction Strategy

The first priority of the Economic Development and Poverty Reduction Strategy (EDPRS II) is to develop 

skills and attitudes by reviewing and reforming the national education system. The strategy aims to 

put more emphasis on improving the quality of education and learning outcomes across all levels of 

education.

5.	 Education Sector Strategic Plan 2018/2019 – 2023/2024

The Education Sector Strategic Plan 2018/2029 -2023/2024 of the Ministry of Education in Rwanda is 

structured around nine strategic priorities; two of which (i.e., strategic priorities number 2 and number 9) 

have a particular focus on CPD: 

	 Strengthened continuous professional development and management of teachers across 

all levels of education in Rwanda. This priority plans to introduce a comprehensive cluster and 

school-based CPD for all categories of teachers. The new approach of CPD for teachers will focus on 

enhancing the professional competences of the teachers required for delivering the competence-

based curriculum (CBC) adopted in Rwandan education system as of the year 2015. CBC is based 

on an active and constructivist approach to learning. Therefore, the key components of the CPD for 

teachers will include a focus on early grade literacy and numeracy; active learning and practicing 

of continuous assessment. A sub-component of this strategic priority is also to improve teacher 

management practices. This includes the deployment, staffing norms, transfers, retention and 

incentivisation strategies.

	 Strengthened governance and accountability across all levels of education in Rwanda. This 

priority stipulates that school leaders will be trained and supported in school leadership to equip them 

with sufficient skills so  they can provide CPD to their teaching staff, drive the school improvement and 

development processes. School leaders also need to acquire competences to identify strengths and 

weaknesses of their teachers, provide required support and advice on pedagogical aspects, subject 

matter, inclusion and other cross-cutting issues. Therefore, decentralised entities of education will 

need to prioritise the oversight of schools to foster a continuous ethos of improvement in learning 

outcomes across all schools. 
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This could be done through school-based CPD of teachers to be established from the District level as 

well as the involvement of key stakeholders to enhance community involvement in monitoring, and 

accountability for desired positive changes in students’ learning outcomes.

6.	 Teacher Development and Management Framework (2017)

This framework stipulates that teacher development (including initial teacher education and continuous 

professional development) has received much attention due to its potential to improve overall educational 

quality. The assumption is that teacher development improves teaching, which increases children’s 

learning engagement and achievement. Therefore, improving teacher development is a priority for the 

Rwandan government, civil society groups and development partners.

7.	 Teacher Statutes

The presidential Order No 064/01 Of 16/03/2020 establishing special statutes governing teachers in 

nursery, primary, secondary and technical and vocational schools underlines the importance of CPD. In its 

Article No 12, bullet 3 about requirements for promotion to a higher category, it is mentioned that a teacher 

is promoted to a higher category when “he or she has successfully completed Continuing Professional 

Development (CPD) courses in teaching career”. The Article No 52 of the same statutes specifies seven 

mandatory areas of CPD for teachers. These are 1° pedagogical and Instructional; 2° measurement and 

assessment; 3° inclusive education; stipulates how teachers would be promoted from the level of a Junior 

teacher to a Master teacher. It is for all teachers at all levels (Pre-primary, primary and secondary levels).

8.	 School Based Mentor Program Framework (SBMPF) (2016)

This framework underlines that teachers will need to learn new methodologies in order to increase the 

quality of their teaching, (and therefore the quality of learning) that takes place in their schools. Improving 

the quality of teaching cannot happen in one training session, but happens throughout a teacher’s career. 

This ongoing process of improving teachers’ knowledge, skills, attitudes and values at school after initial 

training is known as Continuing Professional Development (CPD). In this framework, CPD has several 

forms at the school and sector level. For example, school-based in-service training (SBI), Communities of 

Practice (CoPs), lesson observations by peers, developing and teaching model lessons, self-study, formal 

training and other courses and workshops (REB, 2016). 

Stakeholders involved in CPD

CPD in schools is not the only responsibility of school leaders. REB’s key strategy to deliver CPD at school 

level is through the School-based Mentoring Program (SBMP) (REB, 2016). This framework describes the 

responsibilities of all stakeholders in relation to CPD. Table 1 summarizes the key responsibilities for each 

stakeholder, including the SSL.
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Table 1: Responsibilities of stakeholders for CPD 

Teachers

	 Keep personal record of training received;

	Actively participate in CPD -training/sharing practices with peers;

	 Implement new teaching methods learned in training;

	 Seek support from peers, SSLs and SBMs when needed;

	 Improve skills in English as medium of instruction;

	Monitor learners’ progress through formative and summative assessment to understand the 
impact of new methodologies on quality of teaching and learning in their class.

School Subject Leaders

	 Provide subject CPD Action Plan for the term supported by SBM to Deputy HT;

	 Report CPD activities conducted during the term to Deputy HT;

	Work with SBM to assess CPD needs, especially for specific subject content;

	 Collaborate with SBM to facilitate CPD sessions for their subject;

	Work with SBM to help improve subject specific English for teachers (e.g., vocabulary);

	 Support teachers to develop teaching and learning materials and give model lessons;

	 Conduct model lessons under the guidance of the Deputy HT.

School Based Mentors as a:

Coach in English: 
	Assist all teachers to improve the quality of their English-language skills for use as a language of 

instruction;
	 Facilitate teachers’ use of English self-study materials to assist peers to improve their English 

proficiency.

Expert in teaching and learning:
	Are informed and inspired by innovations in education;
	 Show personal leadership in professional development, which makes them role models for other 

teachers in CPD.

Guide and organiser of school-based CPD:
	 Promote the development of teachers in order to improve students’ learning and to improve the 

school as a learning organisation;
	Organise CPD-activities in school and set up learning communities to encourage best practices;
	 Provide support to NTs to facilitate their integration in the school community and to support 

their growth as teacher. Therefore, SBMs connect NTs to colleagues, who can take an active role 
in mentoring NTs.

Promoter of reflective practice:
	 Stimulate reflection and facilitate giving of feedback on the quality of teaching and learning at 

school encourage teachers to reflect on their own teaching. Teachers can then improve their 
teaching practices by focusing on building on strengths and overcoming weaknesses. In this way, 
SBMs develop the capacity for CPD of all teachers in the school.
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Deputy Headteachers

	 Supervise and support SBM and SSLs;

	Approve the CPD plan submitted by SBM and SSLs and forward to HT;

	Assist the SBM to find resources for CPD activities;

	Assist the headteacher in preparing and analysing monthly reports;

	 Conduct lesson observations, CPD meetings, model lessons and training as part of CPD plan;

	 Teach classes (6 periods per week) to allow the SBM a reduced teaching load.

Headteachers

	Organise academic staff to select a mentor;
	Make time for CPD and mentoring activities on the school timetable;
	Discuss CPD training needs of school staff ;
	Work together with SBM, teachers and Deputy Headteacher/ DOS to develop a CPD plan for 

school;
	Work with Deputy HT to supervise SBM activities;
	Monitor SBM and CPD activities and send reports to SEO each term;
	Motivate teachers to improve quality of education in their school;
	 Provide necessary resources ;
	 Teach classes (6 periods or 340 minutes per week) to allow SBM reduced load).

Sector Education Inspectors

	 Communicate information from district to school and vice versa;
	 Regularly collaborate with headteachers to monitor SBM work ;
	 Report on CPD activities ;
	 Co-ordinate and implement SBMP and CPD activities at the sector level: e.g., sector level Profes-

sional Learning Communities for peer learning between SBMs and teachers.

District Directors of Education & District Education Officers

	 Ensure that every public school in the district has a SBM;
	 Through DCC, select qualified Mentor Trainers based on REB guidelines ;
	 Facilitate and support SBMP and CPD activities in the district ;
	 Ensure every school has resources necessary to carry out effective SBMP and CPD activities.

Development Partners

	 Support trainings for SBMs and SSLs, school leadership, district education stakeholders;
	Assist in developing communities of practice for SBMs ;
	 Provide technical support (financial and resources) for development of materials (English, ped-

agogy, and mentoring skills).
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University of Rwanda College of Education

	 Partner with REB to provide CPD Certificate and Diploma Programmes;
	Oversee monitoring and evaluation for CPD Diploma and Certificate Programmes.

Rwanda Basic Education Board

	 Produce and distribute training materials;

	 Coordinate and plan training of SBMs through inspectors, support and collaborate with schools 
in monitoring of the School-based Mentoring Program Framework (SBMPF);

	 Collect and analyze monitoring reports from districts;

	 Provide training to district and sector officials, subject teachers, support staff and school lead-
ers to enable them to take up their roles and responsibilities.

Source: REB, 2016

Activity 7

Reflect on the responsibilities of the various stakeholders in CPD as listed above.

	Are any responsibilities unclear or missing?

	What challenges do you face when working with these stakeholders on CPD?

	What measures have you taken to address these challenges?

	Which data should be collected by each stakeholder in order to organise and conduct effec-
tive CPD?

In this section, we gave an overview of the education policies in Rwanda that are relevant for you as a 

leader of teaching in your school. Being familiar with the plans and policies of MINEDUC is important as 

they identify the priorities in terms of the competences of teachers and the roles of stakeholders such as 

SBM and SSLs. 
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Section 3: Teacher induction 

Introduction

In this section you will explore the concept of new teachers’ induction, its importance and different 

approaches. You will also learn about your responsibilities related to the induction of new teachers and 

those of other stakeholders. Finally, we discuss the optimal content and different activities within an 

induction programme. 

Activity 8

Read the case study below and answer the questions:

Mr Bwenge Athanase graduated from Kabuhariwe College of Education with distinction. A few 
months after graduation, he applied for a teaching job in a school in Gasabo district. He was short-
listed for the test organised by the District. He sat for the test and emerged first with a score of 
90%. He was appointed a teacher of Biology in Senior One in Kamatamu Secondary School. When 
he reached the school, Athanase was given a timetable and pedagogical documents. He started 
teaching but faced various professional and social challenges that affected his performance. The 
headteacher complained that he was not competent although he performed well in the college 
and the district recruitment test. 

	What professional and social challenges could Mr Bwenge have faced?
	What could be the reasons for Mr Bwenge’s challenges?

There are many definitions of induction. In line with the Teacher Development and Management (TDM) 

Policy, we define induction as a comprehensive, coherent, and sustained professional development 

process that is organised by the school, sector and district to develop, support, and retain new teachers 

(NTs) and seamlessly progresses them into a lifelong learning program (Wong, 2004).

In other words, the support and guidance provided to NTs is about building the teaching profession, 

keeping them teaching and ensuring that they are part of a learning community (Wong, 2004).

Who are NTs? 

According to the Education Sector Strategic Plan 2018/19-2023/24 a New Teacher is a teacher in his/her 

first two years of his/her career: “Newly Qualified teachers, trainers and lecturers will participate in school/

institution-based coaching and mentoring schemes for the first two years of their career”. This is in line with 

the Rwandan Teacher Development and Management (TDM) Policy that states that:

“The key to retaining teachers, especially teachers in the early years of their career, is to provide a 

robust system of professional support that can quickly address job-related challenges and enhance 

commitment to teaching. All beginning teachers – defined as teachers in the first 3 years of their career, 

will receive systematic professional support from their school leaders, mentors and school inspectors 

specially trained for this purpose.” 
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Considering that the TDM Policy is subordinate to the ESSP and according to the planned transfer of 

secondary teachers to primary education, we consider New Teachers to be teachers in their first two years 

of their career and Newly Appointed Teachers. In addition, regarding the movements of teachers that 

occur every school year (transfer of secondary teachers to primary education vice-versa, the affectation 

of teachers to new schools, etc.) we consider also Newly Assigned Teachers as new teachers who need to 

go through the induction program. To conclude, New Teachers (NTs) are Newly Qualified Teachers, Newly 

Assigned teachers. 

In that context, Newly Qualified Teachers (NQTs) are the Newly Appointed Teachers in the first 3 years of 

their teaching career. Newly Assigned Teachers (NATs) are the teachers teaching in the first 3 years within 

their newly assigned school. 

Reasons for induction

Activity 9 

Some years ago, you started your career in education. Based on your experiences, reflect on the 

following questions:

	What do you remember about your first school year? 

	How was the transition from training to practice? 

	What challenges did you face? 

	 Could you count on support in dealing with those challenges? 

Think about your memories of your first year(s) of teaching and write them on a piece of paper.

The first years of teaching are a special time in a teacher’s career, different from what has gone before and 

what comes after. 

“Everything is new: where to put the desks, what to do on the first day and every day after that, who the 

students are, what their families are like, and what interests, resources and backgrounds the students 

bring to the classroom, what to teach, how to test students, what the headteacher expects, how to 

manage students during lessons, how to deal with students’ diverse learning needs and ensure that 

everyone is learning” (Feiman-Nemser, 2001). 

Therefore, they need to undergo an initiation process into the teaching profession.

Secondly, teaching is a complex profession and pre-service teacher education is rarely sufficient to 

provide all knowledge and skills for successful teaching. A lot can be acquired only on the job (e.g., 

assessing student’s work, creation and scoring of tests; writing informative reports to parents about their 

children’s progress and communicating more generally with parents) (Britton et al., 2000). Hence, there 

is a necessary role for schools in providing an environment where new teachers can learn the craft and 

succeed as teachers. 
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New teachers face common challenges (Cautreels, 2009; Feiman-Nemser et al., 2014):

	 Inappropriate or heavy teaching assignments

	Disproportionate numbers of challenging students

	 Lack of collegial support 

	 Intense parental pressure to perform well from the first day on the job 

	 Curriculum planning

	 Learning to teach in a challenging context 

	Dealing with students’ diverse learning needs and ensure that everyone is learning

	 Classroom management and arrangement

	 Establishing a fair evaluation system

Activity 10

List in a table the consequences for the difficulties new teachers face and activities to overcome 
them: column 1 difficulties - column 2 consequences - column 3 activities.

Thirdly, induction is crucial because teachers face a relatively high turnover rate compared to other 

professions (Ingersoll & Strong, 2011). Three main factors of a difficult start of NTs are: (1) teachers can 

face a difficult integration into their new school; (2) there is need for continuous development of the 

pedagogical skills of the NT; and (3) there may be few opportunities or difficulties in finding a permanent 

job at the new school (i.e. the problem of frequent migration of teachers) (Ingersoll & Smith, 2003).

Moreover, research (Ingersoll & Strong, 2011; Wang et al., 2008) has shown that quality induction has not 

only a positive impact on the retention of NTs but also on their classroom teaching practices and the 

learning outcomes of their students. Induction programmes should therefore be part of a school-wide 

strategy on teacher professional development, teacher collaboration and lifelong learning as showed in  

Finally, induction is also useful for more experienced teachers. It presents them with an opportunity to 

analyse and reflect on their own practice and share their expertise, contributing to their own professional 

development. Finally, many teachers still work largely in isolation from their colleagues. This isolation 

is again especially challenging for NTs, who are often left to “sink or swim” within the confines of their 

classrooms (Ingersoll and Strong, 2011). Therefore, induction must be well planned, carefully executed 

and evaluated to ensure it meets needs of NTs and provides a firm foundation for career-long professional 

development.
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Top five professional development needs of a new teachers 

1.	 NTs need to master applying the Competence-Based Curriculum, its principles and pedagogical 

approach. More specifically, they need to know how to integrate generic competences and cross 

cutting issues. 

2.	 NTs need to acquire knowledge and skills for managing large classes. Managing large classes means 

paying attention to each learner, and making sure they all receive the necessary guidance for their 

intellectual, physical, and emotional development. Additionally, the right methodologies need to be 

applied to make sure each learner is learning, and disruptive behaviours are handled correctly.

3.	 NTs need to know how to develop teaching and learning materials by using available local resources 

in an innovative and creative way. In addition, NTs need to acquire an understanding and abilities of 

using these teaching materials to enhance learners’ knowledge and skills. 

4.	 Instructional planning for the classroom is a very important step in the teaching and learning process. 

NTs need to know how to elaborate schemes of work using the Competence-Based Curriculum. They 

also need to know how to write lesson plans with clear objectives and how to plan activities which 

support learners to achieve learning outcomes.

5.	 NTs need to know the importance of assessment for learning. They need to know and be able to 

apply a variety of activities and strategies for formative and summative assessment. 

Induction programmes 

How does an induction programme look like? What are the success factors of an effective induction 

programme? 

Activity 11 

	 Read the different types of induction activities and identify the activities that you are familiar 
with or already use; 

	 Revisit your CPD plan and SIP and write down the data that you collected and analysed in 
preparation of the induction program at your school.

	Describe 2 induction activities that you already apply including the challenges you face. 
Come up with strategies to address those challenges.

	How could you work with the SBM in dealing with these challenges?

A key objective of an induction programme is to strengthen a beginning teacher’s self-efficacy. Self-

efficacy is the belief in one’s ability to succeed in specific situations or accomplish a task (Bandura, 1977). 
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Self-efficacy can be strengthened through 4 activities or experiences (Bandura, 1977; Goddard et al., 

2004):

	Mastery experiences;

	 Vicarious experiences;

	 Social persuasion;

	Affective state. 

First, mastery experiences are positive perceptions of past performances. When teachers feel satisfied with 

a teaching accomplishment, it contributes to their self-efficacy and expectation that future performances 

will be. In this respect, school leaders should provide teachers with opportunities to develop necessary 

skills and competences. 

Second, vicarious experiences refer to observing others with whom teachers can identify. When the 

teachers they observe perform well, the teachers believe in their own abilities to make progress in their 

teaching. School leaders could meet this need for vicarious experiences by planning peer observations in 

the schedule. 

Third, social persuasion pertains to the activity in which people are convinced that they can deal with 

the situation successfully. Social persuasion could be enacted by providing specific and sincere feedback 

from the school leaders, school-based mentors and subject leaders. 

Fourth, affective states are also considered to influence teachers’ self-efficacy. When teachers experience 

high levels of stress and anxiety in stressful situations, their expectations of success are diminished. 

Therefore, school leaders should guide teachers in coping with these stressful situations and provide a 

safety net for teachers to create positive experiences.

A good induction system contains several elements (Feiman-Nemser et al., 2014):

	 Committed school leadership that promotes a developmental approach to teacher learning;

	Orientation to school policies and procedures before school starts;

	Opportunities to learn with and from colleagues;

	Mentoring from experienced colleagues, including a mentor from the same field and common 

planning time with other teachers in the same subject;

	 Being part of a network of teachers;

	 Curricular support including the availability of complete curricula and resources;

	Growth-oriented supervision with transparent teacher evaluation processes.
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In brief, an induction programme is a range of formal and informal services and activities provided to new 

teachers to support their learning and development. 

What are those different types of activities? Five types of formal activities are proposed for the induction 

programme in Rwandan schools: mentoring, communities of practice, seminars and trainings, pre-service 

support to school-based induction by TTC tutors and coaching. Each of them is detailed below:

1.	 Mentoring 

This can include one-to-one mentoring and group mentoring. 

We discuss mentoring in Section 6.

Examples of mentoring activities are: 

	 Joint lesson planning; 

	Observing mentor’s teaching, including a discussion before and after observation; 

	Observing fellow teachers, including a discussion before and after observation; 

o	 Observing a teacher teaching the same subject or grade; 

o	 Observing a teacher teaching another subject or grade; 

o	 Observing another new teacher; 

	Observing NT’s teaching, including a discussion before and after observation;

	Analysing student work and results on formative assessments;

	Analysing marking and record keeping systems;

	Discussing about teaching and learning issues, not focused on a specific lesson;

	 Suggesting and discussing teaching and classroom management techniques.

The draft of TDM policy presents an approach of new teacher induction, where support, development 

and assessment exist together. Following registration, NTs undergo a probation period of one year during 

which they work under the mentorship of more experienced teachers in the subjects they are qualified 

to teach. During this probation period, NTs have to demonstrate that they are reaching the professional 

teacher standards. Upon successful completion of probation, a teacher has the full entry to the teaching 

profession.

2.	 Communities of Practice (CoP) 

NTs and more experienced teachers meet regularly to discuss their work. They develop solutions to 

concrete classroom challenges and share good practices. Activities that can be undertaken within a CoP 

are:
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	 Collaborative lesson preparation; 

	 Lesson study/observation;

	 Case discussions;

	Analysing student work on formative and summative assessments;

	Analysing marking and record keeping systems;

	Aeveloping strategies for teaching learners with learning disabilities.

We discuss CoPs in Section 7.

3.	 Seminars and trainings 

Trainings can be organised at school, sector or district level. In some circumstances, trainings can 

be useful. Advantages of seminars and trainings are:

	 They get information and skills directly to people who need it.

	 They are a quick and important initial step in strengthening the ability to implement and realise 

specific goals.

	 Trainers have strong control over the content and the learning process 

	 They have the potential for creating a sense of community or common purpose, which can later 

be turned into a Community of Practice.

However, seminars and trainings have disadvantages too:

	 They are usually limited in scope and time;

	 They take place at a fixed time and place;

	 They rely on outside trainers;

	 They focus a lot on the knowledge and less on the skills and the context of the trainees.

4.	 Pre-service support to school-based induction by TTC tutors

The ESSP (2018/2019- 2022/2023) and the TDM Policy foresee in a role for TTC tutors in the induction of 

new teachers. This role includes following activities:

	A mentor from the TTC and the school-based mentor (SBM, SSL or DHT) observe the NT teaching (with 

discussion before and after observation);

	 Review with the NT of student work and results on summative assessments;

	 Review of NT’s progress in teaching: a discussion of targets, areas for improvement between NT and 

his/her mentors.
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5.	 Coaching

The NT receives coaching support to discuss specific challenges he/she struggles with. Through coaching 

conversations, the NT will formulate solutions him/herself and build his/her confidence in the teaching 

profession. Over a timeline of one year, the following induction activities are suggested (Table 2): 

The activities coloured in grey should take place during the entire school year, from the start of the school 

year until the end.

Table 2: Example of a one - year induction programme

no. Type of activity Facilitator of activity 

Before starting 

1 Introduction to induction programme 
District Director of Education (DDE) & 
Sector Education Inspectors (SEI)

2 Logistical support for accommodation DDE & SEIs

3
Introduction to school’s mission, values, policies, pro-
cedures & resources

HT

4 Visit of classrooms and staffroom (D)HT

Term 1 

1 Appointing a mentor to each NT HT

2
Introduction to colleagues, learners, school general 
assembly committee 

HT

3
Providing classroom materials including curriculum 
resources

(D)HT

4 Introduction to record keeping in-school NT mentor 

6 Needs assessment of the NT in-school NT mentor & TTC tutor

7
Development of individual CPD plan (goals and 
actions) 

in-school NT mentor 

8 Mentoring activities in-school NT mentor 

9 Coaching activities in-school NT mentor

10 Community of Practice (CoP) session SBM/SSL

11 Lesson observation for informal evaluation (D)HT

12 Seminars/trainings (D)HT
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Term 2 

1 Mentoring activities in-school NT mentor

2 Coaching activities in-school NT mentor

3
Monitoring activity: lesson observation for informal 
evaluation

NT mentor from pre-service & in-
school NT mentor

4
Monitoring activity: review of NT’s CPD Plan (review 
progress and sets targets) 

TTC tutor & in-school NT mentor

5 Approving reviewed NT’s CPD plan (D)HT with NT mentors 

6 CoP sessions  SSL/SBM 

7 Lesson observation for informal evaluation (D)HT

8 Seminars/trainings (D)HT /SBM

Term 3

1 Mentoring activities In-school NT mentor

2 Coaching activities In-school NT mentor

3
Monitoring activity: lesson observation for informal 
evaluation  

TTC tutor & in-school NT mentor 

4 CoP sessions SBM/SSL

5 Lesson observation for formal evaluation (D)HT

6
Monitoring: end-of-year review of NT’s performance by 
TTC tutor with in-school NT mentor

TTC tutor & in-school NT mentor

7
End of year informal discussions/meetings with in-
school NT mentor, TTC tutor, other colleagues

TTC tutor, in-school NT mentor & (D)
HT

8 Seminars/trainings (D)HT/SBM

Source: VVOB, 2018
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Activity 12

Look at the proposed induction programme (Table 2). Assume that you have adopted and plan to 
use it in your school: 

	What are the conditions and challenges to implement this programme in your school or sector? 
	 Compare the induction activities with the four experiences that strengthen self-efficacy 

according to Bandura. Are they all represented? 

	Which kind of data can you collect before elaborating such kind of program at your school?

	 Improve the programme presented in Table 2 taking into account the context of your school 
or district.

Research shows that induction of NTs is successful when following conditions are in place (Birkeland & 

Feiman-Nemser, 2007; Wong, 2004):

	An appropriate (realistic) assignment for new teachers, providing them with sufficient time to 

engage in activities in an induction programme;

	 Enough time for SBMs and SSLs to induct new teachers;

	A collaborative school culture where administrators, teachers and parents share:

o	 A vision and mission of the school; 

o	 An understanding that teaching is complex work and learning to teach well takes time 

and requires collaboration and continuous professional development;

o	 An understanding that the school must provide teachers with learning opportunities just 

as it does for students;

o	 An understanding that all members of the school community are responsible for the 

growth and development of colleagues and students.

That shared understanding is not present in many schools. It must be cultivated. One way to do this is 

induction, which opens conversations about how to develop the practice of new teachers. This gives 

experienced teachers a reason to discuss learning and teaching, and a safe focus that is outside of their 

own practice (Birkeland & Feiman-Nemser, 2007).

School leaders have a key role to play in the development of a successful induction system. Research 

shows that the transformational abilities of a school leader have a positive impact on the how intrinsically 

motivated new teachers are to teach, how affectively they feel committed to the school and how satisfied 

they are with their job (Thomas et al., 2020). Moreover, transformational school leaders positively affect 

new teachers’ job attitudes by increasing the number of colleagues supporting the new teacher (Thomas 

et al., 2020).
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Activity 13

Read again the case study of Mr Bwenge at the start of this section and answer the following ques-
tions: 

	Why is it important for Bwenge Athanase to have an induction at Kamatamu Secondary 
School, even if he scored very well on the recruitment tests? 

	Assume you were the headteacher of Kamatamu Secondary school. Identify 3 induction ac-
tivities and for each explain how the activity would help Athanase to perform well. 

	Which data do you need to prepare those induction activities? Justify the reasons you need 
those data to prepare mentioned activities.

In the sub-section on reasons for induction, we discussed the importance for new teachers to undergo an 

initiation process into the teaching profession. 

In the sub-section on induction programmes, we listed various activities that should be part of an 

induction process, including mentoring (and coaching), taking part in a Community of Practice and 

participating in seminars and trainings. Mentoring and coaching should include lesson observations and 

feedback discussions. 

Appendices 1, 2, 3 & 4 are guidelines which can be used to ensure fruitful induction programmes for 

teachers and headteachers. 

	Appendix 1: Monitoring Guide for Induction of New Teachers

	Appendix 2: Monitoring Guide for Induction of New Headteachers

	Appendix 3: Competence profiles of stakeholders involved in the induction of NTs

	Appendix 4: Competence profile of the Sector Education Inspector as coach of headteachers
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Section 4: Supervision of teaching

Introduction

The nature and quality of instructional supervision within a school has effects on the expertise, practice 

and job satisfaction of teachers and, by extension on student outcomes. Within a distributed school 

leadership model (see Module 1), supervision of teaching can be done by various people, including the 

headteacher, deputy headteacher in charge of studies, school-based mentor and the school subject 

leaders. 

However, strong school leaders are distinguished from their colleagues in lower performing schools by 

their personal involvement in planning, coordinating, and evaluating teaching and teachers (Robinson et 

al., 2008). There are four components in this involvement:

	 Strong school leaders are actively involved in teacher discussions on instructional matters, 

including how teaching approaches impact student achievement.

	 Strong school leaders conduct active oversight and coordination of CBC implementation. School 

leaders and staff work together to review and improve teaching. School leaders are directly involved 

in coordinating the implementation of the CBC across year levels. This includes such activities as 

monitoring the progression of teaching objectives for developing knowledge, skills and values 

across year levels. 

	 Strong school leaders are involved in classroom observation and subsequent feedback sessions. 

Research has shown that classroom observations are crucial for helping teachers improve their 

teaching (Robinson et al, 2008).

	 Strong school leaders systematically monitor student progress and use the information to improve 

teaching. School leaders should coordinate schoolwide examination of data (Heck, 2000). Teachers’ 

use of data to evaluate student progress, adjust their teaching, plan their weekly program and give 

students feedback is a strong indicator of school quality (Robinson et al., 2008). 
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Activity 14

Mr. Mategeko is a headteacher at Rugendo primary school in Nyaruguru District. He is anxious to see 
his school perform well compared to other schools in the district. He believes that strict supervision 
is the solution to achieving a better performance. He decides to supervise teaching every week 
once in each class. He does this by entering class without giving prior notice to the teacher and he 
immediately demands the teacher to give all pedagogical documents. During his supervision, he 
interrupts the lesson and tells the teacher about his/her weaknesses in front of students and again 
later in the staffroom. 

As a school leader,

	How do you judge Mr Mategeko’s type of supervision?

	What advice would you give to Mr Mategeko to conduct supervision of teaching?

In the remainder of this section, we will focus on conducting lesson observations. It is important to note 

that school-based mentors are trained on these skills and can support the headteacher with lesson 

observation.

What is lesson observation?

Lesson observation aims at:

	Observing each other’s practice, providing feedback and learning from each other to improve 

their impact on students’ learning;

	 Focusing on improving teacher practice in alignment with learner needs and school and system 

priorities;

	Making classroom practice more visible and encourage colleagues to collaborate to improve 

teacher practice and student learning.

Why lesson observations?

Lesson observations are meant to:

	 Provide effective professional learning that emphasises reflection and feedback on practice to 

improve learning;

	Develop teachers’ self-awareness about their own teaching practice and its impact;

	Help determine professional learning needs at individual and school level;

	 Supports the development of a common understanding of effective teaching practices that have 

impact;
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	 Supports sharing of ideas and expertise among teachers including modelling of good practice;

	 Provides opportunities to discuss challenges and concerns with colleagues;

	 builds whole-school accountability for the quality of teaching and learning in the school.

Conducting a lesson observation

Most supervision of teaching is done by lesson observations. There are four steps in conducting successful 

lesson observations:

•	 Planning the lesson observation together

•	 Conducting the lesson observation

•	 Giving feedback on the lesson

•	 Reflection on how the lesson can be improved 

Figure 6: Process of conducting lesson observations (VVOB, 2017)

1.	 Planning the lesson observation

Before the lesson observation, the teacher and the observer should sit together to prepare for the lesson 

observation. Items to discuss are:

-	 What is the purpose of the lesson observation? Is it developmental or evaluative? What will be 

done with the observations? Will the lesson be recorded? Be honest about this and be aware that 

the observer and teacher may interpret the objectives differently. For example, even if you, as school 

leader, say that the purpose of the supervision activity is learning, the teacher may still interpret it as 

an evaluation activity. 
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-	 Discuss how the lesson fits within the CBC. Is it the first lesson of a unit? Is it building on what was 

done in the previous lesson? A lesson plan can be used to guide this discussion. Some questions to 

ask are:

	What do you want learners to learn? What is fundamental and what is less important? 

	How does the lesson relate to what came before and what comes next? 

	How will you know if students have learned the content of the lesson?

	What will you do if students have not achieved the outcomes of the lesson?

	How will you provide more learning opportunities for learners who have mastered the 

content and for those who still struggle with understanding it? 

-	 Discuss the focus of the lesson observation. This should be a two-way discussion:

	 The observer indicates what he/she will focus on during the lesson, using the lesson 

observation form.

	 The teacher requests specific areas that the observer should focus on, for example the 

reactions of particular learners, how learners work together in groups, gender etc.

	 The observer and the teacher plan a lesson together and determine anticipated outcomes. 

Problems of instruction are shared and materials and strategies of teaching, processes of 

learning and evaluation are agreed upon.

	 Below we briefly discuss some possible focus areas for lesson observations. 

2.	 Conducting the lesson observation

At the start of the lesson observation, the observed teacher provides the school leader (HT or DHT) a copy 

of his/her lesson plan. It is important to focus on the agreed observation criteria (teacher competences). 

However, other issues may arise that become target or areas for review.

During the lesson observation, take as many notes as you can or, even better, record (parts of ) the lesson 

but always ask permission of the teacher. Having a record of what you noticed during the lesson (not what 

you thought), will help you with the feedback discussion afterwards. You can agree on a report format 

with teachers or use the template provided in appendix 6 of this student’s manual.

Generally, observers try to be as unobtrusive as possible during the lesson and only intervene when the 

teacher makes a grave professional error (important content error, corporal punishment). It might be a 

good idea to make clear arrangements on this with the teacher beforehand.
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3.	 Giving feedback on the lesson

Feedback and reflection on the lesson afterwards is crucial for learning. Ideally, feedback is given as 

soon as possible after the lesson observation. Sit down with the teacher in a quiet place for the feedback 

discussion and foresee plenty of time. Before providing your feedback, start by allowing the observed 

teacher to give his/her own impression of his or her lesson. You can use questions such as: are you satisfied 

with your own teaching? If yes, why? If not, why?

In the next section, we will discuss criteria of effective feedback. Perhaps, the key element to remember is 

that teachers need to be convinced that your feedback will result in better teaching and learning.

Therefore, it can often be better to focus your feedback on a few aspects to improve upon, rather than 

overwhelming the teacher with lots of negative elements. The evaluation ends with the observer and 

teacher agreeing on changes in the teacher’s strategy and a follow-up observation. 

4.	 Reflection on how the lesson can be improved 

Based on the feedback, the teacher reflects on how the lesson can be improved. For this, the teacher can 

use other information and data as well, such as student work and assessment results. We don’t learn 

from practice, but from reflecting on our practice (Hattie & Timperley, 2007). The reflection can be 

done individually, with the observer, or with peers in a Community of Practice. The reflection results in a 

plan for the next lesson. Follow up with teachers about their development. 

Suggestions for organising lesson observations

	 Be clear on the purpose of the lesson observation and use an appropriate lesson observation 

form. There are many observation forms, depending on the purpose and focus. They are like the 

glasses you use to look at a lesson. Different glasses give you a different focus. Lesson observation 

forms for evaluative purposes usually have lots of items and questions. Forms for developmental 

purposes usually have a more open structure with a lot of space for writing observations, as their 

focus is on having a productive conversation about the lesson. In Appendix 5 & 6, we include two 

examples of lesson observation tools. 

	 You don’t have to observe always full lessons. Trained observers usually get a good sense of a lesson 

in 5 to 10 minutes. Short and regular observations are better than full lesson observations once 

per year or per term. 

	 Know what good teaching and learning looks like. Learn about effective teaching and learning by 

reading up-to-date research and working with other school leaders and teachers. 

	Don’t just focus on the teachers. Ask learners what they are learning, how they are learning it, and 

so on. 

	Give effective feedback, with lots of praise and just a few points for improvement (see next section). 
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	Have short informal conversations with your teachers about their teaching. You can use these to 

follow up on feedback you gave during a lesson observation.

	 Both headteachers, deputy headteachers(s) and school-based mentors should be involved in lesson 

observations and instructional supervision. However, it remains important that the headteacher is 

sufficiently engaged in the supervision of teaching.

	 Stimulate lesson observations by colleagues. Colleagues can give each other more detailed, 

subject-specific feedback. Also, teachers may be more willing to sharing challenges with their 

colleagues than with school leaders. 

	Offer choice: allow staff some control over who observes them/who they observe and the timing of 

observations. 

Activity 15

Read the case story of the peer observation programme in Hillbrook Anglican School bellow and 
answer the following questions:

	What are the success factors of this programme?

	 Could you implement such a programme in your school? What would you do differently?

	How would you measure the effectiveness of the programme in your school?

Under the leadership of Mr Sharland, Deputy Headteacher in Hillbrook Anglican School in Australia, 
teachers started with peer observations. The reason for starting the programme was the realisation 
that there was a lot of expertise available within the school. However, good practices and innovations 
usually stayed within one classroom. 

However, he also realised that many teachers had not had any other teachers in their classrooms 
for most of their careers, except when they were formally evaluated.  Mr Sharland introduced the 
programme slowly using small steps, really bringing people on board. Participation by teachers was 
voluntary. Teachers could sign up to the programme and approach other teachers to observe their 
lessons. Observations were limited to 10-15 minutes and no feedback was given initially in order to 
let teachers get used to having other teachers in their classrooms.

Teachers used the observations to reflect on their own teaching. Gradually, the school developed a 
stronger culture of support. 80% of the teachers currently take part in the programme. The next step 
is to expand the programme to all teaching staff. 

A video about the case story (3’16”) is available on: https://www.aitsl.edu.au/tools-resources/
resource/introducing-classroom-observation

Extension: another video (5’41”) on a peer observation programme in Ipswich Girls’ Grammar School 
(Australia) is available on: https://www.aitsl.edu.au/tools-resources/resource/peer-observation

https://www.aitsl.edu.au/tools-resources/resource/introducing-classroom-observation
https://www.aitsl.edu.au/tools-resources/resource/introducing-classroom-observation
https://www.aitsl.edu.au/tools-resources/resource/peer-observation
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The activity above illustrates various principles and good practices related to supervision of teaching:

a)	 Coaching, mentoring and conducting lesson observations are related. A lesson observation can 

be a starting point for a coaching or mentoring conversation about challenges that the teacher 

experiences. 

b)	 Many teachers are not used to having regular lesson observations. Go slowly with implementing 

lesson observation programmes, for example by starting it as a voluntary programme. 

c)	 Share findings and ideas of lesson observations with the wider group of teachers. 

Teachers Helping Teachers: Peer Observations 

Teachers can collaboratively observe each other for professional development purposes. These 
peer observations are confidential and nonevaluative in nature. Peer observations benefit both the 
observer and the observed teacher: 

•	 Observers see new techniques in action, get new ideas for their teaching toolkits, and can 
reflect on their own assumptions, beliefs, and teaching practices based on what they witness. 

•	 Observed teachers benefit from analysing the descriptive data the observer collects about 
classroom interactions and the class environment; they can also grow though discussions 
that result from observer questions and suggestions to improve learning outcomes. 

•	 Based on their discussions and reflections, participants can develop action plans or action 
research projects to improve their teaching practice. 

•	 Peer observations can also improve camaraderie, deepen collaboration, and increase self-
awareness among participating teachers. 

Peer observation can be either formative or summative. Formative observations are designed 
to provide guidance and advice to help an instructor improve. To be most effective, formative 
evaluations should be confidential and should remain the property of the teacher being observed. 
Formative lesson observations give the teacher opportunities to reexamine their teaching with an 
observer who is a colleague. Summative evaluations are not confidential and usually performed for 
use in personnel decisions such as promotions and for comparison in relation to other colleagues in 
the department.

Peer observations generally consist of three stages which are similar to steps of lesson observation 
explained in the above paragraphs: pre-observation, observation, and post-observation.
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Focus areas during lesson observations

1.	 Learner-centred pedagogy

In order to supervise teaching, it is important for a school leader to understand what a learner-centred 

pedagogy means. Table 3 shows the differences between teacher-centred and learner-centred education. 

In a learner-centred classroom the learners co-influence the teaching and learning process, in contrast to 

a teacher-led classroom whereby the teacher is fully in charge of the content, the teaching and learning 

process. In a teacher-led classroom, it is only the teacher who has the authority to deliver knowledge, 

skills and attitudes. Learners are like empty vessels to be filled.

Table 3: Teacher - led versus learner - centred education

Teacher-led education Learner-centred education

Teacher controls the content and
teaching and learning process.

Learners co-control the content and the
learning process.

Dominant techniques are lecturing and whole 
class drilling (all learners repeating what the 
teacher says).

There are many collaborative interactions 
between the teacher and learners and among 
learners.

Fixed curriculum Room for individual interests, learning 
preferences and needs

Teacher is the only source of knowledge. Teacher is a facilitator of learning.

Source: Altinyelken, 2010; Schweisfurth, 2013; Vavrus, Thomas, & Bartlett, 2011

Examples of techniques that can promote student-centred learning are group work, brainstorming, 

questioning, experiments, storytelling, role play, case study and jigsaw (UR-CE, 2017).

	Group work: a technique whereby learners are given a challenging task to be carried out in 

small groups. All group members must be actively involved. Mixed-ability groups should be 

used whenever possible. This promotes co-operation, peer support and valuing individual 

contributions and is especially useful for project work, learning or practising a new skill, discussing 

an assignment, problem solving etc. Same ability groups can help you focus on developing a 

particular skill or concept with learners, especially when you are differentiating in terms of content 

or learning processes. Same ability groups should only be used on a temporary basis and should 

not be composed of the same learners all the time.

	 Brainstorming: a technique whereby learners generate ideas about a given topic.
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	Questioning: questions are a key ingredient of student-centred classrooms. Questions should 

stimulate thinking and involve all learners. Questions should be asked by teachers to learners, by 

learners to teachers and by learners to learners.

	 Storytelling: a technique whereby the teacher or a learner tells a story and asks questions to the 

class for motivating learners in learning or giving context to a lesson to be learnt.

	 Role playing: a technique in which learners act out a scenario related to a given topic. 

	Discussing case studies: a technique whereby learners are presented with a case of a complex and 

realistic situation, in which they must take a decision or solve a problem related to the learning 

objectives.

	 Jigsaw: a form of group work that gives each learner opportunities to learn the content of a given 

sub-topic in a small group, and to teach it to group members. Learners with the same sub-topic 

meet and share ideas until everyone masters the content before going back to their respective 

groups and teach the content to their group members.

2.	 Inclusion

In Module 1, we introduced the main ideas of inclusion. A key element of an inclusive lesson is that all 

learners are treated as individuals. Therefore, teachers should use classroom strategies that involve all 

learners. During lesson observations, you should focus on how teachers deal with learners with learning 

challenges. 

Activity 16

Answer the following questions:

	Do you have data on students with special needs education? How did you collect them? Are 
they disaggregated? Based on those collected data, what activities did you plan in your SIP? 

	What can teachers do to support learners with visual impairments?

	What can teachers do to support learners with hearing impairments?

	What can teachers do to support learners with developmental impairments?

	What can teachers do to support learners with physical impairments?

	What can teachers do to support fast and slow learners?

Table 4 lists classroom strategies to help learners with various learning challenges. It is not feasible nor 

desirable that all teachers develop specialized expertise to support learners with various impairments 

(learning sign language, reading braille…). However, teachers can take a variety of measures to 

accommodate learners so that impairments do not turn into learning disabilities. Such measures benefit 

all learners, not just those with learning impairments. 



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL 41

For specialised support, school leaders should bring in specialised teachers and check if family, friends or 

people from the local community can provide support.

Table 4: Impairments and possible classroom strategies to accommodate them

Impairment Classroom strategy to accommodate

Hearing 	 Convey information to the child using informal signs and hand gestures.

	 Seat the child in the front row. Speak loudly and clearly.

	 Ensure the child can see your mouth when you speak.

	 Provide the child with a detailed outline of the lesson/objectives.

	Make sure that there is a quiet class environment.

	Use visual instructions (charts, pictures and icons) and concrete objects.

	After giving instructions to the whole class, check comprehension with 
the learner who is hearing impaired.

	Assign the child a learning buddy (partner).

	 Speak with the child’s parents to identify and build on communication 
techniques used at home. Check if family or friends can support the 
learner in the school. 

Talking 	 Encourage the child to continue when he/she is trying to communicate.

	 Be attentive while he/she is talking.

	 Provide opportunities to use different ways of communication such as 
role play, gestures, drawing, writing, etc.

	 Speak with the child’s parents to identify and build on communication 
techniques used at home.

Physical access 	 Ensure the child is physically able to access his/her classroom and seat.

	 Ensure the child can access learning materials.

	Assign a student helper or circle of friends to help the child navigate 
the classroom.

	 Shift classroom furniture so that there are clear passageways.
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Reading 	Ask the child to follow along with a finger.

	 Provide a piece of paper or other material and instruct the child to 
uncover one sentence at a time while reading.

	 Provide extra reading practice time in school and at home.

	 Pair the child with a reading buddy who reads with him/her daily.

Seeing 	 Ensure that the classroom has good lighting.

	Write in large and clear letters on the blackboard.

	Use a clear and loud voice

	 Regularly repaint the blackboard for good contrast

	Use contrasting colours for writing (e.g.,, no pink on a black background, 
but white)

	Assign the child a learning buddy.

	 Seat the child in the front row.

	 Refer the child for glasses, if possible.

	Use audio materials

	Use concrete objects that give learners tactile experiences.

	Use a consistent vocabulary (e.g.,, don’t say book one time and manual 
another time).

Developmental 	 visit the home of the learner, get to know the learner better and 
familiarize yourself with the strategies used at home.

	 collaborate with parents, family and friends.

	 use team work with mixed ability grouping

	 use lots of teaching aids and manipulatives.

	 differentiate in lessons.

	 provide short tasks with lots of variation.

	 set individual objectives, for example by using a target sheet.

Source: UNESCO, 2014, adapted by VVOB

Differentiation is a key classroom strategy to make teaching and learning more inclusive.  Every classroom 

at every grade level has students with varying ages, abilities, prior knowledge and backgrounds. In 

Rwanda, many students’ mastery of learning is several grade levels below the grade they are in (Rwanda 

Education Board, 2018). Perhaps the most important work of teachers is to identify students’ level of prior 

knowledge and then plan lessons that support and challenge all students to learn.
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This will enable teachers to differentiate instruction effectively, considering the large class sizes, providing 

remediation for struggling learners so they can catch up with their peers and providing challenging content 

and activities for fast learners. Teachers can differentiate by varying the level of support, the quantity of 

exercises, the difficulty level of the task or the outcome. Figure 7 shows an example of differentiation by 

setting tasks at different levels of difficulty. 

Figure 7: Example of differentiation for mathematics (BLF, 2019)

It is important when including students who are blind not to teach them the sighted alphabet; a b and c as 

sighted people see it. This is not relevant to someone who uses Braille and will only cause confusion. For a 

Braille user to be fully included, he or she should have the same opportunities for reading and writing in 

their preferred format as other students. If a Braille machine is noisy put a mat or other padding under it.

 Alternatively, the student could be supplied with a hand-held Braille frame and stylus. Audio recording is 

also an effective way of assessing spelling, note taking etc. Group work and peer support should also be 

used as an important part of teaching and training. We provide more information on the Braille alphabet 

in Appendix 7.
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Activity 17

Read the scenario related to the role of school leaders in leading inclusive teaching and learning. 

Case study 1
Daniel is 12 years old. He has a learning and developmental disability due to foetal alcohol syndrome. 
He cannot read or write but is very eager to learn. He lives with his older brothers and sisters as his 
parents passed away.

Role play: TV interview. You, as a headteacher, are part of a panel of experts, answering questions on 
IE when viewers phone in.

Case study 2
Francesca is 14 years old. She completes all her classwork very quickly but is then noisy and disruptive 
in class. She can sometimes be a bully – especially with the quieter children

Role play: you are a headteacher. Many teachers come to you to complain about Francesca. You hold 
a meeting to listen to concerns. Teachers want you to exclude her.

Case study 3
Maria is 8 years old and has been deaf since birth. She lives in a small village, has lots of friends and 
communicate with them and her family by informal/ community sign language. She has never been 
to school and feels very sad that she has to sit and watch all her friends go to school together every 
day.

Role play: hold a meeting between school leaders, community leaders and parents to discuss 
education for Maria.

Case study 4:
Victoria is a 13-years old girl. She studied in school until P6, but then her family prevented her from 
studying further. Victoria says that her father told her not to go to school. He said, “Now you can read 
and write it is enough for you”. Just stay at home now and help your mother.

Role play: visit her home to talk to parents about further education for Victoria.

Case study 5:
Emmanuel has no parents as they both passed away. He is HIV positive. He lives with his grandmother 
who is blind and dependent on him – even to use the toilet. He comes to school but is often absent 
or late. He always looks tired and hungry. 

Role play: You are a headteacher chairing a meeting with teachers and community members to 
discuss the case of Emmanuel. Find solutions.

REB, in partnership with the Building Learning Foundations programme, has produced a Guide for 

identifying and helping children with learning difficulties and special educational needs (SEN), which is 

distributed to all P1-P3 English and Mathematics teachers.
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One of the government’s disability commitments is that by the end of 2020, every school in Rwanda will 

need to include inclusive education actions in their Annual Plan and Performance Contract.

3.	 Gender

Activity 18

In module 1, unit 5 we discussed gender responsive pedagogy. Thinking back of what you learned 

then, make a list of points of attention for teachers during lesson observations in your school. 

Gender responsive pedagogy refers to teaching and learning processes that pay attention to the specific 

learning needs of girls and boys (Mlama, 2005). Gender responsive pedagogy calls for teachers to take 

an integrated gender approach in the processes of lesson planning, teaching, class management and 

performance evaluation. As a school leader, it is important that you can make teachers aware of gender 

responsive pedagogy and help them to become more sensitive to gender stereotypes in the classroom.

Examples of a gender responsive pedagogy are (Mlama, 2005):

	Ask same amount of questions to boys and girls;

	Ask questions of same difficulty level to boys and girls;

	Use examples that reflect interests of boys and girls;

	 Provide equal opportunities to boys and girls to engage with learning resources (experiments, 

concrete materials, ICT);

	Use examples that feature boys and girls in equal amounts and in non-stereotypical situations 

(e.g., word problems in mathematics, women as scientists, men as caregivers);

	During group work, make sure that boys and girls take up leadership roles;

	 Foster high expectations for all learners for all subjects (e.g., girls can be equally good at 

mathematics and science than boys).

Conclusion

Strong school leaders are involved in classroom observation and subsequent feedback sessions. 

Leading teaching implies setting clear performance standards for teaching and make regular classroom 

observations that help teachers to improve their teaching. In this section, we focused on the process of 

lesson observations, including the steps, the organisation and the focus areas. In the next section, we will 

discuss the process of giving effective feedback after the lesson observation. 
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Section 5: Giving effective feedback

Introduction

Activity 19: Case study

A school leader conducted a lesson observation in Mr Rukundo’s Class in Gasabo District. Afterwards, 
it took him two weeks before giving feedback to the teacher. During the feedback conversation, the 
school leader criticised Mr. Rukundo by saying that he used wrong teaching methods and that he 
was not up to the job. He warned him that if he did not improve quickly, he would lose his job. 

	What impact do you think the school leader’s feedback had on Mr Rukundo?

	 If you were this school leader, how would you give feedback to Mr. Rukundo in order to improve 
his teaching?

The term feedback is often used to describe all kinds of comments made after the fact, including advice, 

praise and evaluation. But none of these are feedback, strictly speaking. Basically, feedback is information 

about how we are doing in our efforts to reach a goal. Some examples. I tell a joke with the goal of 

making people laugh, and I observe the audience’s reaction. They laugh loudly or barely react. I teach a 

lesson with the goal of engaging students, and I see that some students have their eyes focused on me 

while others are sleeping. 

It is important to make the difference between feedback and advice. Feedback is communication about 

what you think went well and not so well during the lesson. Feedback is about seeing how well you have 

come to achieving your goal. It is about what you did, not about what you need to do next. Feedback 

should start from observations (with evidence). From observations, you can move to interpretations. 

Advice is the third step and is about what you think the teacher should do next time (Figure 8). If you 

move immediately to giving advice, the teacher may dispute the advice, because you didn’t agree on the 

observations and interpretations 
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Figure 8: The process of giving feedback and advice (Wiggins, 2012, adapted by VVOB)

Giving feedback is more than sharing a list of suggestions for change. By giving feedback, you want the 

teacher to change his/ her practice. Secondly, teachers are in front of their class every day, whereas you, as 

observer, only visit occasionally. Therefore, the way you communicate the feedback is very important. 

When not given well, teachers may become defensive, demotivated or dismissive (will reject it) of the 

feedback. Remember that the goal of feedback is to improve practice one step at a time, not to show how 

much you know about teaching a good lesson.

Activity 20 

Look at the list of possible strategies below. For each strategy, decide whether this will be effective or 
ineffective for a school leader to use when observing and giving feedback to teachers. If you agree 
with the statement, put a tick, if you disagree put a X. If you are unsure, put a “?”.

	Allow other teachers in the school to sit in on the feedback session so that they can learn too.

	 Begin with positive points about the lesson to build self-confidence.

	 Schedule the feedback session for as soon after the lesson as possible.

	 Provide the teacher with a detailed list of all their strengths and weaknesses.

	 Let the teacher see your observation form and notes.

	 Tell the teacher what they should or shouldn’t do in the next lesson.

	Ask the teacher what changes they would make if they were teaching the lesson again.

	 If something goes wrong, blame other things and not the teacher.

	 Let the teacher start first with giving their impressions of the lesson.

	Give general feedback, rather than focusing on specific situations during the lesson.

Does the appropriateness of some of the statements depend on the situation?
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Early research on feedback focused on whether it was better to give grades or to give comments for 

learning. Page (1958) was the first one to systematically investigate the effect of grades versus comments 

on learning outcomes. He found that comments (feedback) were more effective than grades. Other 

researchers repeated Page’s study many times over the years, with an interesting result: sometimes these 

results were replicated, and sometimes they weren’t (Paul Black & Wiliam, 1998). 

More recent research has identified the solution: it depends on the quality of the comments. in these early 

studies about comments, the “feedback” was judgmental, not descriptive. (Butler & Nisan (1986) identified 

that the most effective feedback was feedback on the task, descriptive, affecting both performance and 

motivation and fostered interest in task for its own sake (self-regulation). This has been confirmed by later 

studies (Bransford, Brown, & Cocking, 1999; Hattie, 2009).

How do you give feedback?

1.	 Set clear goals and engage with them during feedback 

Make sure that teachers understand what is expected of them, what the goals, criteria and standards 

are. To what extent do teachers have opportunities to engage actively with goals, criteria and standards, 

before, during and after an assessment task? 

Effective feedback requires that a person agrees on a goal, acts to achieve the goal, and receives goal-

related information about his or her actions. If I am not clear on my goals or if I fail to pay attention to 

them, I cannot get helpful feedback (nor am I likely to achieve my goals). Information becomes feedback 

if I am trying to achieve my goals and the information tells me whether I am on track or need to change 

course. 

It is always a good idea to ask the teacher when visiting a class, “What would you like me to look for 

and perhaps count?” In everyday school situations, goals are often implicit. In school, teachers are often 

unclear about the specific expectations. Therefore, it is crucial to remind them about the goal and the 

criteria by which they will be assessed. Teachers must be on the same page about what high-quality work 

is. Teachers need to look at student work together and identify standards of good practice. This will help 

teachers within the school identifying desired standards and becoming more consistent over time.  As 

leaders of teaching and learning, school leaders should lead this process to ensure that goals, assessment 

criteria and standards are consistent across the school.

2.	 Make sure the feedback is actionable and transparent 

Effective feedback is concrete and specific; it provides actionable information. Thus, comments like “Good 

work!” and “You did that wrong” or just a grade are not feedback at all. We can easily imagine teachers 

asking themselves in response to these comments, what specifically should I do differently next time, 

based on this information? No idea. They don’t know what was “good” or “bad” about what they did.
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The goal of feedback is to improve practice. This means that part of the feedback is about motivating the 

teacher to change their practice. It means setting high expectations and instilling the belief that these 

expectations are realistic for the teacher to achieve. It also implies that effective coaches know that in 

complex situations, feedback about what went right is as important as feedback about what didn’t work. 

3.	 Encourage motivation and positive self-esteem

Many lesson observers have the tendency to make a list of everything that went wrong in the lesson. 

During the feedback session, they present the whole list to the teacher. The result is that the teacher is 

overwhelmed, doesn’t know where to start to improve things and gets demotivated. Giving too much 

feedback can be counterproductive, as the teacher doesn’t know where to start and may dismiss all 

the feedback as unattainable. It is better to help the teacher concentrate on only a few key elements of 

performance. Other aspects can be the focus of the next feedback session. 

4.	 Encourage dialogue around practice

Good feedback is about developing a shared understanding about the gap between current and desired 

practice and about the changes that are needed to bridge that gap. This is achieved by feedback dialogue 

around the practice or assessment tasks. 

Use discussions after lesson observations to discuss aspects of teaching and learning, how to make the 

group work more effective, how to involve the children in the back and how we could use concrete 

materials to introduce the topic. 

Feedback should be a two-way conversation in which also the school leader should be open to new ideas. 

In this way, the two participants engage in a professional dialogue. 

5.	 Facilitate the development of self-assessment and reflection skills

As a school leader, you may only observe your teachers and provide feedback once in a while. Therefore, it 

is important that teachers develop the skills to self-assess and reflect on their practice. Remember that we 

don’t learn from practice, but from reflecting on our practice. In this course, we use build in opportunities 

for reflection, self-assessment or peer assessment, which you can adapt to your work with teachers. 

6.	 Make the feedback descriptive

Feedback should start with building a shared understanding of observations. Make sure that you first agree 

on what you observed during the lesson. Starting from these observations, suggestions can then be made 

to improve performance. Feedback must be accepted by the teacher. Many feedback conversations lead 

to arguments because the feedback givers are not sufficiently descriptive: they jump to an interpretation 

from the observations instead of simply presenting what they observed. For example, an observer may 

make the common mistake of stating that “many students were bored in class.” That is a judgement, not 

an observation. It would have been far more useful and less debatable had the observer said something 

like, “I counted ongoing inattentive behaviours in 12 of the 25 students once the lesson was underway. 
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The behaviours included texting under desks, passing notes, and making eye contact with other students. 

However, after the small-group exercise began, I saw such behaviour in only one student.”

Such care in offering neutral, goal-related facts is the whole point of the supervision of teaching and of 

good coaching. Effective supervisors and coaches work hard to carefully observe and comment on what 

they observed, based on a clear statement of goals. 

7.	 Feedback should be given timely

The sooner you give feedback after the lesson, the better. Teachers don’t want to wait for hours or days to 

find out how the observer perceived the lesson or teacher’s performance and what could be improved.

We don’t give feedback only in schools. In sports, for example, coaches give a lot of feedback to help 

people improve their performance. Read the following case story about a coach giving feedback to her 

daughter who is running. 

Case Story

My daughter does athletics. She is training hard for the 1000m run. After each tour on the running 
track her coach shouts split times (the times for each tour) and bits of feedback (“You’re not swinging 
your arms!” “You’re on pace for 5:15”), followed by advice (“Pick it up—you need to take two seconds 
off this next tour to get in under 5:10!”).

My daughter and her teammates are getting feedback (and advice) about how they are performing 
now compared with their final target time. My daughter’s goal is to run a 5:00 kilometre. She has 
already run 5:09. Her coach is telling her that at the pace she just ran in the first lap, she is unlikely 
to meet her goal. Then, he tells her something descriptive about her current performance (she’s not 
swinging her arms) and gives her a brief piece of concrete advice (take two seconds off the next lap) 
to make achievement of the goal more likely. The ability to improve one’s result depends on the abil-
ity to adjust one’s pace based on ongoing feedback that measures performance against a concrete, 
long-term goal. 

Imagine that the coach would shout a grade after each tour, for example, “B+ on that lap!” Or, only 
general comments, such as “good” or “not so good”. My daughter would not know what to do to 
reach her goal. 

Adapted from Wiggins, 2012.

Activity 21

Revisit previous feedbacks (at least 10) you provided to teachers, and explain how you can improve 
the quality of them, taking into account everything we have discussed in this unit? What would you 
change and why? Mention at least five data on which your feedbacks were based.

The principles of effective feedback that we discussed in this section will help you to improve the quality 

of feedback that you provide to teachers. 
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Conclusion

Formative assessment with lots of feedback and opportunities to use that feedback, enhances performance 

and achievement (Hattie & Timperley, 2007). Feedback has been identified as one of the most effective 

interventions to improve learning (Hattie, 2009; Timperley et al., 2007). In this section, we discussed what 

effective feedback is and 7 guiding principles to give effective feedback. 
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Section 6: Coaching and mentoring

Introduction

Activity 22: Case study

Mr Mutsinzi, an excellent student at the University of Rwanda-College of Education, achieved a first-
class degree with a Bachelor of Education. He quickly got a teaching job in Ingenzi Secondary School 
in Gatsibo District. However, the headteacher noticed that Mr Mutsinzi seemed not very motivated 
to encourage learners to use English. After a good discussion with Mr Mutsinzi, the headteacher 
found that the teacher had a good knowledge of English but was shy and did not like to speak 
English in front of others.

The headteacher asked the deputy headteacher and the SBM to plan an intervention to support 
the teacher. They developed some SMART targets with him and provided him with support and 
some challenges to achieve the targets. One target involved being observed and supported in a few 
lessons a month by the SBM and discussing feedback to help him gain confidence. The DHT and the 
SBM worked together, and the teacher felt well supported. 

	What do you think about the strategies from this headteacher to support Mr Mutsinzi?

	Mention any other strategy you would have used to support Mr. Mutsinzi if you were the 
headteacher of Ingenzi Secondary School.

Activity 23

Write down your definitions of mentoring and coaching, post them and discuss them with your 
colleagues.  

In education, both coaching and mentoring are activities that are related to supporting teachers’ learning 

and development. Usually, these terms refer to a relationship where the coach/mentor aims to support 

his/her coachee/mentee in his/her personal and professional growth. Moreover, mentoring is often seen 

in relation to new teachers where the mentors are more experienced teachers. Coaching is more general 

and can concern all categories of teachers. 

Coaching is a professional relationship in which an educator with appropriate skills provides support to 

one or a group of educators in the process to understand and solve problems by themselves with the aim 

to improve their performance in their profession, through initial and follow up conversations. It builds on 

a shared understanding of effective teaching, learning and leadership.

Mentoring is a professional relationship in which an experienced teacher provides advice to one or more 

less experienced teachers with the purpose to improve the quality of teaching and grow in the teaching 

profession. It builds on a shared understanding of effective teaching and learning. 
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Table 5: Difference between coaching and mentoring

Coaching Mentoring

Coaches don’t need to have first-hand 
experience of the coachee’s work. The coach 
can be any professional with expertise in 
coaching. 

Mentoring is a planned pairing of a more skilled 
or experienced person (usually in the same 
subject) with a less experienced person.

School leaders can use coaching techniques 
successfully in the management and 
development of team members.

Ideally, mentors have no management 
relationship to the mentee. 

Coaches ask ‘powerful’ questions and not offer 
or give advice.

Mentors will often provide direction and advice 
to mentees.

Effective coaching is intended to help you 
to learn rather than by “teaching” you. By 
engaging with an experienced coach, the 
coachee will develop insights leading to better 
teaching.

Mentoring involves helping mentees to develop 
their career, skills and expertise often building 
upon the experiences of the mentor in the 
process.

Source: Askew & Carnell, 2011

In Rwanda, mentorship responsibility can be assigned to the School-Based Mentor (SBM), Deputy 

Headteacher in charge of studies or a School Subject Leader (SSL). 



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL54

Activity 24: Case story - The story of Sam

Mr. Sam has graduated in History. After his acceptance to teaching History at Groupe Scolaire 
Nyarusange, he was visited by the Director of Studies (DoS) while teaching in senior two. The DoS 
observed that the lesson plan was not consistent. He recommended him to see Mr. John, the History 
subject leader so that he will be helped on how to prepare a good lesson plan. John showed him 
how a lesson is introduced, developed, concluded and how to assess learners. The DoS visited Sam 
for the second time and he observed that he mastered the planning of the lesson. At the end of 
the term, Sam prepared and submitted exam papers to the DoS. The DoS took his time to read and 
go through them to see whether they follow the Bloom’s taxonomy. He noticed that the Bloom’s 
taxonomy was not respected. The DoS invited Sam in his office for a discussion. 

DoS: Good morning Sam, how are you doing? 

Sam: Good morning Sir, I am fine, thank you.

DoS: What do you refer to while setting an exam? 

Sam: I usually refer to the content of the lesson.

DoS: What types of questions do you set?

Sam: Two types of questions: open and closed.

DoS: Have you ever heard of Bloom’s taxonomy? 

Sam: Yes, I know it.

DoS: Do you know all levels of Bloom’s taxonomy?

Sam: Yes, I know them. 

DoS: If you look at the exam paper you have set, do you think that Bloom’s taxonomy has been taken 
into consideration?

Sam: (After reading the paper) I realise that the exam paper focuses only on the three first levels.

DoS: Do you think the required standards are met?

Sam: (After thinking about it replied): No. 	

DoS: What can be done?

Sam: I have to readjust the setting of questions. I will bring the revised question paper tomorrow.

DoS: Thank you very much. Have a nice day.

Sam: You are welcome Sir.

After reading this case story, answer the following question:

	 Is this dialogue between Mr Sam and his DoS a coaching or mentoring conversation? Justify 
your answer with characteristics of coaching and mentoring.
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Coaching and mentoring are related, and many conversations contain aspects of both. Table 5 above 

helps you identify aspects of coaching and mentoring. 

Benefits of coaching and mentoring

In Section 1, we discussed the following criteria of effective continuous professional development. 

	 CPD should be team and school focused

	 CPD should be process oriented

	 CPD should be rooted in reflection

	 CPD should be experiential

	 CPD should be focused

	 CPD should be collaborative

	 CPD should be context specific

	 CPD involves producing and creating

	 CPD requires ownership

Activity 25

Brainstorm on how coaching and mentoring fulfil the criteria of effective CPD.

When performed well, coaching and mentoring are effective methods of CPD because:

1.	 They link individual development to the development of the group and the school.

2.	 They are not a once-off activity, but a process consisting of various conversations which can 

consider the various elements of the learning cycle (Figure 1) and the evolution from unconscious 

incompetence to unconscious competence (Figure 2).

3.	 Both methods stimulate reflection by the coachee/ mentee about his/her situation as a source of 

learning.

4.	 Coaching and mentoring include moments for the coachee or mentee to try out new approaches 

or methods, based on action points agreed during the coaching or mentoring conversations. The 

experiences are discussed in follow-up conversations.

5.	 Coaching and mentoring focus on specific challenges of the coachee or mentee. They don’t try to 

change or discuss everything at once.

6.	 Coaching and mentoring are collaborative methods. They involve at least 2 people, but both 

methods can take place in small groups as well. Well-structured conversations form the basis for 

learning.
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7.	 Coaching and mentoring are context specific. They start from the specific situation of the coachee 

or mentee and focus on what he/she identifies as points for learning.

8.	 Coaching and mentoring conversations result in action points that may include producing lesson 

plans, teaching resources, test questions etc.

9.	 Responsibility for learning in coaching and mentoring lies primarily with the coachee or mentee. 

He/she needs to take the initiative to engage in coaching and mentoring and identify areas for 

learning. Coaching and mentoring therefore requires the coachee and mentee to take ownership 

of their learning.

The GRROW Model for coaching

Effective coaching requires to structure and shape coaching conversations. There are many models that 

can be used for coaching (i.e, GRROW, GROW, TGROW and OSKAR). A model that is often used in school 

coaching is the GRROW model. This model builds on a model which was originally described by Whitmore 

(1994) and Landsberg (2015). GRROW is an acronym for Goal, Reality, Resources, Options and Will (Figure9).

Figure 9: GRROW model (Clement, 2017; Whitmore, 1994)
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The GRROW model is not a fixed structure that you strictly need to follow during a coaching conversation. 

Clement (2017) prefers to speak of a five-step game, because the coaching process is more like a game, or 

a dance with 5 different elements, rather than a rigid structure.

Like most coaching models, the GRROW model assumes that the coach is not necessarily an expert in the 

coachee’s situation. 

The coach acts as a facilitator in helping the coachee to choose the best option. A coach can also give 

advice, but he/she always needs to relate it to the coachee(s). It is the coachee who learns and comes to 

solutions, rather than the coach telling the coachee what to do.

In the GRROW model, the main steps of a coaching or mentoring conversation are: 

	Goal – Explore the objective, the desired result: What do you want to achieve? 

The coach and the coachee need to look at the challenge the coachee is facing. This can be a 

question or a problem related to a specific situation. A question could be “How can I involve 

my students more in my lessons?” A situation refers to the practice of the coachee where he/

she struggles with something and doesn’t know how to deal with it. Therefore, he/she needs to 

identify the behaviour he/she wants to change. Once the desired change has been determined, 

this change needs to be structured as a goal to achieve like being able to manage a big class, 

using teaching and learning resources, managing disturbing behaviours of learners,...

	 Reality – Explore the problem, the current reality and its context: What is happening now? 

This phase is about describing the current reality of the coachee and helping to get some key 

information that is needed in order to reach the goal effectively. When exploring the reality, the 

questions should most often be started with words like “what”, “when”, “where”, “who” and “how”.

	 Resources – Explore the available talents, skills and means: What tools and resources are available? 

The coachee should think about available resources that could help him/her in achieving his/her 

goal; resources in the environment and resources within the coachee him/ herself. People find it 

difficult to ask for help. As a coach you need to stimulate your coachee to ask for help; to look at 

the possibilities where the coachee can find some help; to make these resources alive. A coach is 

not expected to do something on behalf of the coachee.

	Options – Explore what can help the coachee to solve his/her problem and reach his/her goal: 

What could you do?

The purpose of this stage is to create and list possible solutions. It is not about finding the “right” 

answers. At this stage no answer should be rejected. The quantity of options is more important 

than their quality or feasibility. It is from this variety of creative possibilities that specific action 

steps can be selected.
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	Will – Make a plan, take decision and agree on action: What will you do? 

The purpose of this phase is to invite the coachee to make a choice; to decide which of the options 

is most likely to help him/her to reach his/her goal, and to transform this into a concrete action 

plan. It is important that the coachee formulates the plan, not the coach. As a coach you need to 

hear that the coachee is sincere and expresses what he/she will do.

As conclusion, keep in mind that the GRROW model helps to remind you about what is really important in 

your conversation. The order of elements should be flexible. For example, in conversation, a coachee can 

decide to start with describing the challenges he/she is facing before the goal is set. 

Successful coaches and mentors also need various key skills. These skills are (Clement, 2017):

	 Exploring

	Appreciating and reinforcing

	 Confronting and staying connected

	 Challenging

	 Inspiring

	Allowing and giving space

	 Relaxing and keeping the sense of humour

Activity 26

Read the example of a coaching conversation below and try to identify each step of the GRROW 
model. 
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An example of a coaching conversation

Murenzi: Hello Munyana, what is the issue you’d like to work on this morning?

Munyana: I’ve been a headteacher for 3 years and I want to make sure I am developing my teachers 
effectively. I also need to do more to work with the parents as pupils’ attendance needs to improve.

Murenzi: You are describing two issues there Munyana. One is about developing your teachers and 
the other is about pupil attendance. Which one feels more urgent to you at the moment? Munyana: 
I think teacher development is my top priority and my goal for this session.

Murenzi: So, what would be a good outcome for you from this conversation? 

Munyana: I would like to discuss different ways to encourage teacher development and have some 
new ideas of what I can do differently.

Murenzi: Tell me about teacher development in your school at the moment.

Munyana: We have a programme of teacher development linked to improving teaching and learning 
at the school, but it needs more work.

Murenzi: What steps have you taken to grow this programme of development?

Munyana: I called a meeting to discuss what professional development we would need as teachers. I 
asked every teacher to come with ideas to discuss.

Murenzi: What happened?

Munyana: Only a few teachers came to the meeting and only one had come with ideas.

Murenzi: What could you do to solve this problem? 

Munyana: I could call another meeting to talk about teacher professional development.

Murenzi: What else could you do? 

Munyana: I could talk to my heads of departments and ask them for ideas on improving teaching 
and learning.

Murenzi: Any other ideas? 

Munyana: I could make a clear link between teacher development and the SIP and share this with all 
my teachers so that they are involved.

Murenzi: Which is the best option for you? How far do they meet your objective? 

Munyana: The first option isn’t as strong as I have tried this before. The other 2 are good options and 
they do meet my objective for this coaching session.

Murenzi: To summarise, we discussed 3 options to help you get the support for teacher development 
at your school. What will you do first? 

Munyana: I will talk to my heads of departments and let them know I’d like to hear their ideas.

Murenzi: When will you do this? 

Munyana: I will arrange the meeting as soon as I get back to school. I will make it Friday lunchtime, 
so we have time to discuss things.

Murenzi: How will you know you have been successful? 

Munyana: If I have lots of ideas from my heads of departments on how to move forward with teacher 
professional development. My teachers will feel supported and motivated.

Source: BLF, 2019
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Role of school leaders in supporting coaching and mentoring

Activity 27: Case story on instructional coaching in St Augustine’s Primary School (Australia)

Ms Scott is a leader of pedagogy at St Augustine’s Primary School. She has started a programme of 
instructional coaching in her school. This programme gives teachers opportunities for one-to-one 
conversations about their teaching based on a focus that they identify. Conversations are not time-
bound and follow loosely the structure of the GRROW model. However, the process of instructional 
coaching may include modelling of practice by the coach and observing other teachers. These 
observations can serve as eye-openers for the coachee and help to reflect on their practice. Results 
of instructional coaching are shared with other school members including the school leadership. 

A video of the case story is available on: https://www.aitsl.edu.au/tools-resources/resource/
instructional-coaching

Reflect on the case story using the following guiding questions:

	 Could you start such a programme of instructional coaching in your school?

	How would you start with such a programme?

Coaching and mentoring can be related to lesson observations. Lesson observations can be great starting 

points for a coaching conversation and actions identified during coaching may include observing a 

colleague and asking them to be a mentor. 

Being a leader of teaching means using the expertise within your school team to the fullest and breaking 

down silos between teachers. However, remember from the unit on change management (Module 2) that 

such changes should be introduced carefully and gradually, producing the enthusiasm of early adopters 

and giving teachers the choice to adopt changes at their own pace. 

Activity 28

Reflect on the following question:

	How can you as a school leader support coaching and mentoring in your school?

As a school leader, you can support coaching and mentoring in a variety of ways:

	 Raise awareness with teachers within your school about coaching and mentoring, especially with 

SBMs and SSLs;

	 Support SBMs and SSLs who enrol in the UR-CE Certificate Programme in Educational Coaching 

and Mentoring;

	 Provide SBMs and SSLs with a mandate and time in their timetable to provide coaching and 

mentoring to their peers;

https://www.aitsl.edu.au/tools-resources/resource/instructional-coaching
https://www.aitsl.edu.au/tools-resources/resource/instructional-coaching
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	Make coaching and mentoring a part of the induction programme of new teachers;

	Discuss regularly experiences with coaching and mentoring with your team (HoDs, SBMs, SSLs) 

and identify good practices;

	 Talk about coaching and mentoring within your PLC at the sector level.

Conclusion 

In this section we explored coaching and mentoring as two methods for effective CPD. As a school leader in 

your role as a leader of teaching, you can support teachers to start programmes of instructional coaching 

and mentoring. You provide this support in various ways: encouraging your SBMs and SSLs who have 

been trained on coaching and mentoring to practise and implement what they have learned, creating 

conducive conditions for coaching and mentoring (time and space), raising awareness with your teachers 

about the benefits of coaching and mentoring and by starting an instructional coaching programme in 

your school. VVOB and UR-CE have been training SBMs and SSLs in your school on coaching and mentoring 

so they can take a leading role in implementing coaching and mentoring in your school. 
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Section 7: Promoting collaborative learning

Introduction

Collaborative learning means that people work together in teams to solve a problem, complete a task, or 

create a product (Guskey & Kwang Suk Yoon, 2009). CPD is more effective when it is done in a collaborative 

way (Brodie, 2013). Research (OECD, 2013) shows that teachers who collaborate more with their colleagues 

– teaching jointly in the same class, observing and providing feedback on each other’s classes, engaging 

in joint activities across different classes and age groups, and engaging in professional learning together 

– have more confidence in their teaching skills and show higher motivation. 

Research in Uganda shows that successful schools had peer-led professional development sessions to 

enable teachers to learn from their more experienced peers (Twaweza, 2019). These locally-organised and 

regularly held peer-led teacher professional development sessions at the school targeted specific areas 

of need – including preparation of schemes of work and lesson plans, conducting assessments, handling 

teacher-learner relations, classroom management and teacher work ethics. Second, these schools used 

teacher mentoring and coaching through structured and comprehensive peer-led support supervision as 

a means of improving classroom instructional practices.

In this section, we will focus on teacher collaboration within a school (Communities of Practice or CoPs) 

and collaboration of school leaders within a sector (Professional Learning Communities or PLCs). 

Activity 29

Most of you have been participating in a Professional Learning Community in your sector. Based on 
your experience with participation in PLCs, answer the following questions:

	What have you learned in the PLC about your own functioning as a school leader?

	What have you learned in the PLC about your role as a leader of teaching in your school?

	How does your participation in the PLC support you in school improvement planning?

As said above, CPD is more effective when it is done in a collaborative way. Your participation in a PLC 

of school leaders in your sector may have helped you to take up your role as a leader of teaching in 

your school. Participating in a PLC may help you to inspire your teachers to start learning together in a 

Community of Practice. In this section, we will go deeper into the reasons for starting and characteristics 

of PLCs and CoPs. 
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Activity 30

Read the following case story and answer the question thereafter: 

Teachers in a school are meeting on a regular basis during their free periods to discuss their 
teaching practices. Those meetings are informal and on a voluntary basis. They don’t report to 
their headteacher or deputy headteacher. 

	How could you support this kind of initiative in your school?

In this section, we will look in more depth at the role school leaders can play initiating and supporting 

Communities of Practice in their schools. Part of the support can be delegated to school-based mentors 

and school subject leaders. 

Communities of Practice and Professional Learning Communities

Different terms are used to refer to similar concepts: a community of practice, a learning community, a 

professional learning community, School-Based In-service (SBI), a professional learning network. 

To avoid any confusion, REB suggests using the term “Community of Practice” for teams of teachers 

working together and the term “Professional Learning Community” (PLC) for school leaders working 

together at the sector level. In 2022, REB approved the national PLC framework and applies the following 

definition for CoPs or PLCs: 

“A Community of Practice or Professional Learning Community is a platform where colleagues meet 

regularly, to share expertise, experiences, challenges, and learning and work collaboratively to improve 

their work, which leads to effective teaching and learning and ultimately to improved student learning 

outcomes”. 

CoPs are not a new concept. Jean Lave and Etienne Wenger developed the concept of Communities of 

Practice already in the early 1990s (Lave & Wenger, 1991). Their concept was based on observations of 

how people learn. They realised that people learn most things outside school, in informal situations and 

by observing and imitating rather than by listening to lectures. Communities of Practice are a part of our 

daily lives. Think about how you learned to ride a bicycle or learned cooking. Probably by observing and 

practising rather than studying books.
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Activity 31

Reflect on the current situation in your schools and answer the following questions: 

	Do you have CoPs in your school? 
	 If not, what are the challenges to set up CoPs and how could they be overcome?

	 If yes, what CoP(s) do you have in your school? 

	What is going well and what are challenges do you face? 

	Are the topics discussed and the activities implemented in the CoPs related to the priorities 
set in your SIP? If not, how could you link the CoP activities in your school with the SIP? How 
could you work together with your SBM?

Write down how you can improve CoPs in your school. 

CoPs won’t be successful from the first day. Remember from the unit on Group Dynamics (Unit 1, Module 

2) that groups go through stages during their development. Before groups reach the performing stage, 

they go through various stages (forming, norming, storming) while productivity is low. Successful CoPs 

are characterised by various elements that are called key enablers (Katz et al., 2009). They include purpose 

and focus, relationships, collaboration, inquiry, leadership and accountability. 

Conditions for successful CoPs and PLCs: key enablers

Activity 32

Question for reflection: What conditions need to be met for a CoP or PLC to be successful?

CoPs and PLCs are more than staff meetings. The major difference is that the objective of a CoP is 

professional development. CoPs and PLCs are about learning, growth and development. This is done by 

collaboratively inquiring and reflecting on one’s practice. Secondly, in CoPs and PLCs, the agenda is set by 

all the members together, not only by the leader or the facilitator. 

Some conditions need to be in place to have a successful CoP or PLC. The most important task for school 

leaders is to ensure that conditions for a CoP in their school are met. We call these conditions key enablers.
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Figure 10: Key enablers of CoPs and PLCs (Katz et al., 2008)

1.	 Purpose and focus

A shared vision on what is high-quality teaching and learning is critical for a CoP or PLC. When members 

take ownership of this commitment, learning (and not teaching) becomes the focus. A vision needs to 

be translated into a concrete and realistic learning focus, which challenges teachers and school leaders 

to question their current practice, make changes and inform their own learning needs. Teachers need 

to feel responsible for making sure that all learners in the school can learn to the fullest of their abilities. 

To be effective and successful, CoPs and PLCs need to define the purpose of its activities and focus on it. 

Remember, if you don’t know where you are and you don’t know where you are going, do not be surprised 

to end up being where you do not want to be.

2.	 Relationships

Relationships are about mutual trust and respect. Members share information openly, including successes 

and failures, and they trust and respect each other. Some of the information shared could be sensitive, 

which means that confidentiality is important for members of a CoP or PLC. A spirit where people are 

not afraid to talk about challenges they experience in their teaching, critically comment to others, avoid 

gender stereotyping and share their ideas on learning, is very important for a CoP or PLC. Mutual trust and 

respect don’t come automatically in a group (see Module 3, Unit 1 on Group Dynamics). Time and effort 

are needed to create them, but once they are there, powerful learning can take place.



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL66

3.	 Collaboration

Members in a CoP or PLC engage in intensive interactions where they present their beliefs and best 

practices to investigate, explore, reflect together, and adopt it. It is expected that they will work together 

collaborating to identify challenges and jointly create solutions. Collaboration means much more than 

relationships. Collaboration is an intensive interaction that engages educators to share their practices and 

to debate on them. This kind of collaboration allows educators to solve problems related to teaching and 

learning, building commitment through understanding, solve issues of mutual concern, and spread their 

innovations beyond their schools and sectors. 

4.	 Inquiry

Inquiry is about learning by asking questions. It means that teachers and school leaders collectively 

question their practices and routines, examine their ideas about teaching and learning, find ways to 

respond to differences and conflict, and engage in supporting one another’s professional growth. Inquiry 

means that data about teaching and learning are collected and used to analyse performance of the school.

5.	 Leadership

Members in a CoP or PLC, both male and female, share roles and responsibilities in the session, i.e., setting 

the agenda, leading on specific tasks. This is also called distributed leadership. 

Next, for a CoP of teachers, school leaders need to provide practical support such as adapting teachers’ 

timetables and providing a meeting space. Secondly, school leaders should foster the distributed 

leadership approach in the CoP (see Module 1, Unit 1, Section 4) through encouraging and motivating 

teachers to participate, setting and monitoring the agenda, creating a culture of collaboration, promoting 

enquiry and building capacity.

Similarly, for a PLC of school leaders, SEIs, with the support of the DDE and DEO, need to provide support 

to school leaders to participate in a PLC at sector level, and monitor its implementation.

6.	 Accountability

Members in a CoP or PLC hold each other accountable for agreed upon decisions and targets set in the 

sessions. This accountability is demonstrated during the reflection sessions where members can pose 

questions, discuss reasons for successes or failures and provide support so that each member can be 

successful and grow.

Having CoPs and PLCs is not the objective. The objective is to improve teaching and learning and CoPs 

and PLCs are a means to that end. School leaders and SEIs have a role to play in making CoP and PLC 

members accountable for the fact that the time and resources spent are resources that are well spent. 

School leaders can ask CoP members to identify goals and targets for the year. 

For example, a CoP on maths may decide to focus on fractions. At the end of the year, they want to develop 

a common set of lesson plans and three learning materials, and they want to achieve a 20% increase in the 

examination results for the questions on fractions. This is external accountability. 
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Internal accountability means that CoP members hold each other accountable for showing up on time, 

actively engaging in discussions and implementing what has been agreed upon in the CoP.

Importance of diversity within CoPs and PLCs

Diversity within a CoP and PLC helps creating a stimulating learning environment. If everybody has the 

same expertise and always agrees with each other, you will learn not so much as when each member 

has different ideas and interests to bring to the CoP and PLC. CoPs and PLCs should be open to new 

members, such as new teachers or headteachers. They should not discriminate according to gender. Also, 

effective CoPs are not isolated communities, but form networks with other schools, invite external experts 

or members from other CoPs without losing their focus. In this way, expertise and alternative viewpoints 

can be brought into the CoP. The same applies to PLCs.

Role of the facilitator in CoPs and PLCs 

The facilitator has a crucial role to play in CoPs and PLCs. He or she needs to be able to motivate and build 

trust, understand group dynamics, facilitate discussion and guard outcomes.

The role of the facilitator isn’t to tell teachers or headteachers what to do, to impose ideas or to judge 

them. A facilitator also is not necessarily a content expert. Rather, a facilitator needs to support discussion, 

bring in alternative ideas and data and step in when it risks wandering off.

In practice, the role and responsibilities of the facilitator may vary. He or she can take more initiative when 

there are many new members in the CoP or PLC. Gradually, as members become more experienced, the 

facilitator’s role may evolve into a more hands-off role. Facilitators should make sure that all perspectives 

are valued and that all members can contribute to the discussions. 

Now that you know more about the general characteristics of PLCs and CoPs, let’s take a look at each 

method of collaborative learning in more detail. 

PLCs of school leaders at sector level

Reasons for PLCs

Because of their specific role, school leaders often have a “lonely” position at the school in between 

teachers and the outside world (Kelchtermans et al., 2011). At the same time, the role of school leaders 

has become more complex in recent years, due to more responsibilities, bigger schools and increased 

demands for accountability (see Module 1, Section 1). 

Moreover, school leaders are often assigned to a school without specific training and as they realise that 

their role is very different from the role of a teacher, they may need support.

More experienced colleagues in neighbouring schools within the sector are often the best source for such 

support. They can offer the quick, practical and useful support that starting school leaders need. PLCs are 

a great way for school leaders to regularly meet each other, discuss their practice and learn from each 

other’s experiences. Three different types of PLCs exist.
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Types of PLCs 

Based on the previous and ongoing experience in Rwanda, the national PLC framework (REB, 2022) 

proposes three types of PLCs namely, structured PLCs, semi-structured PLCs and unstructured PLCs. The 

implementation of PLC sessions will depend on the selected structure of the PLC.

1.	 Structured PLC

These are compulsory PLCs facilitated by the Sector Education Inspectors (SEIs). Informal leadership is 

held by the school leaders. The SEI is responsible for making sure that necessary conditions are met and 

that members can freely share ideas. The SEI is also responsible to make sure that all members (female and 

male) actively participate. The school leaders decide what is discussed in the PLC since they are experts 

in school leadership. During the first PLC session of a school year, they select one topic from a list of 

priority topics, that they want to focus on during that year. This list is based on the government priorities 

which are stipulated under the seven Years Government Programme laid out in the National Strategy for 

Transformation (NST1) (Government of Rwanda, 2016) and in the ESSP 2018/2019-2023/2024 (MINEDUC, 

2018) (see Appendix 8). 

The sessions of structured PLCs are organised on a quarterly basis and take place in schools on rotational 

basis. At the end of each session, members agree upon actions to be accomplished before the next 

session. These PLC sessions focus on School Improvement Planning and the discussions are structured 

in an action-oriented cycle: identification, planning, review, reflection and dissemination (see Figure 

11). Implementation is not included in the overview of PLC sessions, as it is organised in each school in 

between the sessions.

Figure 11: Structure of action-oriented cycle of PLC sessions
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-	 Planning session

During the first session of the school year, PLC members identify a challenge, that will become the PLC 

priority of that year and identify measures of success. The common challenge should be based on the 

situational analysis and priorities of members’ SIPs. Members compare what actions they have planned to 

address the selected priorities and discuss the merits and challenges of each action. They identify some 

actions to implement before the next PLC session and agree on an implementation plan for each action. 

-	 Session to follow up on the implementation of actions

During this second PLC session, which preferably takes place in the school of one of the members, members 

share their experiences and challenges from implementing the actions identified during the previous 

session. They share strategies to overcome the challenges and agree on changes in the strategies. They 

develop an updated implementation plan. 

-	 Session to review the implementation of actions

In this third PLC session, which takes place in a different school, members again share findings and 

experiences from try-outs, and agree on the most successful strategies. They develop a final implementation 

plan for each strategy and identify changes to be made in each SIP. 

-	 Reflection session 

During the final session in the cycle, members evaluate the results of the actions to address the selected 

priorities. They also discuss the entire process and record lessons learnt and practices. They plan how they 

can share these lessons learned and practices with others. 

Each PLC session lasts approximately 2 hours and has two main sections:

-	 The first section will be focusing on the PLC priorities and takes an hour and a half; 

-	 The second section is for any other issues and lasts half an hour. 

The content and structure of each PLC session is described in Appendix 9. 

2.	 Semi-structured PLC

These PLCs are facilitated by a selected/trained HT, such as Local Leader of Learning (LLL) or a National 

Leader of Learning (NLL). These PLC sessions are organised on a monthly basis and include topics planned 

from district level PLCs and other topics that are important to their geographical context.

3.	 Unstructured PLC

For these PLCs, headteachers identify their learning needs, the focus, and objectives of their learning. 

They can be organised whenever needed and facilitated by any headteacher as agreed upon. An example 

of such PLC is a visit of a good performing school by PLC members.
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The full PLC framework is available in Appendix 10.

Activity 33

Reflect on how the PLC in your sector is helping you (or not) in your professional development 
as a school leader.
You will be guided by the following questions:

	To what extent has collaboration within your school and with other schools improved?

	On which standard(s) of effective school leadership has the PLC helped you to improve? 

	On which standard(s) has the PLC not helped you to improve?

	How do you ensure that tasks that are agreed upon in the PLC are completed?

	How do you establish a practice of inquiry (ask questions, find evidence, find data) in 
your PLC? 

	What is the role of DDEs and DEOs in the PLCs?

CoPs of teachers at the school level

CoPs are an instrument for learning. In CoPs, teachers discuss, reflect and learn together about how to 

improve their practice. More concretely, teachers can engage in a variety of activities such as:

	Developing expertise in the analysis of learner results. For example, a maths teacher can’t 

understand why learners always make similar mistakes. Perhaps the question is not clear, or 

perhaps the teaching strategy should be changed? By investigating the results from different 

classes, members of a CoP can suggest changes.

	 Engaging in lesson study. In lesson study, teachers develop a lesson plan together. One 

teacher tries out the lesson plan while other teachers of the CoP observe and take notes. 

Afterwards, the lesson is discussed in the CoP and improvements are made. Teachers can take 

turns in who teaches the lesson.

	Curriculum implementation. For example, activities to develop understanding of, and the 

ability to use, the Competence Based Curriculum.

	Developing learning materials. Working together to develop a manual, experiment 

materials, games etc.

	 Implement crosscutting topics. Teachers from different subjects or grades often face 

similar challenges with crosscutting topics such as differentiation, gender, environmental 

awareness, class management or integrating ICT in their teaching. Some teachers may have 

more expertise than others in these topics. A CoP across subjects could focus on developing 

expertise in these crosscutting topics.
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Activity 34

Read the following case studies and think about how a CoP could be used to address the challenges 
described in the case studies. Thereafter based on the case studies, which strategies are you going 
to adopt to improve and sustain CoPs in your school? 

Case study 1
Elisabeth has a concern that she shares with her deputy headteacher: she knows that language is 
a problem in her P 4 Maths lessons, because every time she does problem sums, she is met with 
blank stares from her learners: “I am so confused. I cannot understand my learners… they did so 
well in the last test! They can add, they can sort objects and yet when I ask them to apply these skills 
of adding and sorting in a problem sum, they do not understand. Can it be the children? Is it me?” 

Case Study 2
Mrs Nzeyimana, the school headteacher, is very disappointed. Her school’s Grade P6 results are very 
low, so low in fact that she has been visited by district officials to find out whether the school has a 
problem. She has been informed that the school is under observation and that it is imperative that 
something be done to ensure that in the next P6 exams the maths results will have shown a dramatic 
improvement. She calls a meeting of all teachers and tells them, in no uncertain terms, that she 
expects exceptional results in the next exams. As subject leader for maths, Gabriel is accountable, 
and he takes his responsibility very seriously.

Case Study 3
Susan is a CoP facilitator. She is so disappointed – the CoP meetings which started so well in the 
second half of last year, are no longer well-attended. She really believed that her CoP group had the 
potential to develop themselves and their school culture. 
Also, on a personal level, not only did she enjoy the camaraderie that she experienced in the first 
few meetings, but she is also beginning to doubt her own skills. Is she the reason for the growing 
absenteeism?

Case Study 4
Mr Gatera, the headteacher of a school in Eastern Province, has experienced an increase in the 
number of dropouts in his school in recent years. Most dropouts are girls. He wishes to turn the 
situation around. During the staff meeting, he presents the dropout data and asks his teachers for 
ideas. One teacher has followed a training on CoPs and suggests starting a CoP that focuses on 
reducing dropouts. How could this work?

Case Study 5
Jemima started her first teaching job, but after one month at her new school, she is still lost.  “I 
can’t manage my class … discipline is chaotic, and nobody seems to be learning anything!” In the 
staffroom after school, after a chaotic day with her P5 class, she confides in another new teacher, 
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This activity illustrates that CoPs can serve a variety of goals, depending on the context and challenges 

of each school. In CoPs, the agenda is not imposed from above, but based on what teachers themselves 

experience as challenges or find important to improve their teaching. 

Activity 35

Discuss and answer the following questions:

	How would you encourage SBMs/SSLs to start up CoPs?

	How would you encourage teachers to actively participate in CoPs? 

	How can you support SBMs/SSLs in sustaining and facilitating effective CoPs.

	 If there are already CoPs in your school, what have you been doing to sustain them?

Reasons for CoPs

Research (Bolam et al., 2005; Kools & Stoll, 2016; Vescio et al., 2008) has shown that CoPs contribute to the 

quality of teaching and learning within a school.

	 They bridge the gap between education theory, policy and practice, creating spaces for addressing 

practical issues and connecting pedagogical practice with subject content knowledge.

	 They provide spaces where young teachers share innovative ideas with experienced colleagues 

and where experienced teachers can in turn mentor young teachers. This stimulates teachers to 

critically interrogate their practice rather than to recycle old ideas.

	 CoPs help to increase the capacity of the school to achieve sustainable improvement in the 

learning that takes place in the school. School-based CoPs not only aim to achieve individual 

goals, but also aim at changing school culture which could become more collaborative and more 

focused on learning by all. Learning based on concrete needs, which is a key element of CoPs, 

ensures that development is truly relevant.

	 They have a positive effect on teacher confidence and satisfaction.

	 They have a positive effect on teaching and learning outcomes. 

 

Emilie, who is also fresh out of the teacher training college and who also seems quite stressed 
about her first month at the school: her learners are impossible – they don’t listen, she has barely 
managed to settle them down when the bell rings for the next class, she has tried punishing them, 
but nothing helps… 
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Activity 36

Read the case study below and answer the related questions thereafter. 

In the first school term of the year, all teachers received a 5-day introductory training on inclusive 
education, arranged by the Ministry of Education and facilitated by an international NGO. A second 
training, which would follow, was due to take place in the third term; however, the headteacher was 
concerned that this would not be enough and felt that unless the teachers committed to a plan of 
activities to mentor and support each other, the new skills they would learn would not be sustained. 

The headteacher, who had also attended the first 5-day training together with members of the newly 
established Inclusive Education Working Group (IEWG) and the Inclusive Education (IE) Facilitator, 
developed a program of assignments for teachers to practice in between the two trainings. The 
assignments were as follows:

Inclusive Education Assignments

	 Lesson observations – Plan and schedule lesson observations (remember to follow the rules 
for observing a colleague’s lessons). Evaluate each other’s work, identify good teaching 
practice and give constructive advice.

	 Complete Basic Target Sheets for three children. Monitor and evaluate the targets.

	Observation sheet for the accessibility of the school environment. Walk around the school, 
inside and outside, and carry out an assessment for accessibility (is it a child-friendly 
environment?). Take photos of anything that is a barrier to inclusion. 

	Organise weekly meetings to share good teaching practices, including ideas for teaching 
resources.

	As a team, plan and establish a small resource base for teaching and learning materials such 
as teaching aids and materials to make them. Identify teacher(s) who will be responsible for 
managing this resource base. 

	As a team, plan and implement a community or school activity to raise awareness on 
inclusive education.

	Using the lists of classroom strategies to include children who have various kinds of 
impairments. Make a similar resource for your school. If possible, make it poster sized 
(using flip-chart paper) and display it in your school as a visual reminder of good (inclusive) 
teaching practice.

The headteacher reported at a later stage that even though the assignments were not all completed, 
the teachers appeared to be working together more closely as a team and helping each other. She 
had attended some of the weekly meetings that had been organised by the Inclusive Education 
Working Group. Teachers were using the meetings to discuss individual case studies and sharing 
ideas on teaching strategies. 



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL74

The case study highlights the benefits of teachers working together for their own work satisfaction and 

the inclusion of all children. Establishing a working group on inclusive education might be a good idea to 

harvest the ideas and motivation from some teachers to make their lessons more inclusive.

Gradually, members of this working group could focus on reaching out the other teachers in the school 

by workshops, lesson observations and coaching or mentoring sessions. 

The role of school leaders in supporting CoPs 

School leaders have a key role in stimulating CoPs. Research shows that it is nearly impossible to create 

learning communities from which formal leaders are absent (Murphy, 2015). Many participants attributed 

the success of their CoP to the school leader´s strong leadership, support, and motivation to create and 

maintain the CoP (Vangrieken et al., 2017).

School leaders need to provide practical support to CoPs such as providing teachers with sufficient time 

to work in CoPs, adapting timetables, providing a space for the CoP and resources. 

Secondly, school leaders should give instructional leadership through encouraging and motivating 

teachers to participate, setting and monitoring the agenda, creating a conducive culture to collaborative 

learning, promoting enquiry and building capacity. 

They should communicate clear expectations from the CoP´s operation, but also involve teachers in its 

design and implementation, delegate responsibilities to the teachers and  acknowledge the professional 

achievements reached by the CoP (Owen, 2014; Vangrieken et al., 2017).

Some lesson observations had been carried out but in general there was limited flexibility in the 
timetable to allow for this. The headteacher had allocated a small storeroom to be used for the 
establishment of the School Resource Base, which enables teachers to store and share resources as 
if they were books in a library. Teachers reported that it made their work easier and the lessons more 
effective and inclusive. There was a large cardboard box in a common area of the school where both 
teachers and children collected waste materials they had brought from home. The materials, such 
as food boxes, maize sacks and bottle tops, were used to make teaching aids. 

Questions for reflection and discussion

	 Look at the list of IE assignments at the school in Malawi – In the context of schools in 
Rwanda would all these assignments be possible? If not, why?

	 Is it possible to adapt the teachers’ timetable to allow for activities such as support meetings 
and lesson observations?

	 Establishing a school resource room for storing and sharing teaching aids – What do you do 
if there is no spare room in school?
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Teachers are more likely to participate actively in CoPs if school leaders themselves believe in the value of 

them. Read the following case story and discuss what you would do in Gaston’s case.

Activity 37

Gaston is a headteacher. He has learned about CoPs in the UR-CE Diploma Programme on Effective 
School Leadership and wants to start CoPs in his school. He organises a meeting with his subject 
leaders. Before the meeting, he thinks about how he will go about it. He suspects that subject leaders 
will raise some concerns, for example about a lack of time and motivation with some teachers. Some 
may question whether a CoP is effective. What would you do in the position of Gaston? How can you 
stimulate teachers to become part of a CoP and how can you make sure that the CoP is effective?

School leaders have various roles to play in supporting CoPs :

	 Creating awareness with teachers about what CoPs are and why they can be a powerful method 

of continuous professional teacher development.

	Motivate teachers to actively engage in CoPs.

	 Create the conditions for teachers so they can take part in CoPs (time, space).

	Act as a bridge between different COPs within the school, and possibly neighbouring schools.

	Monitor and evaluate progress in the quality of teaching and learning as a result of participation 

in CoPs.

Figure 12: Roles of school leaders in supporting CoPs (VVOB, 2017)
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As a school leader, how can you know whether the teachers who are part of a CoP are learning anything 

and, more importantly, changing their practice? Should you attend CoP sessions to check whether 

members discuss teaching and learning related issues and whether everybody is involved?

Remember that CoPs are bottom-up structures that place their members at the centre of their professional 

development. Members themselves decide on what they think is important to work on in their CoPs. 

Trust that teachers are professionals who will do everything to teach well is an important condition for 

successful CoPs.

Does that mean that you should take a hands-off approach and don’t be involved at all in CoPs? No. If 

teachers get the time to work together in CoPs, you can expect that the quality of teaching and learning 

outcomes will improve. Some things you can do to monitor and evaluate a CoP of teachers:

1.	 Regularly ask members informally whether they think the CoP has been useful. Ask them to give 

specific examples.

2.	 Regularly observe teachers during lessons and discuss how the CoP has helped them to improve 

their teaching.

3.	 Ask for a short report per term in which members list what they have been working on in the CoP.

4.	 When discussing learning outcomes or examinations with your teachers, ask how the CoP could 

be useful.

5.	 Finally, it is important to keep the key enablers for CoPs in mind. Let members regularly evaluate 

(individually or with all members) how well their CoP is doing on each key enabler. 

The role of school subject leaders and school-based mentors in supporting CoPs

At the school level, CoPs can be organised per subject (e.g., CoP of maths teachers), per group of subjects 

(e.g., CoP of science and maths teachers) or across subjects (e.g., CoP on LCP). Key roles in developing CoPs 

are for the subject leaders and the school-based mentor.

1.	 Role of the School Subject Leaders

A school subject leader has the following roles to play in creating a successful CoP in the school:

-	 Motivating teachers to participate in a CoP, especially new teachers;

-	 Raising awareness about CoPs with peers and school leaders;

-	 Coordinate the organisation of action-oriented cycles of CoP sessions;

-	 Act as the representation of the CoP to the school leadership;

-	 Facilitate CoP sessions, ensuring active participation of all members;

-	 Encourage participants to engage in deep reflection and inquiry, using data;

-	 Report on the results of the CoP to school leadership and other teachers;
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2.	 Role of the School-Based Mentor

The SBM has the following roles to play in supporting CoPs:

-	 Raise awareness about the potential of CoPs to improve school-based CPD;

-	 Ensure alignment and exchange of good practices among CoPs;

-	 Encourage teachers to be active in a CoP, in particular new teachers;

-	 Encourage participants to engage in deep reflection and inquiry, using data;

-	 Coordinate reporting by SSLs about activities and results achieved in the CoP.

Approach to CoPs in Rwanda

Rwanda Education Board (REB) has proposed a spiral improvement model based on the Plan, Do, See 

and Improve process as illustrated in Figure 13.

Figure 13: Spiral improvement process of a CoP (REB, 2016)

Each completed cycle in the CoP increases trust, cooperation and productivity among CoP members. As a 

result, by each cycle, the quality of the CoP improves. 
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Each cycle consists of 3 CoP phases. The structure is based on lesson study, a model of professional 

development that involves lesson planning and evaluation by teachers together. Figure 14 describes the 

three steps. 

Figure 14: Action - oriented cycle for CoP phases

Below we describe in detail the identification and planning (phase 1), reflection and consolidation 

(phase2), and dissemination and evaluation (phase 3) stages of the CoP cycle. Lesson try-outs take place 

in between sessions. 

1.	 First CoP phase: identification, analysis and planning

During the first CoP phase the members will identify all challenges they face in their teaching, the 

implementation of the CBC or their induction as new teachers. 

They will first classify these priorities into three areas:

1.	 Challenges they can directly control (direct control - linked to own behaviour)

2.	 Challenges they can control with the help of others (indirect control - linked to other people’s 

behaviour)

3.	 Challenges they can’t control (out of control - outside of their zone of influence)
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Then they will prioritise the challenges that are in their direct and indirect control and select challenges 

that will be the focus of that CoP cycle. The members will analyse these prioritised challenges and discuss 

possible solutions, for example using the ideas from Module 2. After a discussion of potential solutions, 

the members will plan activities to overcome the challenges.  This may include creating teaching and 

learning materials, developing lesson plans or planning peer observations. 

After the CoP phase, each member will implement the planned activities to overcome the challenges. The 

members will take notes on how the activities went for discussion during the next CoP phase. 

2.	 Second CoP phase (s): reflection and consolidation

During this CoP phase, the members will share results and discuss the tried-out approaches. Informed by 

evidence, the group discusses the pros and cons of the tried-out approaches and reflect on its effectiveness. 

If try-outs were successful, the members will document the lessons learnt and will discuss how they can 

combine these lessons and make them visible and concrete for other colleagues. 

Once they decide on the actions to make the lessons concrete and visible, they will plan to implement 

them. Each member carries out the planned actions.

Making lessons learnt visible and concrete can take on different forms such as developing teaching and 

learning materials, writing a case study, developing an assessment tool etc.

If the try-outs were not successful, the group will analyse the challenge. Following this analysis, they 

will discuss new solutions and plan for a second try-out, for example a revised lesson plan. As long as the 

tried-out approaches don’t yield the expected results, the CoP members will repeat this middle phase. 

Only when the members have found an effective solution for their prioritised challenges will they proceed 

to discuss and plan efforts to make their lessons learnt visible and concrete.

Each member will go back to their teaching schedule and implement the activities agreed upon during 

the second phase to overcome the challenges. The members who are implementing these activities will 

take notes for discussion during the next CoP phase.

3.	 Third CoP phase: dissemination and evaluation

In the last CoP phase, members will share and review the outputs of their lessons learnt. With these outputs 

they will discuss and plan how to share them with their colleagues beyond the CoP group and even the 

wider school community. As this concludes one CoP cycle, the members will reflect on the effectiveness 

of the CoP cycle. 

After the last CoP phase, the members go back to their teaching schedule and implement the plan to 

share what they learnt.
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Conclusion 

In this section we explored collaborative learning. Learning with and from each other is a powerful CPD 

method. As a school leader in your role as a leader of teaching, you can support teachers to collaboratively 

learn on identified needs for improvement in school-based CoPs. You can also boost your own learning by 

participating on a sector-based PLC.

Conclusion of the Unit one

Different topics were tackled in this unit including Continuous Professional Development (CPD), teacher 

induction, supervision of teaching, giving effective feedback, coaching & mentoring and promotion of 

collaborative learning.

A school leader has to promote and develop activities related to CPD. In Rwanda, many policies advocate 

for CPDs in schools and provide detailed information on stakeholders involved in CPD activities. It is very 

important for a school leader to collaborate with all stakeholders in CPDs to ensure their sustainability. 

In addition, induction of new teachers is among the responsibilities of school leaders. It was shown that 

new teachers face many challenges at school and that school leaders have responsibilities to help those 

teachers minimize the encountered challenges by organising proper and effective induction. Besides, 

supervision of teaching and provision of effective feedback are among responsibilities of school leaders. 

This unit has discussed both concepts and has shown their effectiveness. 

Coaching and mentoring are two other CPD activities that are performed by school leaders in their 

schools. It is good to collaborate with SBMs and SSLs to create conducive conditions for both activities 

and stimulate collaborative learning in school. To this end, school leaders are asked to participate in 

Community of Practice (CoPs) at school level and Professional Learning Communities (PLCs) at sector 

level.
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Introduction

Productive and positive parent-school-community partnerships play a critical role in promoting 

student learning. Parents are the first educators of their children, and they continue to influence their 

children’s learning and development throughout the school years. Given the limited time that children 

spend in school, interactions with family and community members are likely to have more impact on a 

child’s learning and development than school-based interactions. For this reason, parental and family 

involvement in education is a critical ingredient in any successful school.

A balanced approach to school decision-making and parental involvement creates a sense of shared 

responsibility among parents, community members, teachers and school leaders. In turn, shared 

responsibility:

	 Ensures that parents’ values and interests are heard and respected;

	Allows for more engaged and supportive parents;

	Makes the school more accountable to its community;.

	Helps learners to value the role of their parents in their education. 

The school should be a welcoming environment where school leaders and teachers value and understand 

the important role of parents in children’s education success. In such schools, parents are active participants 

in the life of the school, and feel connected to each other, to school staff, and to what children are learning.

UNIT TWO 
WORKING WITH PARENTS AND THE WIDER 

COMMUNITY
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Learning Outcomes

By the end of this unit, you will be able to:

	 Describe the principles of parent/community-school partnerships;

	 Demonstrate ways to involve parents and the wider community in the school;

	 Collect and use data about parents and community involvement in teaching improvement;

	 Establish strategies to enhance collaboration between the school and parents/ local 

community as an instrument for improving the quality of teaching;

	 Support the capacity development of the School Executive Community as a partner in the 

achievement of sustainable learning outcomes;

	 Act as a role model in the school and wider community;

	 Value the importance of involving parents and the wider community to achieve high quality 

inclusive education.

Self-Evaluation

Activity 38
Think about common practices in your school and indicate whether the statements in the table 
below are valid for your school. 
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Table 6: Self - evaluation on school - parent/ community partnerships

In my school, Strongly 
agree

Agree Dis-
agree

Strongly 
disagree

Brief explanation

Parents and school staff are active 
partners in decisions that affect chil-
dren’s learning. 

The School General Assembly plays a 
role in creating policies, practices and 
programs that continuously improve 
the school. 

The school is a welcoming environ-
ment whereby school leaders and 
teachers value and understand the 
important role of parents in children’s 
education success. 

Parents are active participants in the 
life of the school, and feel connected 
to each other, to school staff, and to 
what children are learning.

Parents are involved in the develop-
ment of the school improvement plan, 
its implementation and monitoring 
and evaluation.

Parents and school staff engage in 
regular and meaningful communi-
cation about children’s learning and 
wellbeing. Information is shared be-
tween school and parents through a 
variety of communication channels 
to promote ongoing constructive dia-
logue. 

Parents and school staff continuously 
collaborate to support children’s aca-
demic progress both in the classroom 
and at home. Assessments are used to 
inform support strategies and monitor 
learning.
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Parents and school staff actively pro-
mote the needs of all children. Learn-
ing environments are responsive to 
diverse communities, and ensure equi-
ty in relation to gender, disability and 
family background. 

Parents and school leadership culti-
vate positive relationships with other 
services within the school community 
and work together to support school 
improvement. The school serves as a 
centre for community learning events 
and requests support for extra-curric-
ular activities.

Adapted from: Save the Children, Mureke Dusome project, 2017
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Section 1: Research on the involvement of parents 
and the wider community in the school

International evidence makes a strong case that schools alone cannot be responsible for the education 

of children, but that this is the shared responsibility of schools, families, and local communities. Various 

studies have found that lack of positive relationships between school staff and families have negative 

effects on children’s learning outcomes (Henderson & Mapp, 2002). But the opposite is also true; when 

families and school staff know each other and have personal, respectful relationships, students have 

more academic success. These relationships and the regular participation of parents help to share the 

responsibility for learning, and reduce the potential blaming of teachers for student failures by the parents 

(Florez, 2011).

When parents are asked by schools to support their students, they develop confidence in their ability to 

help their children succeed academically, have positive experiences with teachers and school leadership, 

increase their understanding of the school’s needs, and experience improved communication with their 

children. Researchers also found that “educators experience greater job satisfaction, higher evaluation 

ratings from the parents and administrators and more positive associations with their families” when they 

collaborate with parents (Nyatuka, 2015). 

Finding ways to facilitate relationships among parents may lead to increased participation of families and 

increased impact of a school’s family engagement strategy. By creating a social network and community 

feeling around school priorities, parents’ interest and enjoyment in attending school events may increase. 

This network also may help to improve collaboration and communication among families around student 

learning, as well as ownership and accountability for attendance and participation in school priorities. 

For years, research has shown that children who benefit from engaged parents and supportive community 

environments are much more likely to succeed in school than those who do not (Henderson & Mapp, 

2002). 

Specifically, these students tend to have better learning outcomes, higher completion rates, higher 

attendance, and better attitudes towards school (Jeynes, 2003). This evidence is true for primary and 

secondary school students, regardless of their parents’ education level, their family’s socio-economic 

status or where they live (Henderson & Mapp, 2002).

Effective collaboration requires understanding from all stakeholders, time, and creativity. Effective 

parent–school partnerships are collaborative relationships which involve school staff, parents and the 

wider school community. This collaborative relationship is based on mutual trust and respect and shared 

responsibility for the education and learning of all students at the school. 
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Throughout this unit, the term ‘parents’ is used to refer to all primary caregivers. This recognises that there 

are children, in Rwanda and globally, with unique family situations that involve different family or non-

family members. 

Parent-school partnerships in many Rwandan schools are not yet sufficiently developed to ensure 

children meet the learning goals set in the curriculum. Many barriers to effective collaboration stem from 

a lack of understanding around the impact parents and communities can have when they truly engage 

with children in ways that support their learning and development. Kabarere, Muchee, Makewa, & Role 

(2013) found that high performing schools in Rwanda tend to have more involved parents. However, all 

schools scored low in involving parents in the management of the school and benefiting from parents 

as resources to improve teaching and learning. Recent research into high performing schools in Uganda 

shows the importance of active school executive committee (former SGAC) that are directly involved in 

supervising and evaluating teachers and the school’s general performance – teaching, learning, welfare 

and co-curricular activities (Twaweza, 2019). In highly performing schools, issues of teacher absenteeism 

from school or class are brought to the attention of the school executive committee, and such teachers 

are required to defend themselves before these bodies (Twaweza, 2019). 

This has greatly bridged the accountability gap that is prominent in many schools in which these structures 

are not playing such roles. The involvement of these bodies in supervising schools has also resulted in 

schools realising and responding to the need to conduct co-curricular activities.

Historically in Rwanda, expectations around family and community support for learning have focused 

mainly on paying school fees, buying uniforms and materials, or participating in / contributing resources 

and labour to school building campaigns (REB, 2012). Many school leaders have been content when 

some parents turned up at the SGA meetings (Kabarere et al., 2013). Engagement has been focused on 

involvement that does little to build understanding, trust, or collaboration. A 2007 study of practices in 

Ghana, Mali, Nigeria, Uganda, and Zimbabwe found that important education decisions are almost never 

decentralized in a way that encourages genuine local community participation (Dunne et al., 2007). 

Evidence suggests that many parents still believe that a child’s education is the sole responsibility 

of schools and feel ill-equipped to support their child’s education at home (Nganga, 2009). Rwandan 

teachers report that many parents do not have the time or resources to support their children’s efforts to 

learn and that many parents do not regularly meet with teachers to discuss children’s progress (Kabarere 

et al., 2013). 

The findings of a study conducted in Rwanda on a sample of 354 parents from 89 schools showed that 

only 64,5% of parents participated at least once per school year in school functioning and management 

activities. The study showed also that only 53.3% of parents supported their children to do the homework 

with a difference between urban (73%) and rural (43.8%) areas. In the family, the mothers (56%) supported 

mostly their children in their homework (Yves, 2011).
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The following activity explores the barriers to the active engagement of parents in the school activities 

and identifies strategies to overcome them.

Activity 39

Individually, reflect about the following questions: 

	What barriers to active engagement in school activities do parents face?

	Do you have data available on parent engagement in your school? Which data?

	 For each barrier, what strategies can you use in your school to overcome it?

Parents (male and female, rich and poor, literate and illiterate, parents with and without disability) may 

face a wide range of challenges and require additional support to participate in the school. However, 

they can also bring unique expertise and insights to the school and help the school in becoming more 

inclusive. 
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Box: An example of good practice in a Rwandan school
In one school, the headteacher worked hard to ensure that the school is not seen as a separate entity 
but part of the wider community. She worked hard to encourage the view that parents and teachers 
work together to develop each child’s potential.

The headteacher wanted to help parents understand what teachers were trying to achieve on 
children’s development and shared some challenges faced by teachers. Hence, she invited parents 
to a meeting to provide any insights into their children and help address faced challenges. After the 
meeting, the headteacher invited parents to meet with the teachers. The headteacher was also keen 
for teachers to understand what challenges parents and families were facing.

The headteacher found the process of bringing teachers and parents together cleared up many 
frustrations, for example about the way a teacher handles discipline or why a parent is unhappy with 
the amount of homework being assigned to his/her child. Parents had a better idea of what their 
child’s day is like. The teachers gained a better understanding of individual family dynamics, cultural 
background and challenges which a family faces as well as their strengths. Parents developed a 
better understanding of the teacher’s expectations and the challenges that teachers face in class. 
Parents also learned to appreciate the values and discipline code of the school.

As a result of this trust relationships build, more parents volunteered at the school. Younger children 
were often excited to see their parents in a volunteer role at school and helped to give them a 
positive outlook on school.
Source: BLF, 2019, adapted by VVOB
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Section 2: Epstein’s model for school-family-
community Partnerships

In this section we explore what role parents and communities can play to raise the quality of teaching 

and learning in Rwandan schools. To do this, we use a research-based model that was developed by 

Joyce Epstein, an American educator. She has been studying and writing about school-family-community 

partnerships for over thirty years. Over time, she has developed and refined a framework for successfully 

involving parents and community members in schools (Epstein, 1987). While this framework was 

developed in and around American schools, these types, or some variation of them, have served as a 

framework and are applicable to the Rwandan context. 

Epstein’s model emphasizes six types of community and parental involvement that schools can use. 

1.	 Parenting: Assist families with parenting skills, family support, understanding child and adolescent 

development, and setting home conditions to support learning. Assist schools in understanding 

families’ backgrounds, cultures, and goals for children. 

2.	 Communicating: Communicate with families about school programs and student progress. 

Create effective, reliable two-way communication channels between school and home. 

3.	 Volunteering: Improve recruitment and training to involve families as volunteers and as audiences 

at the school. Enable educators to work with volunteers who support students and the school. 

Provide meaningful work and flexible scheduling. 

4.	 Learning at Home: Involve families with their children in academic learning at home, including 

homework, goal setting, and other curriculum-related activities. 

5.	 Decision Making: Include families as participants in school decisions, governance, and advocacy 

activities through school councils or improvement teams, committees, and other organisations. 

6.	 Collaborating with the Community: Coordinate resources and services for families, students, 

and the school with community groups, including businesses, agencies, cultural and civic 

organisations, NGOs and colleges or universities.
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Activity 40

a)	 Think about the following statements and tick those that best reflect the principles of 

parents/ community and school partnership.

b)	 What are your current practices related to these types?

	 It is not necessary to involve all parents as some of them are not interested in their children’s 

education.

	 The main purpose of involving parents is to raise funds for the school.

	 It is the school’s responsibility to help parents to support their children with their education.

	 Parents should also be involved in the school improvement planning.

	 Parents who are illiterate cannot do much to support their children at school.

	 It is a good idea to organise literacy courses for parents after school hours or during weekends.

	 I already do a lot to involve parents in the school, but many parents don’t have time to be 

involved in the school.

	 Parents should be able to observe lessons of their children in the school.

	 School Executive Committee meetings are the best instruments to involve parents in the 

school.

	Only mothers should be involved in the education of their children at school.
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Section 3: Building school-community partnerships 
in Rwandan Schools 

The National Parent-School Partnership Standards from REB identify what parents and schools can do 

together to support student learning. They aim to guide School Executive Committee (SEC) leaders, 

parents, school leadership, teachers, community members and students to work together for the 

educational success of all children. The Standards also highlight best practices for effectively engaging 

families and communities in supporting children’s learning both in and out of school. 

More specifically, the National Parent-School Partnership Standards aim to:

	Highlight expected competences from parents and schools to build effective partnership;

	 Inform the development of a school improvement plan;

	Monitor progress in reaching school improvement goals;

	Assess current parental involvement practices at the school; 

	 Inform capacity building needs for School General Assembly organ;

	Develop ideas for engaging parents and communities.

Activity 41
Rwanda Basic Education Board and its partners developed the National Parent-School Partnership 
Standards, based on Epstein’s work. Read these standards below and relate each standard to the 
Epstein’s model. 

Standard 1: Sharing Responsibility for Learning

Parents and school staff are active partners in decisions that affect children’s learning. The School General 

Assembly plays a role in creating policies, practices and programs that continuously improve their school. 

Standard 2: Active Participation in the School Life 

The school is a welcoming environment whereby school leadership and teachers value and understand 

the important role of parents in children’s education success. Parents are active participants in the life of 

the school, and feel connected to each other, to school staff, and to what children are learning.

Standard 3: Communicating Effectively

Parents and school staff engage in regular meaningful communication about children’s learning and 

wellbeing. Information is shared between school and parents through a variety of communication 

channels to promote ongoing constructive dialogue. 
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Standard 4: Supporting Learning

Parents and school staff continuously collaborate to support children’s academic progress both in the 

classroom and at home. Assessments are used to inform support strategies and monitor children’s learning.

Standard 5: Ensuring Equity and inclusion

Parents and school staff actively promote the needs of all children. Learning environments are responsive 

to diverse communities, and ensure equity in relation to gender, disability and family background. 

Standard 6: Collaborating with the Wider Community

Parents and school leadership cultivate positive relationships with other existing services within the 

school community and work together to support school improvement. The school serves as a hub for 

community learning events and solicits support for extra-curricular activities.

Activity 42
Based on your self-evaluation about the above standards on building School-Community 
Partnerships, write any two standards that you need to improve and two actions to take for each. 

In this section, the importance of building school-community partnerships in Rwandan schools to 

support student learning was emphasised. Therefore, school leaders should invest in building strong 

school-parents-wider community partnerships.
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Section 4: Involving the wider community in 
achieving Inclusive Education

Parents and the wider community play an important role in making the school more inclusive. 

Collaboration is a key word in achieving inclusivity. Parents and the wider community can help teachers 

and school leaders in finding solutions for learners with impairments. For example, volunteers can help 

with assisting learners with visual or hearing impairments, or with remedial exercises. We will explore how 

school leaders can involve the wider community to make the school more inclusive through several case 

studies. Each case study introduces one aspect of inclusive education and offers ideas that you may apply 

for your own school.

Activity 43
Read the case stories and underline examples of school community collaboration. Discuss the 
questions at the bottom of each case story. 

Case story 1
I am a headteacher in a 9 Year Basic Education school. We have only a small number of
students. The capitation grant is not enough to accommodate school issues. I heard that
communities in other schools are engaged to improve children’s learning.

I decided to visit a similar neighbouring school. In my learning visit, I was welcomed by the 
headteacher at the primary school. I sat with him for a while in his office and he shared with 
me how his school has managed to improve over the last several years. He said that one of the 
factors that had helped children have better results was the useful collaboration they have with 
the community around the school. The headteacher in collaboration with the school executive 
committee had mobilized funds during an accountability day. The funds were used to purchase 
books and other reading materials to be used by children and other people in the community. 
After seeing those books, parents began making reading materials from recycled materials. On a 
quarterly basis, the community came together to make additional reading or scholastic materials.
In a short tour around the school, the headteacher took me to a learning centre inside the school 
where people from the surrounding community meet for capacity building in various domains 
including learning languages as well as adult literacy classes. Returning from the visit, I shared the 
learning with teachers and school executive committee. We discussed how we could apply similar 
measures in our school context and generated an action plan based on these ideas.

Based on the examples described in the case story, identify other initiatives of collaboration with 
the community that can help your school improve students learning outcomes.
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Case story 2
In my school, we had an issue of dropout and poor attendance for primary children. Together with 
the SEO, School executive committee, and cell and village leaders, we formed groups and decided 
to visit households in the community. We interviewed children and adults in the households 
separately to find out why children were not in school. In many cases, adults reported that they 
were keen for their children to go to school, but the children indicated that their parents wanted 
them to work or were prioritizing the education of a sibling. Some parents were ignoring or hiding 
their children with disabilities, because they thought they could not successfully attend school 
with other children.

After discussing this together, the school, village, and cell leadership decided to collaborate to 
monitor daily attendance records. Children attending less than 15 days a month are considered to 
have dropped out of school. School and community leadership groups then visit the households of 
the children to find out why they were not attending. They work with the parents and community 
to overcome the barriers they were facing. Solutions have ranged from organising extra support 
by adult volunteers to children with disabilities, to creating funds to help the poorest families to 
enrol their children in school. The sector is using the data from the visits to prioritize their resources 
in order to reach all school aged children.

What best practices have you learnt from this story? How are you going to apply these practices? 
What else can you do to ensure equity and social inclusion in your school?

Case story 3
My name is Mutoni and I am ten years old. In my family, I have a mother, two elder brothers and 
one younger sister. My mother sells vegetables in the market to support our family. I like reading 
books, but it is rare for me to find time to read. My brothers often bring books home from school 
and read in the afternoons, but that is when I must cook dinner for my family. During the weekend, 
my brothers attend the reading club in the village, but that is when I must clean the house, wash 
the clothes and care for my baby sister. By Monday, I am exhausted from all the housework and 
have not found the time to do my homework. When I get at school, I fail to do exercises given by 
the teacher.

During a Parent-Teacher Day, the Girls Club presented a sketch that reflected my life. After the 
presentation, parents discussed the challenges girls were facing and many testified that were also 
disproportionately burdening their daughters with domestic responsibilities. My mother was also 
in the meeting. When we reached home, she called me and my brothers together and told us that 
we need to share the domestic work so that I could also have time to attend the reading club, 
revise my lessons and play. From that time onward, I began arriving at school on time and my 
grades started improving!
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To what extent do you think there are girls in your school who face similar challenges as Mutoni? 
Are there other gender-related obstacles that girls or boys in your school experience?

Case Story 4
Parent A: Last year my child repeated Primary One. I am interested in supporting my child’s learning 
so he can do better, but I am not sure how. I take part in the school executive committee meetings, 
but they seem to be rarely held. The headteacher appears to be very busy, and I don’t think she 
has time to work with the school executive committee. The school executive committee parent 
representatives are also teachers, so I don’t feel as if I can approach them with my issues. I decide 
to stay out of the school affairs and trust that the teachers will help my child to do better this year.

Parent B: Last year my child repeated Primary One. I heard that many other children in the same class 
also repeated. Together with my child’s teacher, we raised our concern during the school executive 
committee meeting. The school executive committee President took note of the issue, and a 
committee was elected to investigate the causes of excessive repetition of students identifying 
barriers both in and out of school. In the next SGA meeting, the committee presented the findings. 
Based on this, the school executive committee made an action plan to resolve this challenge, and 
a special SGA meeting was called to share it. Parents gave feedback on the improvement measures 
and responsibilities were clearly laid out. School leaders, teachers and parents collaborated on the 
improvement plan, and progress was monitored.

Parent A and Parent B describe different experiences with the school. Which type of experience is more 
common in Rwanda? What do parents at your school often do when their children are not succeeding 
academically? What can school leaders and school executive committee do to improve this?

Case story 5
I am a deputy headteacher in a school where most parents are not involved in children’s learning. 
The School General Assembly meetings occur but only 40% of the parents usually attend. In 
the school executive committee meeting, we brainstormed how parents can be encouraged to 
volunteer in the school. We identified areas where the school could use support from parents.
Everyone in the school executive committee was given a village in which he/she became a focal 
point to go to work with the village chief in sensitizing parents on the importance of volunteering 
in school activities. We shared different areas where volunteers were needed. Parents were asked 
about their interest and availability to volunteer. Everyone indicated the type of activities they 
could support and a schedule based on her/his availability, including at least one volunteer day per 
term. Some parents committed to more frequent volunteer visits, even on a weekly basis.

As a result, parents from all levels of socio-economic backgrounds started to volunteer in different 
school activities. Literate parents planned visits to read with P1, P2 and P3 students who are at risk 
of repeating. 
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Artistic parents supported teachers to make classroom displays, such as alphabet or number charts. 
Parents who knew how to sew helped repair books and other ripped learning materials. Others who 
had building experience, helped to make the new pre-primary classrooms more child-friendly by 
adjusting desk height to fit smaller children. The parents got the opportunity to know each other 
through their volunteering efforts which improved parents’ communication and support network. 
As a result of this success, we organised an end-of-the-year event to celebrate our achievements.

Based on the examples provided in the case story and in the previous activity description, identify 
5 areas where parent volunteers could support your school improvement plan.

Case story 6
As a headteacher, I received several complaints from parents about teachers in my school. Similarly, 
at staff meetings, teachers complained that parents weren’t supporting their children. I discussed 
the issue with my deputy headteacher and the other school executive committee members, and 
we decided to organise a Parent-Teacher Day at school. We chose a day during school holidays 
when teachers didn’t have lessons. We invited families to come to school to discuss their children’s 
progress. During the Parent-Teacher Day, some meetings were very productive. Teachers gave 
updates on the child’s strengths and weaknesses, as well as other general observations. They also 
shared various ideas with parents on how they could support their children’s learning at home. 
However, I also noticed a meeting where the teacher was too critical of the child’s learning abilities. 
He asked the parent why she never replied to the information he sent home. The parent responded 
that she was frustrated about the negative messages she always received and felt the teacher was 
not doing his job.

Based on the observations from Parent-Teacher Day, I realised that teachers need guidance on how 
to give productive feedback to parents. I organised a session with the teaching staff. I explained 
the importance of how we communicate with parents. I suggested always starting communication 
with a positive aspect, for example, something the child does well or a good personality trait. I 
explained that after the positive comment, teachers can introduce challenges or areas for 
improvement, choosing their words carefully to not make parents defensive. They should also 
encourage parents to respond or share their ideas on the issue. Finally, teachers should finish with 
another encouraging comment or appreciation in order to end on a positive note. 
Teachers began applying this approach. Communication between parents and schools increased. 
Teachers began communicating more positive feedback to parents. As a result, I noticed parents 
coming to school to talk to teachers, not only when there was a problem but also for regular 
interaction and communication.

What was the challenge this headteacher faced and the strategy she used to address it? How did 
she refine her approach to be more impactful?
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Case story 7
I was deployed to work in another district. I registered my child in the local school. I noticed the 
school leadership was mostly focusing on Primary six classes and ensuring teachers prepare 
students to pass the National Examination. However, even those Primary six students were not 
performing well because they did not have the foundations from the lower grades.
In the school executive committee meeting, parents blamed teachers and the school leadership 
that their children were not performing well. I shared with them some of the factors that I saw 
working in my child’s previous school. I discussed how the school empowered teachers and parents 
to monitor students learning through formative assessments. Children were assessed regularly 
through exercises and activities that checked if they were learning. When struggling students 
were identified, parents and teachers met to discuss strategies to support the child. Parents were 
interested so we organised another meeting whereby a workshop was provided to parents on how 
they can support their children’s learning both at home and at school. Parents were coached on 
how to help children to revise lessons at home, read with them and provide the required learning 
materials.

Parents gradually became more confident engaging in their children’s learning process. They 
monitored how their children’s learning was progressing and met teachers to discuss areas where 
their children needed additional support. Parents in the communities committed themselves to 
helping children complete their homework, revise for exams and to read recreationally. Teachers 
were motivated by parental involvement in their children’s education. They began using teaching 
methods to meet individual learning needs. They allowed children to take learning materials 
home to use with their parents. They conducted simple formative assessments and communicated 
regularly with parents when children were having difficulty. The following year, children’s 
performance considerably improved. 

Which actions do you think were the most significant to improve children’s learning? Why?
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Activity 44

What is your school already doing to support the community?

In a study about parents’ involvement, in home and school-based activities, such as talking to their 
children, helping them in doing homework, communicating with teachers, volunteering in school 
activities, and attending school events. Parents reported difficulties/barriers to their involvement in 
the above activities result from the following reasons:

1.	 Lack of enough opportunities to be involved
2.	 Not feeling welcomed by the school
3.	 Miscommunication about what school and parents believe are the appropriate ways of par-

ents’ involvement in their children’s education
4.	 Social and cultural differences among parents and teachers.
5.	 Economic low-income and illiteracy of some parents

Questions

	 Based on your school data, indicate if the highlighted barriers exist or don’t exist.
	 If yes, what is your school doing to address those barriers?
	 If not, what did you do to overcome them? 

Exploring school activities to support local communities

Although schools have limitations, they can still provide great resources to support communities to 

address their challenges and increase their connection with the school.

•	 Provide expanded learning: By allowing community members to benefit from the school 

resources. For example, allowing the community to access book collections from the school 

library. A teacher can provide parenting sessions to the families in the school community.

•	 Build broad-based support for increased welfare of the surrounding community: The school 

can teach the neighbouring community about important community issues such as hygiene, diet. 

Etc. Additionally, the school can initiate projects to raise funds to support the poorest families and 

to create programs that support vulnerable families.

•	 Provide quality extra-curricular programmes: The school can collaborate with parents to 

strengthen after school learning activities. For example, teachers can be encouraged to support 

and assist extracurricular community activities during school holidays. 

•	 Creating a welcoming environment

1.	 Provide a display space or notice board for important information:

	 Contact information for the school administrators, teachers,school executive 

committee president
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	 School calendar with a list of important dates and events

	Announcements.

2.	 Invite parents to visit the school

	 Plan days and hours for the visit that are flexible to both male and female parents

	 Through village meetings and Umuganda, share times when school leaders will 

be available at school for a meeting (e.g., Friday mornings)

	 Encourage parents to visit during break and lunch times when staff are more 

available to discuss their children’s education issues;

	 Coordinate school tours and orientation for new parents

	 Inform parents at the beginning of each term on what their children will be 

learning and how they can help them.

3.	 Ensure physical space is made available for parent coordination and activities

Provide disability & gender sensitive access to buildings (classrooms, offices and 

toilets). Prepare and publicise school activities in which parents participate like 

leading discussions on a given topic. 

•	 Parent-Friendly Staff

	 Support office staff and teachers to:

o	 Be open and welcoming to parents

o	 Communicate information (positives not just problems)

o	 Encourage participation

o	 Be responsive to parents and their needs/requests

•	 Parent-Friendly Policies

	Working with school executive committee and other parents, the school staff can develop 

and publicly post a parent-school partnership policy that explains the school’s commitment 

to involvement of parents in school activities and parents’ commitment to the school and its 

staff.

	 Ensure the school executive committee and parents’ perspectives are included when 

developing the school’s improvement plan. This will ensure their views are reflected and that 

they have ownership of the plan and can support its implementation.
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•	 Practical ideas for parent volunteer activities

	 Support after school activities like reading clubs, mathematics practice, sport and cultural 

activities.

	Make class displays, like alphabet or number charts.

	 Repair textbooks, storybooks or other teaching and learning materials.

	 Construct new classrooms or rehabilitate old ones.

	 Plant trees in the school compound.

	Assist in planning and organising school events.

	Give presentations in classes or at assemblies about their specializations and skills in different 

domains (safety, hygiene, etc.).

	 Provide one-on-one support to struggling learners or children with disabilities.

	 Identify children in the community who have dropped out of school and work with school 

staff to reach out to them.

	 Volunteer during lessons to support group or project work.

	 Support with the development of learning and teaching materials from recycled materials.

Activity 45
Think about the school you are leading and its wider community. What measures will you take to 
more involve the wider community in the school? For each measure, write down the expected out-
comes. Use the table below to rank them according to their order of importance.

In the table below identify three measures you will take to involve the wider community more in the 
school. 

Measures Expected outcomes

1.
2.
3.
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Section 5: Strengthening the capacity of the school 
executive committee

In this section, we explore the role of the school executive committee in improving teaching and learning. 

A school executive committee will only be able to support school leaders and teachers in raising the 

quality of the school if it has the capacity to do so. An important role of school leaders is therefore to 

strengthen the capacity of the school executive committee. 

Activity 46

Think about the following questions about the School General Assembly (SGA) and the school 
executive committee. 

	How are the school executive committees elected at your schools? 
	How do you work with the school executive committee and SGA? What is their contribution in 

school Improvement planning process?
	What is the role and purpose of the School General Assembly (SGA) and the school executive 

committee? 
	Are at least thirty percent (30%) of the members of the school executive committee females in 

your school? What strategies do you have in place to ensure that this 30% female membership 
is achieved? 

The School General Assembly is the supreme organ in terms of learning, teaching and welfare. It monitors 

the overall operation of the school and takes a keen interest in the school development (Official Gazette 

n° Special of 18/02/2021). In particular, it is responsible to:

•	 Formulate the specific vision of the school in accordance with its mission;

•	 Provide views and suggestions in relation to the school’s overall development;

•	 Appoint and remove members of the School executive Committee;

•	 Appoint and remove Audit Committee members;

•	 Submit SGA meeting reports to the administrative sector authorities with a copy thereof to the 

Executive Secretary of the Cell in which the school is located; 

•	 Submit meeting reports to the Sector authorities with a copy thereof to the Executive Secretary of 

the Cell in which the school is located;

•	 Approve internal rules and regulations of the school;

•	 Approve the annual budget of the school;

•	 To approve the contribution of parents if necessary.
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The school executive committee is the level of the School General Assembly that is in charge of 

implementing the decisions of the School General Assembly Official Gazette n° Special of 18/02/2021). 

The school executive committee should meet once a term. Whenever necessary, the school executive 

committee can hold a special meeting. 

The school executive committee members are:

	 five (5) parents elected by peers including a chairperson and a deputy chairperson; 

	 the head of the education institution, who also acts as rapporteur; 

	 the owner of the education institution or his or her representative in case of Government 

subsidised or private education institution; 

	 two (2) teachers representing their peers, including a male and a female elected by their peers;

	 two (2) learners representing their peers, including a male and a female where possible 

elected by their peers.

At least thirty percent (30%) of members of the school general assembly must be females.

Key responsibilities of SGA and school executive committee members and key principles of engaging 

SGA and school executive committee are stipulated in the Official Gazette n° Special of 18/02/2021) that 

governs the functioning of SGA and school executive committee. The basic responsibilities of the school 

executive committee are the following:

	 To monitor compliance with laws and regulations governing the school and advise on the internal 

rules and regulations of the school; 

	 To monitor the management of the school’s property and welfare of learners; 

	 To examine problems faced by the school and advise on how to address them; 

	 To advise on the school’s vision, planning and strategy; 

	 To advise on the education institution’s budget and parents’ contributions;

	 To submit a report to the School General Assembly;

	 To submit meeting reports to Sector authorities, with a copy to the executive secretary of the Cell 

where the school is located;

	 To perform such other responsibility as may be assigned by the School General Assembly.
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Relationship between the school executive committee and school leaders

Studies show that better-achieving schools have higher levels of trust between school staff and parents, 

while schools with the lowest achievement rates have minimal trust (Kabarere et al., 2013; Save the 

Children, Mureke Dusome project, 2017). Therefore, school general assembly members must have a close 

working relationship with the school leadership. This working relationship is characterised by:

	 Collaboration in the preparation of school guidelines and development plans;

	 Building trust among school executive committee and School Leadership;

	 Promoting transparency and sharing information on time;

	 Respect the number of SGA and school general assembly meetings as stipulated in the Law;

	 Publicise and recognise the achievements resulting from the collaboration with parents;

	Work together to find solutions for challenges the school is facing.

When this relationship is not well managed, it can create conflicts in the school. Some problems which 

can occur are:

	 Some school general assembly members, such as the school owner or President, conduct 

excessive supervision of school activities;

	 School leaders plan and implement all activities without involving other school executive 

committee members;

	 Parent voices are not heard because elected parent representatives are also teachers or school 

staff;

	 The elected committee are based solely on the opinions of the headteacher;

	Only the headteacher and school executive committee president are involved in school 

activities. Other members of the school executive committee are not involved;

	Meetings that are not carried out because there is lack of collaboration between the 

headteacher and school executive committee members.



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL104

Box: Helping parents understand how their children learn in the classroom

Each teacher can invite small groups of parents to come and watch/listen to lessons in their child’s 
class. S/he chooses a lesson that takes place directly before a break or at the end of the day so that 
the learners leave the class after the lesson. The teacher should prepare very well for this lesson and 
make sure the lesson plan has clear objectives, uses a range of activities and includes opportunities 
for formative assessment.

The procedure below has worked well for other teachers.
1.	 The teacher prepares the classroom so that the parents sit at the back of the classroom 

where they can see the learners, but the learners cannot see them unless they turn around.
2.	 The teacher explains to the parents that they should not talk or disturb the learners during 

the lesson. Tell the parents the topic of the lesson they will observe.
3.	 The teacher tells the learners that some of their parents are coming to watch their lessons.
4.	 Parents should come into the class once all the learners are sitting quietly. They should walk 

to the back and sit down.
5.	 The teacher welcomes the parents and thanks them for coming. S/he asks them to observe 

the different types of activities the learners do and the way in which the learners work with 
one another.

6.	 The teacher teaches the lesson using a learner-centred approaches which include group 
work or pair work; the teacher should also use a range of open-ended questions.

7.	 Teacher concludes the lesson as usual and the learners are sent out.
8.	 The teacher discusses the lesson with the parents. The teacher explains the objective of the 

lesson and gives her/his view of how well the learners achieved the objective. The teacher 
asks the parents about the lesson:
	what they liked about the lesson;
	what they didn’t like;
	what they saw the children doing;
	what they think the children learned.

9.	 The teacher should take the opportunity to explain the importance of:
	 having clear objectives for every lesson;
	 open-ended questions where learners have to predict, give opinions, imagine etc.;
	 group work or pair work where learners have to complete a task;
	 formative assessment.

10.	 Discuss with parents how they can use some of the ideas they observed in the classroom 
with their children at home, e.g., asking open questions, letting the children complete tasks 
independently, helping them to work collaboratively with older or younger siblings.

11.	 Thank the parents for their participation. Tell them that if they have any questions or con-
cerns about their child’s learning they should come and see you anytime at the end of the 
school day or other appropriate time. Encourage parents to come to PTA meetings and 
other meetings at the school to participate in school decision-making and school activities.

Source: BLF, 2019
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Activity 47
Referring to your school data on the school executive committee members participation in different 
school activities, think of five strategies that you will implement in your school to improve the 
involvement of parents and the wider community. You can also identify strategies that are not yet in 
the table. 

Table 7 provides many suggestions on what parent representatives and school leaders can do to 

improve the involvement of parents and the community in the school. 

Table 7: Roles and Responsibilities of Parent Representatives and school leaders

What Parent Representatives can do What school leaders can do

Support the school leadership to identify com-
munity partners that can support families and 
school.

Organise meetings within the school and invite 
all stakeholders and community partners to cre-
ate a plan for working together, along with check-
in points to assure progress is occurring.

Work with the school to plan school improve-
ment activities and send out invitations to com-
munity partners who can fund efforts.

Identify and invite partners in the community 
that can support the school to provide rewards 
during school events.

Connect low income and vulnerable families 
with agencies that can support them to raise 
their income.

Support vulnerable parents to find opportunities 
to raise their income and be able to satisfy the 
learning needs of their children.

Agree with school leaders on which school re-
sources can be used by the community, as well 
as the time, place and specifics of accessing 
them.

Discuss with the community ways of maintaining 
well the rented resources.

Communicate to the community the available 
school resources that vulnerable families can 
access.

Inform the community members the available re-
sources at school that can be useful to them and 
how they can benefit them.

Collaborate with village leaders to celebrate the 
achievements of the village as result of use of 
school resources.

Celebrate the achievements of the school result-
ing from the collaboration with the community 
and acknowledge partners who availed resources 
to be benefited by the school.

Work with the school to identify teachers for fa-
cilitating parenting sensitization sessions.

Work with the school executive committee to 
identify teachers for facilitating parenting sensi-
tization sessions.
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Engage former students who completed at least 
primary level to participate in out of school chil-
dren’s learning activities.

Engage former students and Urugerero youth to 
participate in the development of the school.

Mobilize parents to use locally available materi-
als to be used by children in reading clubs with-
in the village.

Collaborate with volunteers who are promoting 
afterschool learning activities and support them 
with basic materials to make learning resources.

Peer learning from other school executive com-
mittee on their achievements in promoting col-
laboration with the wider community

Peer learning from what other schools achieved 
in collaboration with the wider community

Participate in establishing school vision and 
Guidelines.

Involve parents in the establishment of school vi-
sion and guidelines.

Working in partnership with the school leader-
ship, identify ways the SGA can support one or 
more goals of the school improvement plan.

Present school projects and plans to parents and 
value their inputs.

Encourage parents to participate actively in 
various SGA committees and other temporary 
committees formed to resolve identified issues 
as they arise.

Involve all parents in decision making.

Encourage both male and female parents and 
parents with disabilities to participate in SGA 
meetings and arrive on time.

Ensure SGA meetings are well planned and in-
volve all SGA members either males or females.

Encourage women to communicate their ideas 
in meetings and to assume school executive 
committee leadership responsibilities.

Communicate the importance of women having 
equal representation in terms of leadership and 
voice.

Ensure there is diverse parent representation
in the school executive committee, including 
parents of children at different grade levels, 
gender, social economic status or disability.

Empower the school executive committee mem-
bers to effectively assume their responsibilities.

Throughout the year, publicly acknowledge 
committed teachers and appreciate their ef-
forts.

Acknowledge parents who participate actively in 
SGA activities and contribute to the school im-
provement plan.

Identify and share ways to make all families feel 
welcome and involved.

Adopt a specific schedule to meet with parents.
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Encourage parents to visit children at school 
and in classroom. Ensure that male and female 
parents follow up of their children’s learning at 
school and at home.

Ensure that all school staff are friendly, acknowl-
edge and assist visitors immediately, as well as 
communicate regularly with parents by phone, 
WhatsApp or any other communication.

Mentor parents who need support or encour-
agement to be involved.

Communicate activities that can be done by vol-
unteering parents within the school.

Identify different talents parents possess and 
share the information with the school leader-
ship.

Share with parents the school ‘s needs in terms of 
areas for volunteerism.

Establish and monitor parent volunteer pro-
grammes.

Establish and monitor parent volunteer pro-
grammes.

School executive committee reach out to par-
ents who are not involved and encourage par-
ticipation in SGA meetings and school activities.

Value and include every parent regardless of so-
cial economic background.

Mobilize parents to participate in school events 
and support planning and organisation when 
necessary.

Inform the parents and the community what is 
happening in school and encourage participa-
tion.

School executive committee ensure significant 
parent involvement in the school improvement 
plan.

Invite parents to be involved in developing the 
school improvement plan.

Recognise the special constraints on parents 
with disabilities and share with the school strat-
egies to involve those parents in the school ac-
tivities.

Discuss with school executive committee mem-
bers strategies to involve parents with disabilities 
in the school activities.

Put in place mechanisms of supporting children 
with learning difficulties.

Put in place mechanisms of supporting children 
with learning difficulties.

Encourage parents to ask children what they 
have done or learnt at school each day. If the 
content is new or unfamiliar, have the child ex-
plain it.

Ensure teachers provide regular homework to 
children and ensure that children are supported 
to do it.

Encourage parents to read their child’s report 
cards and see where they are doing well and the 
areas where they need help. Encourage them to 
ask teachers how they can help their child im-
prove.

Avail time to discuss with parents how they can 
support children improve their results.
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Encourage parents to discuss with their children 
about what they think is helping or hindering 
their learning.

Discuss with children about what they think is 
helping or hindering their learning.

Encourage parents to ask their children or their 
child’s teacher what they are doing well in. What 
have been their successes? Then praise them 
and celebrate progress.

Communicate to parents how children are pro-
gressing and areas they need support.

Encourage parents to read together at home. 
If they aren’t literate, help them find someone 
else to read with.

Encourage teachers to lend books and other 
reading materials to children to read at home.

Encourage parents to ensure that their child has 
the essential materials they need to learn, such 
as notebooks, books, pens, school bag, etc.

Communicate to parents the needed materials at 
the start of the year. Inform them of the useful-
ness of those materials.

Encourage parents to play games with their 
children at home that use words and numbers. 
Sing, tell stories, and share proverbs.

Encourage parents and teachers to sing, tell sto-
ries and share proverbs with their children.

Encourage parents to make learning and play 
materials from local resources. Share and show 
examples.

Encourage parents to make learning and play 
materials from the local environment. Show ex-
amples of self-made materials that can support 
different learning areas.

Encourage parents to ensure that their child is 
healthy, clean and has enough food. Children 
cannot learn well if they are sick or hungry.

Talk with parents whose children seem to be un-
healthy, unclean or hungry. Discuss how these 
challenges can be addressed.

Encourage parents to discuss with teachers any 
learning barriers their child has. This will allow 
the teacher to better create a classroom condu-
cive environment that supports his/ her learn-
ing.

Identify children with special needs, talk with 
their parents and ensure that you take measures 
that facilitate them in their learning.

Ensure all school-aged children attend school 
and that those with disabilities are provided ap-
propriate support.

Work with other stakeholders, parents and chil-
dren to identify and consult children at risk of ex-
clusion, as well as their families, to ensure support 
is provided.
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Recruit parent volunteers to provide extra sup-
port and supervision to children with disabili-
ties.

Observe an extra-curricular activity such as a 
reading club and provide constructive feedback 
to community volunteers on how to better in-
clude all children.

Sensitize all parents on how to talk to their chil-
dren about inclusion and discrimination.

Through careful observation of students and by 
collaborating with teachers and parents, identify 
children with learning disabilities. Support these 
children to learn with others in the classroom or 
seeking further guidance from your SEO or part-
ners.

Encourage parents of children with disabilities 
to meet regularly with teachers to discuss the 
child’s progress, needs, and how to best support 
his/her learning.

Ensure teachers of children with special needs 
meet regularly with parents to discuss the child’s 
progress, needs, and how to best support his/her 
learning.

Provide gender-sensitization training to teachers 
that include specific instructional strategies

Actively participate in the development of the 
SIP by establishing priorities and setting goals 
and strategies for school improvement.

•	 Convene the school planning team

•	 Provide leadership and guidance in the 
development of the plan

•	 Clearly explain the SIP planning process 
to the planning team and help them un-
derstand their role in the process

•	 Facilitate actual planning workshop

Developing, approving and monitoring the 
budget.

Engage the school community in the budget pro-
cess.
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Section 6: Planning and conducting effective school 
executive committee meetings

SGA and school executive committee meetings are the ideal opportunity for parents, parent leaders and 

school staff to communicate. For this communication to be effective, the meetings must be well planned 

and facilitated.

Activity 48
Reflect on the following questions:
	How do you plan or prepare for effective school executive committee meetings? What needs 

to be done in advance?
	How do you communicate the time for meeting to parents? Is this effective?
	How do you conduct SGA meetings? How do you identify the different agenda items of the 

meeting?
	How do you encourage active participation of all parents? 
	How do you encourage children (boys and girls) to raise their voices and perspectives?
	What strategies are used to ensure communication is two-way (not just giving information, 

but also receiving ideas)?

After your reflection, read the text below to learn more how to plan and conduct an SGA or school 

executive committee meeting.

There are different ways to plan and conduct a school executive committee or school general assembly 

meeting depending on the objectives. Below are some guidelines:

	 Prepare the objectives and agenda of the meeting in advance. Consult general assembly 

leaders and other school staff to inform/decide on the main objective for the meeting.

	 Think about who should attend the meeting and prepare invitations. Use various 

communication channels to ensure that they are accessible to all parents, including those 

with disabilities.

	 Send invitations on time (14 days in advance for normal meetings, and five days in advance 

for urgent meetings).

	 Prepare the venue for the meeting, ensure adequate seating for all.

	Agree on how the meeting will be conducted to engage parents to participate actively.
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Structure of a general assembly committee or school general assembly meeting

Opening the meeting

	Welcome word by the President of school executive committee (Chair of the meeting);

	 Presentation of the chair of the meeting, the minute-taker and any visitors;

	Monitor attendance. Ensure there is a sufficient number of attendees required to hold the meeting;

	 Explain the objective of the meeting;

	 Run through the agenda of meeting and check if there are any additional points to be added;

	 Set ground rules, such as respecting ideas of others, staying on topic, avoid receiving calls inside 

the room, not interrupting others, etc.

Review the minutes of the previous meeting

	Give a summary of the previous meeting;

	 Check if action points taken were put into practice;

	Discuss challenges or future action points;

	Approve minutes.

During the meeting

	Address each agenda item;

	Minute taker records a summary of ideas;

	Action points, responsible people and time frames are decided for each item.

Closing the meeting

	 Share with attendees a summary of decisions and action points;

	Agree on date of next meeting;

	 Thank participants;

	 Remind participants to sign attendance list.

Things to be considered while chairing a meeting

	Good management of time. If necessary, end discussions or suggest that they can be continued 

after the meeting;

	 Ensure communication remains positive and productive;

	 Encourage active participation of all participants, including men and women and people with 

disabilities;

	Discourage “sub-meetings” (meetings within meetings) of parents discussing issues simultaneously;

	 Reach consensus after having discussed an issue;

	 Support attendees who have difficulty in expressing themselves, so they can also be heard;

	Manage different behaviours of participants in the meeting.
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Conclusion of the Unit two

In Unit two we discussed the importance of working with parents and the wider community in 

strengthening quality education in Rwandan schools. The Ministry of Education developed national 

Parent-School partnership standards as a guideline for education leaders to strengthen the parental 

and wider community involvement. It has also established national legal frameworks for school general 

assembly, school general assembly committees and school leaders’ responsibilities. The unit has provided 

a wide range of ideas and examples of how you can involve parents and the community in the education 

process. This may include income generating activities, support for learners with learning difficulties, 

literacy classes and clubs, ICT classes for parents, and support with construction. This partnership works in 

both ways: schools and the community can help parents with the education of their children, and parents 

and the community can support the school in achieving quality inclusive education. 

CONCLUSION OF MODULE FOUR

This module is composed of two main units which are ‘Leading teaching’ and ‘Working with parents and 

the wider community’. In unit one, important concepts related to leading teaching were discussed. Those 

are CPDs, induction of teachers, supervision of teaching and provision of effective feedback, coaching 

and mentoring and collaborative learning. These are among duties and responsibilities of a school leader. 

Active participation and collaboration of the school leader with different stakeholders will contribute 

to the success of those responsibilities which in turn lead to effective school leadership. In unit 2, the 

emphasis was put on working with parents and the wider community. Working with parents and the 

wider community strengthen the quality education in Rwandan schools. It was pointed out that in school 

leadership, a school is not an isolated island and that its success depends largely on a strong partnership 

between the school and its stakeholders. This partnership works in both ways: schools and the community 

can help parents with the education of their children, and parents and the community can support the 

school in achieving quality inclusive education.



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL 113

MODULE REFERENCES

Altinyelken, H. K. (2010). Curriculum change in Uganda: Teacher perspectives on the new thematic 

curriculum. International Journal of Educational Development, 30(2), 151–161.

Askew, S., & Carnell, E. (2011). Transformative coaching: A learning theory for practice. Institute of 

Education, University of London. http://www.ucl.ac.uk/hr/od/coaching/differences.php

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological Review, 

84(2), 191.

Bastawrous, A., Rono, H. K., Livingstone, I. A., Weiss, H. A., Jordan, S., Kuper, H., & Burton, M. J. (2015). 

Development and validation of a smartphone-based visual acuity test (peek acuity) for clinical 

practice and community-based fieldwork. JAMA Ophthalmology, 133(8), 930–937.

Birkeland, S., & Feiman-Nemser, S. (2007). Building professional learning communities through beginning 

teacher induction.

Black, P., & Wiliam, D. (2001). Inside the black box: Raising standards through classroom assessment (p. 14). 

British Educational Research Association. http://weaeducation.typepad.co.uk/files/blackbox-1.

pdf

Black, Paul, & Wiliam, D. (1998). Assessment and classroom learning. Assessment in Education, 5(1), 7–74.

Bolam, R., McMahon, A., & Stoll, L. (2005). Creating and sustaining effective professional learning 

communities. DfES Publications. 

Bransford, J. D., Brown, A. L., & Cocking, R. R. (1999). How people learn: Brain, mind, experience, and school. 

National Academy Press.

Britton, E., Raizen, S., Paine, L., & Huntley, M. A. (2000). More swimming, less sinking. Perspectives on 

Teacher Induction in the US and Abroad.

Brodie, K. (2013). The power of professional learning communities. Education as Change, 17(1), 5–18.

Bubb, S., & Earley, P. (2007). Leading & managing continuing professional development: Developing people, 

developing schools. Sage.

Building Learning Foundations (BLF) Programme. (2019). Leadership for learning: A headteacher’s 

professional companion. Rwanda Education Board.

Burger, C., Strohmeier, D., Spröber, N., Bauman, S., & Rigby, K. (2015). How teachers respond to school 

bullying: An examination of self-reported intervention strategy use, moderator effects, and 

concurrent use of multiple strategies. Teaching and Teacher Education, 51, 191–202.



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL114

Bush, T., & Glover, D. (2014). School leadership models: What do we know? School Leadership & 

Management, 34(5), 553–571.

Butler, R., & Nisan, M. (1986). Effects of no feedback, task-related comments, and grades on intrinsic 

motivation and performance. Journal of Educational Psychology, 78(3), 210–216.

Cautreels, P. (2009). Met beginnende leraren op weg naar professionaliteit: Studie-en werkboek voor 

mentoren en schoolteams. Plantyn NV.

Clement, J. (2017). Inspirerend coachen: De kunst van dynamisch en uitdagend communiceren; voor 

leidinggevenden, coaches, ouders, leraren en begeleiders (2nd edition). Jef Clement, Center for Self 

Management.

Devries, K. M., Knight, L., Child, J. C., Mirembe, A., Nakuti, J., Jones, R., Sturgess, J., Allen, E., Kyegombe, 

N., Parkes, J., Walakira, E., Elbourne, D., Watts, C., & Naker, D. (2015). The Good School Toolkit for 

reducing physical violence from school staff to primary school students: A cluster-randomised 

controlled trial in Uganda. The Lancet Global Health, 3(7), e378–e386.

Dubanoski, R. A., Inaba, M., & Gerkewicz, K. (1983). Corporal punishment in schools: Myths, problems and 

alternatives. Child Abuse & Neglect, 7(3), 271–278. https://doi.org/10.1016/0145-2134(83)90004-2

Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum to strengthen and 

sustain teaching. Teachers College Record, 103(6), 1013–1055.

Feiman-Nemser, S., Tamir, E., & Hammerness, K. (2014). Inspiring Teaching: Preparing Teachers to Succeed in 

Mission-Driven Schools. ERIC.

Fullan, M. (2007). The new meaning of educational change. Routledge.

Fullan, M. (2014). The principal: Three keys to maximizing impact. John Wiley & Sons.

Gershoff, E. T. (2010). More Harm Than Good: A Summary of Scientific Research on the Intended and 

Unintended Effects of Corporal Punishment on Children. Law and Contemporary Problems, 73(2), 

31–56.

Global School Leaders. (2020). A Review of Empirical Research on School Leadership in the Global 

South (Evidence Review Report). Global School Leaders. https://static1.squarespace.com/

static/58af429103596eb1eb5acace/t/5f20710484df25368418907b/1595961610688/

GSL+Evidence+Review+Report.pdf

Goddard, R. D., Hoy, W. K., & Hoy, A. W. (2004). Collective efficacy beliefs: Theoretical developments, 

empirical evidence, and future directions. Educational Researcher, 33(3), 3–13.

Government of Rwanda. (2016). 7 Years Government Programme: National Strategy for Transformation 

(NST1) 2017-2024. 



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL 115

Gupta, A., Lal, R., Mazta, S. R., & Sharma, D. (2012). Prevalence of refractive errors, color vision defects and 

other ocular disorders in school-going children: Primary screening by school teachers. JIMSA, 

25(4), 223–224.

Guskey, T. R. (2003). What Makes Professional Development Effective? Phi Delta Kappan, 84(10), 748.

Guskey, T. R. & Kwang Suk Yoon. (2009). What Works in Professional Development? Phi Delta Kappan, 

90(7), 495–500.

Hanna, G. S., & Dettmer, P. (2004). Assessment for effective teaching: Using context-adaptive planning. Allyn 

& Bacon.

Hatch, R., Luke, S., & Omoeva, C. (2018, October 3). What disability screening tools are available to use in 

low-resource schools? R&E Search for Evidence. https://researchforevidence.fhi360.org/what-

disability-screening-tools-are-available-to-use-in-low-resource-schools

Hattie, J. (2009). Visible Learning: A Synthesis of over 800 Meta-Analyses Relating to Achievement. 

Routledge. http://www.learningandteaching.info/teaching/what_works.htm

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational Research, 77(1), 81–112.

Heck, R. H. (2000). Examining the impact of school quality on school outcomes and improvement: A 

value-added approach. Educational Administration Quarterly, 36(4), 513–552.

Howell, W. C., & Fleishman, E. A. (1982). Information processing and decision making (Vol. 2). Psychology 

Press.

Hoy, A. W., & Weinstein, C. S. (2006). Student and teacher perspectives on classroom management. 

Handbook of Classroom Management: Research, Practice and Contemporary Issues, 181, 222.

Huba, M. E., & Freed, J. E. (2000). Learner centered assessment on college campuses: Shifting the focus 

from teaching to learning. Community College Journal of Research and Practice, 24(9), 759–766.

Igbokwe, U. L., Mezieobi, D. I., & Eke, C. (2014). Teachers’ attitude to curriculum change: Implications for 

ınclusive education in Nigeria. Research on Humanities and Social Sciences, 4(11), 92–99.

Ingersoll, R. M., & Smith, T. M. (2003). The wrong solution to the teacher shortage. Educational Leadership, 

60(8), 30–33.

Ingersoll, R. M., & Strong, M. (2011). The Impact of Induction and Mentoring Programs for Beginning 

Teachers: A Critical Review of the Research. Review of Educational Research, 81(2), 201–233.

Ioannou-Georgiou, S. (2003). Assessing young learners. Oxford University Press.

Katz, S., Earl, L., Ben Jaafar, S., Elgie, S., Foster, L., Halbert, J., & Kaser, L. (2008). Learning networks of 

schools: The key enablers of successful knowledge communities. McGill Journal of Education, 

43(2), 111–137.



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL116

Kelchtermans, G., Piot, L., & Ballet, K. (2011). The Lucid Loneliness of the Gatekeeper: Exploring the 

Emotional Dimension in Principals’ Work Lives. Oxford Review of Education, 37(1), 93–108.

Klasse. (2016, December 13). Sanctiebeleid op school: Kies de juiste maatregel. Klasse. https://www.

klasse.be/71186/sanctiebeleid-school-4-lademodel/

Kolb, D. A. (1984). Experiential learning: Experience as the source of learning and development (Vol. 1). 

Prentice-Hall Englewood Cliffs, NJ. http://academic.regis.edu/ed205/Kolb.pdf

Kools, M., & Stoll, L. (2016). What Makes a School a Learning Organisation? [OECD Education Working 

Papers]. Organisation for Economic Co-operation and Development. http://www.oecd-ilibrary.

org/content/workingpaper/5jlwm62b3bvh-en

Laevers, F., & Heylen, L. (2003). Involvement of children and teacher style: Insights from an international 

study on experiential education. Leuven University Press.

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge university 

press.

Leithwood, K., Harris, A., & Hopkins, D. (2008). Ten strong claims about successful school leadership. 

School Leadership & Management, 28(1), 27–42.

Lemov, D. (2015). Teach like a champion 2.0. San Francisco, CA: Josey-Bass.

Mahomed-Asmail, F., Swanepoel, D. W., Eikelboom, R. H., Myburgh, H. C., & Hall, J. (2016). Clinical validity 

of hearScreenTM smartphone hearing screening for school children. Ear and Hearing, 37(1), e11–

e17.

McShefferty, D., Whitmer, W. M., Swan, I. R., & Akeroyd, M. A. (2013). The effect of experience on the 

sensitivity and specificity of the whispered voice test: A diagnostic accuracy study. BMJ Open, 

3(4), e002394.

MINEDUC. (2018). Education Sector Strategic Plan (ESSP) 2018/19 to 2023/24. MINEDUC. 

Mlama, P. M. (2005). Gender Responsive Pedagogy: A Teacher’s Handbook. http://www.ungei.org/files/

FAWE_GRP_ENGLISH_VERSION.pdf

Morrison, B. (2007). Schools and restorative justice. Handbook of Restorative Justice, 325–350.

Muriisa, R. (2016, January 14). School Corporal Punishments Banned in Most Schools. REB’s DG Speaks Out. | 

imirasire.com. 

Murphy, D., Campbell, C., & Garavan, T. N. (1999). The Pygmalion effect reconsidered: Its implications 

for education, training and workplace learning. Journal of European Industrial Training, 23(4/5), 

238–251.



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL 117

Murphy, J. (2015). Creating communities of professionalism: Addressing cultural and structural Barriers. 

Journal of Educational Administration, 53(2), 154–176.

Mutie, E. K., & Ndambuki, P. (1999). Guidance and counselling for schools and colleges. Nairobi: Oxford 

University Press (East Africa).

Nicol, D. (2007). Principles of good assessment and feedback: Theory and practice. From the REAP 

International Online Conference on Assessment Design for Learner Responsibility, 29-31 May 2007. 

REAP International Online Conference on Assessment Design for Learner Responsibility, 29-31 

May 2007. http://www.reap.ac.uk/reap/public/papers//Principles_of_good_assessment_and_

feedback.pdf

OECD. (2013). School Leadership for Learning: Insight from TALIS 2013. OECD Publishing.

Owen, S. (2014). Teacher Professional Learning Communities: Going beyond Contrived Collegiality 

toward Challenging Debate and Collegial Learning and Professional Growth. Australian Journal 

of Adult Learning, 54(2), 54–77.

Page, E. B. (1958). Teacher comments and student performance: A seventy-four classroom experiment in 

school motivation. Journal of Educational Psychology, 49(4), 173.

Pirozzo, S., Papinczak, T., & Glasziou, P. (2003). Whispered voice test for screening for hearing impairment 

in adults and children: Systematic review. Bmj, 327(7421), 967.

REB. (2015). Competence-Based Curriculum Pre-Primary to Upper Secondary. MINEDUC. http://reb.rw/

fileadmin/competence_based_curriculum/syllabi/CURRICULUM_FRAMEWORK__FINAL_

VERSION_PRINTED.compressed.pdf

REB. (2016). School-Based Mentor Program Framework 2017-2022. Rwanda Education Board. 

REB. (2017). Literacy, Language and Learning Initiative (L3): National Fluency And Mathematics Assessment 

Of Rwandan Schools: Endline Report. USAID, EDC. http://l3.edc.org/documents/EDC-L3-Endline-

Evaluation.pdf

Robinson, V. M., Lloyd, C. A., & Rowe, K. J. (2008). The impact of leadership on student outcomes: An 

analysis of the differential effects of leadership types. Educational Administration Quarterly.

Rwanda Education Board. (2018). Learning Achievement in Rwandan Schools. LARS III Phase One P3. 

Rwanda Education Board.

Schweisfurth, M. (2013). Learner-centred education in international perspective. Journal of International 

and Comparative Education (JICE), 1–8.

Sellman, E., Cremin, H., & McCluskey, G. (2013). Restorative approaches to conflict in schools: 

Interdisciplinary perspectives on whole school approaches to managing relationships. Routledge.



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL118

Shepard, L. A. (2009). Commentary: Evaluating the validity of formative and interim assessment. 

Educational Measurement: Issues and Practice, 28(3), 32–37. 

Srinivasacharlu, A. (2019). Continuing Professional Development (CPD) of Teacher Educators in 21st 

Century, Shanlax International Journal of Education, 7 (4), 29-33

States, J., Detrich, R., & Keyworth, R. (2018). Overview of Summative Assessment. Oakland, CA: The Wing 

Institute. https://www.winginstitute.org/assessment-summative

Steffy, B. E., & Wolfe, M. P. (2001). A Life-Cycle Model for Career Teachers. Kappa Delta Pi Record, 38(1), 

16–19.

Stein, M. K., Remillard, J., & Smith, M. S. (2007). How curriculum influences student learning. Second 

Handbook of Research on Mathematics Teaching and Learning, 1(1), 319–370.

Thomas, L., Tuytens, M., Devos, G., Kelchtermans, G., & Vanderlinde, R. (2020). Transformational 

school leadership as a key factor for teachers’ job attitudes during their first year in the 

profession. Educational Management Administration & Leadership, 48(1), 106–132. https://doi.

org/10.1177/1741143218781064

Timperley, H., Wilson, A., Barrar, H., & Fung, I. (2007). Teacher Professional Learning and Development: Best 

Evidence Synthesis Iteration Wellington, New Zealand: Ministry of Education. Ministry of Education.

Torrance, H., & Pryor, J. (2001). Developing formative assessment in the classroom: Using action research 

to explore and modify theory. British Educational Research Journal, 27(5), 615–631.

Twaweza. (2019). How are some children learning when most are not? Positive deviance in Uganda’s primary 

schools. Twawea East Africa. 

UNESCO. (2014). Teaching and Learning: Achieving Quality for All (EFA Global Monitoring Report). 

UNESCO. http://www.unesco.org

UNESCO. (2020). Distance learning strategies in response to COVID-19 school closures (p. 8). UNESCO. 

https://learningportal.iiep.unesco.org/en/library/distance-learning-strategies-in-response-to-

covid-19-school-closures

UNICEF. (2011). Stop Violence Against Children: Conference Book. MIGEPROF and UNICEF. 

United Nations. (2006). General comment No. 8 (2006): The Right of the Child to Protection from Corporal 

Punishment and Other Cruel or Degrading Forms of Punishment (Arts. 19; 28, Para. 2; and 37, inter 

alia). Refworld. http://www.refworld.org/docid/460bc7772.html

UR-CE. (2017). Learner-Centred Pedagogy in Practice. University of Rwanda - College of Education.

Vangrieken, K., Meredith, C., Packer, T., & Kyndt, E. (2017). Teacher communities as a context for 

professional development: A systematic review. Teaching and Teacher Education, 61, 47–59.



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL 119

Vavrus, F., Thomas, M., & Bartlett, L. (2011). Ensuring quality by attending to inquiry: Learner-centered 

pedagogy in sub-Saharan Africa. UNESCO-IICBA Addis Ababa, Éthiopie.

Vescio, V., Ross, D., & Adams, A. (2008). A review of research on the impact of professional learning 

communities on teaching practice and student learning. Teaching and Teacher Education, 24(1), 

80–91.

Wang, J., Odell, S. J., & Schwille, S. A. (2008). Effects of Teacher Induction on Beginning Teachers’ Teaching 

A Critical Review of the Literature. Journal of Teacher Education, 59(2), 132–152.

Were, N. M. W. (2003). Discipline guidance and counselling in schools. Nairobi: Nehema Publishers.

Whitmore, J. (1994). Coaching for performance: A practical guide to growing your own skills. Pfeiffer & 

Company by arrangement with N. Brealy Publ.

Wiggins, G. (2012). Feedback for Learning:Seven Keys to Effective Feedback. Educational Leadership, 

70(1), 10–16.

Wong, H. K. (2004). Induction programs that keep new teachers teaching and improving. NASSP Bulletin, 

88(638), 41–58.

World Bank. (2018). LEARNING to Realise Education’s Promise (No. WDR2018; World Development Report). 

World Bank. https://www.worldbank.org/en/publication/wdr2018



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL120

APPENDICES

Appendix 1: Monitoring Guide for Induction of New Teachers 

This guide can be used by SBM, (D)HT, SEI, TTC tutor, DEO and DDE in conducting and monitoring induction 

activities for NTs.

1.	 Identification of the school and NTs:

Name of the school:

Name of the sector:

Name of the district:

Name of the NT1:

Sex male female

Years of experience

Subjects

Other

Name of the NT2:

Sex male female

Years of experience

Subjects

Other

Name of the NT3:

Sex male female

Years of experience

Subjects

Other

(add more if needed)
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2.	 Checklist of Induction activities/programme 

Induction Activities/Programme Observation 

Induction Meeting

Logistical support for accommodation 

Introduction to school’s mission, values, policies, procedures & 
resources 

Visit of classrooms and staffroom and other school facilities  

Appointing a mentor to each NT 

Introduction to colleagues, learners, school general assembly 
committee  

Providing or arranging for classroom materials including 
curriculum resources 

Introduction to record keeping  

Needs assessment of the NT  (use Annex 5)

Development of individual CPD plan (goals and actions)  

Mentoring activities  

Coaching activities 

Community of Practice (CoP) session  

Lesson observation	  

Seminars/trainings  

Support from pre-service teacher training institutions

(add more if needed)

3.	 Guiding questions to reflect on your role in NT’s induction

The following questions can be used to reflect on the induction activities implemented at school level:

1)	 Which induction activities were conducted? By whom? If not, why? What are possible strategies to 

overcome challenges?

2)	 What were the results/outputs of the induction activities conducted? Did those results/outputs 

reach the expected goals? If yes, well done. If not, could you explain why? What are possible 

strategies to overcome those challenges?

3)	 What did you learn from the induction activities that is relevant to your role/position? 

4)	 What could you improve as an SBM/HT/SEI/DEO/DDE regarding your role in induction of NTs? 
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4.	 Possible NTs’ professional development needs 

Ask NTs to fill annex 5 (Teacher competences (professional needs self-assessment)) and identify their 

priority professional development needs. 

Possible needs could include, but are not limited to:

•	 Filling pedagogical documents

•	 Setting assessment questions 

•	 Developing teaching and learning activities

•	 Integrating cross-cutting themes in lessons 

•	 Developing teaching and learning materials 

•	 Integrating generic competences in lessons

•	 Managing big classes 

•	 Learner centered teaching

•	 Play based learning approaches

•	 Inclusive teaching and learning (supporting all educational needs: such as low/high achieving 

learners, learners with socio-emotional problems, learners with low English proficiency, learners 

with physical disabilities, …)

•	 Formulating instructional objectives 

•	 Applying principles of competence- based teaching

•	 other: ……………… 
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Appendix 2: Monitoring Guide for Induction of New Headteachers

This guide can be used by SEI, DEO and DDE in conducting and monitoring induction activities for NHTs.

1.	 Identification: 

Name of the sector:

Name of the district:

Name of the NHT1:

Sex male female

Years of experience

School

Other

Name of the NHT2:

Sex male female

Years of experience

School

Other

Name of the NHT3:

Sex male female

Years of experience

School

Other

(add more if needed)
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2.	 Checklist of Induction activities/programme 

Induction Activities/Programme Observation 

Induction Meeting

Introduction on the roles and responsibilities

Introduction to the standards of effective school leadership

Professional Learning Communities (PLCs)

Appointing a mentor to each HT 

Introduction to colleagues, learners, school general assembly 
committee  

Providing or arranging for classroom materials including curric-
ulum resources 

Introduction to record keeping  

Needs assessment of the HT 

Development of individual CPD plan (goals and actions)  

Mentoring activities  

Coaching activities 

Seminars/trainings

(add more if needed)

3.	 Guiding questions to reflect on your role in NHT’s induction

The following questions can be used to reflect on the induction activities implemented at sector/district 

level:

1)	 Which induction activities were conducted? By whom? If not, why? What are possible 

strategies to overcome challenges?

2)	 What were the results/outputs of the induction activities conducted? Did those results/

outputs reach the expected goals? If yes, well done. If not, could you explain why? What are 

possible strategies to overcome those challenges?

3)	 What did you learn from the induction activities that is relevant to your role/position? 

4)	 What could you improve as an SEI/DEO/DDE regarding your role in induction of NTs? 
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4.	 Possible HTs professional development needs 

Ask NHTs to read through the School Leadership Assessment tool and use it to reflect and identify their 

priority professional development needs.

Possible needs could include, but are not limited to:

•	 Understanding of educational policies

•	 Record keeping procedures 

•	 Reporting systems

•	 Management of leaners and school staff with diverse needs

•	 Supervision of school activities

•	 Management of school facilities 

•	 Reporting protocols 

•	 Management of financial resources 

•	 Working with parents and wider community 

•	 Working with other Headteachers
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Appendix 3: Competence profiles of stakeholders involved in the 
induction of NTs

The competence profiles from stakeholders involved in the induction of NTs have been developed based 

on the responsibilities described in the SBMPF, interviews with SEIs and focus group discussions with 

teachers, NTs, parents and headteachers:

Sector Education Officer Profile

Standard description:

In relation to the induction of New Teachers (NTs), Sector Education Officers (SEIs) coordinate 
educational activities at sector level in relation to the induction of NTs. They ensure that School 
Leaders are focused on the professional development of NTs by effectively implementing the 
induction programme. Furthermore, they are involved and take their responsibility in the recruitment 
of teachers. In addition, they pay attention to NTs wellbeing by speaking in favour of timely payment 
of salaries and guaranteeing medical insurance by the district. 

Competences:

Knowledge: 

In order to fulfil his/her responsibilities related to the induction of NTs, the SEI should know/
understand the following: 

	 Principles of recruitment and placement;

	 Professional teacher development as a continuous process;

	 The meaning and importance of the induction programme for NTs;

	 The roles that different educaAtion stakeholders play in the School Based Mentor 
Programme;

	 Principles and theory on mentoring, coaching and reflection;

	Understanding the content of initial teacher training and NTs’ needs;

	Monitoring and evaluation.

Skills: 

In order to fulfil his/her responsibilities related to the induction of NTs, the SEI should do the 
following:

	 Set clear goals for the induction of NTs in their sector with relevant stakeholders;

	 Include educational activities related to the induction of NTs in the sector education 
improvement plan with School Leaders; 
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	 Communicate effectively with all stakeholders to ensure the implementation of the 
induction programme for NTs;

	Monitor the implementation of the induction programme with School Leaders to ensure 
delivery of appropriate quality induction to NTs; 

	 Report highlights on the implementation of the induction programme to the Executive 
Secretary and give a copy to the Director of education at district level;

	 Speak in favour of NTs wellbeing, especially at district level; 

	Manage conflicts that arise in the implementation of the induction programme for NTs, 
that can’t be solved at school level; 

	Work with the stakeholders to develop action plans to respond to economic, social, 
educational needs related to CPD of NTs;

	 Stimulate positive interaction among all stakeholders involved in the induction of NTs; and

	 Provide helpful feedback to School Leaders related to the induction of NTs.

Attitudes: 

In order to fulfil his/her responsibilities related to the induction of NTs, the SEI should 

*show: 

	Gender awareness

	 Fairness

	Humbleness

	 Trustfulness

	 Self-confidence

	Accountability

	 Integrity

	 Commitment

	Growth mindset

	 Empathy

*be:

	Approachable 

	 Role model

	 Self-motivated

	 Creative and innovative & Flexible to changes
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District Director of Education Profile

Standard description:

In relation to the induction of NTs, the District Director of Education (DDE) is responsible for 
facilitating, organising and scheduling the process of recruitment and for the deployment of the NTs. 
Among many other responsibilities, the DDE should ensure quality of the NTs’ induction programme. 
She/he pays attention to their well-being i.e., by paying the teachers’ salaries on time, supporting (or 
speaking in favour of the support) accommodation and health insurance. They coordinate education 
activities at the district level in relation to NTs. They supervise the implementation and evaluation of 
the induction programme in their district. 

NT mentor from pre-service teacher training institution

Standard description:

The NT mentor from pre-service in relation to the induction of NTs is responsible for the training of 
the SBM/SSL and the pre-service support to school-based induction (monitor the performance of 
NTs) during the induction period and evaluate their professional development at the end. They act 
as a role model in coaching for SBM/SSL and NTs. They can stimulate reflection and give feedback 
in positive way (on teaching activities). If needed, they give advice and inspire for alternative and 
innovative methods of actions in class practices. They are attentive and feel responsible for the well-
being of the NT and the SBM/SSL. They set up trainings for SBMs/SSLs on mentoring with a focus on 
reflection and coaching techniques.   

Competences:

Knowledge:

To fulfil its responsibilities related to the induction of NTs a NT mentor should know/understand 
the following:

*Professional Development:

	 professional teacher development as a continuous process;

	 the roles that different Education stakeholders play in the SBMP;

	 the meaning and importance of the induction programme for NTs;

	 an overview of teacher development opportunities;

	 the process of effective communities of practice; 

	 effective and positive communicative strategies;

	 the theory of growth mind-set;
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	 principles and theories of mentoring, coaching and reflection;

	 facilitation techniques; and

	 teacher performance (effective teaching – teacher standards) and performance assess-
ment.

*Teaching & Learning:

	 current primary curriculum and its provision (syllabi, weekly time allocation and subjects) 
across the different school levels;

	 use of resources in learning and teaching (such as charts, ICT);

	 importance of planning teaching and learning activities;

	 different active teaching and learning methods;

	 principles of time management;

	 how to create a safe and rich learning environment; 

	 classroom management strategies;

	 learner centred pedagogy and a competence-based approach;

	 techniques for assessing learners, including giving feedback; and

	 evidence-based literacy and numeracy in instructional practices.

Skills to train and coach SBMs/SSLs to guide and organise school-based CPD, and to promote re-
flection & skills to provide pre-service support to school-based induction (monitor the performance 
of NTs):

To fulfil its responsibilities related to the induction for NTs a NT mentor should do the following: 

	 plan, organise and facilitate training sessions; 

	 use different participatory techniques in facilitating training session; 

	 recognise the different emotional and professional needs and experiences of SBMs/SSLs/
NTs and adapt personal and professional actions appropriately;

	 ask open-ended and investigating questions that help SBMs/SSLs understand their 
strengths and areas in need of improvement;

	 stimulate self-reflection;

	 offer helpful feedback; 

	 encourage SBMs/SSLs/NTs to provide fair, balanced, constructive (helpful), accurate (exact) 
and positive feedback on each other’s teaching (coaching in group);

	 stimulate SBMs/SSLs/NTs to take action for their own growth;

	 helps to create a learning plan/action plan (current situation versus desired situation – 
road map);
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	 deal with resistance to change;

	 help SBMs/SSLs to understand their responsibilities in the SBMP and induction of NTs;

	 support SBMs/SSLs to identify strategies for addressing teachers’ and NTs’ areas of im-
provement and strategies for building on their strengths;

	 give tips/advices for class practice, including alternative and/or innovative pedagogical 
techniques, to NTs and SBMs/SSLs regarding:

o	 their teaching and learning activities;

o	 their social/human relation skills;

o	 behaviour in and outside the class; and

o	 rights, responsibilities and duties.

	 improvise local materials and teacher resources;

	 use updated theories, ICT, media, policy documents, etc.

	 communicate in a clear, inclusive and peaceful manner, using either the mother language 
or language of instruction;

	 pre-service support to school-based induction (monitor the learning process of NTs);

	 create a positive atmosphere; and

	mobilise resources for better teaching and learning.

Attitudes:

To fulfil its responsibilities related to the induction of NTs a NT mentor should: 

	 be communicative and friendly;

	 be humble, accessible and patient;

	 be positive and supportive;

	 be flexible and open minded;

	 have a growth mindset and enjoy continuous learning;

	 show empathy for the well-being of NTs and SBMs/SSLs;

	 be punctual, focused and accountable;

	 be self-confident and trust-worthy (trustable);

	 respect NTs’ needs by providing an effective training to SBMs/SSLs;

	 updated;

	 a role model; and

	 be a good listener to the needs of the NT.
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Appendix 4: Competence profile of the Sector Education Inspector 
as coach of headteachers

Standard description:

In relation with coaching School Leaders in Professional Learning Communities (PLCs), the Sector 
Education Officer is responsible for creating the conditions and opportunities for collaboration, 
sharing experiences and mutual learning. Simply bringing school leaders together doesn’t guarantee 
professional development. Therefore, SEIs need to support school leaders in identifying their areas of 
improvement.  Some conditions, such as focus and purpose, collaborative inquiry and accountability 
must be in place for collaboration, sharing knowledge and mutual learning to be productive and 
useful. The most important assignment of the SEI is therefore to ensure that all measures are 
taken for the required conditions to be met. They will focus on creating the conditions to support 
individual and collective learning among the school leaders through developing and/or identifying 
the opportunities for them to examine their existing beliefs and to challenge what they do with new 
ideas, new knowledge, new skills, and even new characters. 

COMPETENCES

Knowledge: 

In order to fulfil his/her responsibilities related to coaching school leaders in PLCs, the SEI should 
KNOW/UNDERSTAND the following:

	 key enablers of effective PLC;

	 standards of effective school leadership;

	 theories and principles of coaching and reflection;

	 gender equity in education; 

	 background to curriculum development, implementation and evaluation;

	 strategies of monitoring PLC-sessions and resolutions;

	 educational Policies and plans (Eg: ESSP, TDM policy, SBM framework, law on School Gen-
eral Assembly Committee, …);

	 professional teacher development cycle;

	 competence based teaching and learning approach;

	 decision making process;

	 duties and responsibilities of the SEI as a coach.

Skills:

In order to fulfil his/her responsibilities related to coaching school leaders in PLCs, the SEI should 
DO the following:

USE effective communication:
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	 communicate clearly and in peaceful manner;

	 communicate respectfully and appropriately for each individual’s level of understanding;

	 create an environment that promotes effective communication;

	maximise positive communication to develop trust and to encourage School Leaders to 
try out things that they are not used to doing;

	 identify and use appropriately different techniques (listening actively with empathy, sum-
marising, responding) to increase positive, open-minded, respectful and peaceful commu-
nication; and

	 use different gender-responsive communication strategies.

STIMULATE learning:

	 stimulate a ‘growth mindset’ and encourage lifelong learning;

	motivate participation in learning during and after PLC-sessions;

	 lead innovation and change within the CoP;

	 Create an atmosphere of curiosity to learn from good practices; 

	 facilitate the process of peer learning and sharing (ensure that Key Enablers are observed 
for effective CoP): 

o	 stimulate positive interaction among participants (relationships);

o	 stimulate discussions that allow diversity in opinions; 

o	 stimulate collaborative inquiry (Collaboration; Collaborative inquiry);

o	 support setting goals and plans (Purpose and focus);

o	 focus on implementing the plans and meeting goals (Accountability); and

o	 stimulate personal leadership (Leadership).

COACH: 

	 ask open-ended and probing questions that help School Leaders understand their 
strengths and areas of improvement;

	 stimulate self-reflection after each PLC-session and come up with points of improvement 
in the future;

	 facilitate evidence-based discussions;

	 offer helpful feedback during and after the PLC-sessions;

	 encourage School Leaders to provide fair, balanced, helpful, accurate and positive feed-
back on each other’s contribution (coaching in group);

	 stimulate School Leaders to act for their own growth;

	manage conflicts that arise between School Leaders and deal with resistance; and 

	manage emotions arising among school leaders and between school leaders and the 
coach.

PLAN, MONITOR and EVALUATE CoP activities:

	 demonstrate effective time management;



CONTINUOUS PROFESSIONAL DEVELOPMENT-DIPLOMA IN EFFECTIVE SCHOOL LEADERSHIP | STUDENT MANUAL 133

	 coordinate the identification of School Leaders’ needs in relation to leading their school;

	 develop a schedule of PLC-sessions with the School Leaders;

	 guide School Leaders to set the vision and mission of their school;

	 guide School Leaders in monitoring and evaluating their School Improvement Plan based 
on PLC- resolutions;

	 organise with the School Leaders the way of reporting internally on PLC-activities;

	 report highlights of the PLC-session to the Mayor through the Executive Secretary and 
give a copy to the Director of Education at district level;

	 identify schools with good practices to be visited by the PLC-members;

	 organise peer school visits and peer reviews as an input for PLC-sessions;

	 elaborate with School Leaders a sector education improvement plan based on the individ-
ual School Improvement Plans; and

	 speak in favour of the implementation of resolutions that require the participation of oth-
er stakeholders.

Attitudes: 

To fulfil his/her responsibilities related to coaching school leaders in PLCs, the SEI should SHOW:

	Gender sensitivity

	 Fairness

	Humbleness

	 Trustfulness

	 Self-confidence

	Accountability

	 Integrity

	Approachability (being easy to meet)

	 Respectfulness (self-respect and respect of others)

	 Empathy

	 Role model

	 Self-motivation

	 Creativity and innovation

	 Flexibility to changes

	Growth mindset

	 Commitment

	 Positive thinking

	Open mindedness

	 Sensitivity to diversity

	 Belief in collaborative learning (learning together)
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Appendix 5: Lesson observation form with focus on inclusive 
education

Look at: I saw… I thought…

Decoration and resources:

1.	 Walls decorated?
2.	 Made by teachers, by pupils, etc? 

3.	 Other materials in room?

4.	 Static or interactive materials?

5.	 Themes of the materials?

6.	 Are materials diverse?

7.	 Low-cost materials?

8.	 Mobile board?

Layout and environment:

9.	 Desks in rows/groups?
10.	 Flexible, easy to change layout?

11.	 Areas in room for different activities?

12.	 Any adapted seating arrangements?

13.	 Enough space per pupil?

14.	 Accessibility?

Teaching:

15.	 Teaching methods used?
16.	 Differentiation of lesson/methods for different learners?

17.	 Enthusiasm and energy?

18.	 Empathy with / listening to pupils?

19.	 Teacher’s awareness of pupils’ needs?

20.	 Use of teaching and learning materials?

21.	 Range of methods/pace during the lesson?

22.	 Gender-equal teaching?

23.	 Mastery of subject?

24.	 Lesson at right level of difficulty?

25.	 Behaviour management?

26.	 Classroom management?

27.	 Time management?

28.	 Language skills (language of instruction, clear voice)?
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Pupils:

29.	 Are all learners engaged?

30.	 Interaction with other pupils?

31.	 Use of learning materials?

32.	 Behaviour?

33.	 Approach/attitude towards teacher?

34.	 Gender balance in class?

35.	 Gender-equal interactions?

36.	 Self-presentation (self-confidence to interact in the 
class)?

37.	 Freedom of expression? (similar to above)

Source: UNESCO, 2014
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Appendix 6: REB’s lesson observation tool

LESSON EVALUATION SHEET

RWANDA EDUCATION BOARD (REB) (REVISED)

P.O. BOX 3817 KIGALI							     

REPUBLIC OF RWANDA

School name: …………………………… Teacher’s name:…………………………………………… 

Qualification:…………………… Experience:…….years; Class:…….………Number of learners:.....out 

of…….. 

Number of learners with SEN:……………….

Subject:………………….…………………Topic : ………………………………………….….. Lesson 

no…………

Period:…………………………….. Date:…….…………………..

Pedagogic aspects to be evaluated Comment

1.	 Preparation and Planning

I.	 There is clear evidence that the lesson has been 
carefully planned with the aim that all students 
are challenged and engaged throughout the 
lesson.

II.	 There are appropriate learning objectives 
which include competences.

III.	 The teacher plans for the needs of learners with 
SEN.

2.	 Lesson content

I.	 There is clear evidence that the teacher has a 
good understanding of the curriculum content 
and competences.

II.	 The teacher has applied his or her good under-
standing successfully to help the learners to 
achieve appropriate objectives.
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3.	 Learners’ engagement and progress

I.	 All learners are actively engaged in the lesson, 
throughout the lesson and the time is used 
well.

II.	 The needs of any learners with SEN are consid-
ered so that they are fully involved in the activi-
ties and the learning.

III.	 Learners make important progress towards the 
learning objectives including competences and 
subject knowledge.

4.	 Learner-centred methods enable all the learn-
ers to learn effectively

I.	 Nearly all learners develop new knowledge and 
understanding, skills and competences, at a 
level appropriate to their ability.

II.	 The methods used by the teacher lead to excel-
lent learning.

III.	 Nearly all learners including any learners with 
SEN achieve challenging learning objectives.

5.	 Management of learners and learning environ-
ment

I.	 The teacher creates a positive learning environ-
ment where learners are happy, motivated to 
learn, feel safe to ask questions, are not afraid 
of making mistakes and behave well.

II.	 Learners respond to the teacher’s questions 
and cooperate with all activities.

III.	 The teacher knows the learners, addresses 
them by their names and uses praise frequent-
ly.

IV.	 Display is used well and stimulating resources 
are managed and maintained effectively.

V.	 The teacher takes account of the needs of all 
learners especially those with SEN.
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6.	 Assessment of learners’ progress (formative and 
summative)

I.	 The teacher systematically and effectively as-
sesses the learning throughout the lesson.

II.	 The teacher reacts and adapts the lesson ac-
cordingly and is able to judge how far the 
learning objectives have been achieved, includ-
ing competences and skills.

III.	 The teacher provides constructive feedback to 
learners so they know how to improve. 

IV.	 Learners are encouraged to reflect on their own 
understanding and ability to apply their knowl-
edge and to support each other.

V.	 Evidence that the teacher uses assessment to 
help with planning. 

VI.	 Assessment activities are fully inclusive for 
learners with SEN.

VII.	 Appropriate records of formal assessments are 
maintained, and the teacher is aware of the 
learning needs of each student.

7.	 The use of the medium of instruction and com-
munication

I.	 The teacher uses good English (P4 and above) 
and other media of instruction and develops 
the language skills of the learners at an appro-
priate level.

II.	 Communication with the learners, including 
learners with SEN, is effective and language 
difficulties do not block learning.

III.	 Learners are encouraged to contribute to the 
lesson and communicate with each other in the 
correct medium of instruction when working in 
groups.

Conclusion and feedback:

Strong points:

…………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………

………

Areas for improvement:

…………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………
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Teacher’s comments: 

…………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………

………

Observer’s name: ……………………………………………………….. 

signature: ...................................................................

Teacher’s name: ...……………………………………………….….…… 

signature: ………………………………………………………………
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Appendix 7: Information on the braille alphabet
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Appendix 8: Strategic priorities in the ESSP 2018-2024

The vision of the ESSP is:

To ensure Rwandan citizens have sufficient and appropriate competencies (skills, knowledge and 

attitudes) to drive the continued social and economic transformation of the country

This vision is elaborated through nine strategic priorities:

1.	 Enhanced quality learning outcomes that are relevant to Rwanda’s social and economic

development.

2.	 Strengthened CPD and management of teachers across all levels of education in Rwanda.

3.	 Strengthened STEM across all levels of education in Rwanda to increase the relevance of education 

for urban and rural markets.

4.	 Enhanced use of ICT to transform teaching and learning, and to support the improvement of 

quality across all levels of education in Rwanda.

5.	 Increased access to education programmes, especially at pre-primary, secondary, TVET and higher 

education levels, in Rwanda.

6.	 Strengthened modern school infrastructure and facilities across all levels of education in Rwanda.

7.	 Equitable opportunities for all Rwandan children and young people at all levels of education.

8.	 More innovative and responsive research and development in relation to community challenges.

9.	 Strengthened governance and accountability across all levels of education in Rwanda.
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Appendix 9: Description of each PLC session in action-oriented cycle

PLC-sessions Timeline

Session 1: Planning March

Objectives

	 Sharing challenges/problems identified at school level by every school leader;
	 Sharing findings from root causes and consequences of the Problems identified at their 

school level;
	Agreeing on one common problem to be solved as a priority;  
	 Identifying indicators of success, targets, initial situation, data to be collected… ;
	 Selecting 2-3 strategies to try-out to address the PLC priority/ problem to be solved; 
	Developing an implementation plan for the selected strategies to try-out (that is part of or 

aligns with the SIP). 

Activities during the PLC

	 Identify one PLC priority to be explored throughout the year; 
	Analyse the priorities thoroughly and comprehensively; 
	 Brainstorming and selecting 2 or 3 more strategies to try outs;

	 Indicate measures of success to observe the achievement of the PLC priorities;
	Develop an implementation plan to solve the identified PLC priorities/Problems at school 

level;
	 Report the plc priority to both VVOB and District.

Resources 

	 School improvement plans
	Guidelines to identify a PLC priority 
	 Problem Tree template 
	Measures of success template 
	 List of examples of challenges 
	 Implementation plan template 

Follow-up

	Discuss the identified strategies with the SIP team and school community
	Write critical reflection on the role of the PLC in their professional development (for partici-

pants in CPD DESL)
	 Trying out the 2-3 strategies 
	 Recording processes, challenges and lessons learnt
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Session 2: Implementation follow-up session May

Objectives

	 Sharing experiences (success and challenges) from the tried-out strategies
	 Identifying/developing the best strategies 
	Developing a final implementation plan for the best strategies

Activities

	 Share findings about the 2-3 different strategies tried out 
	Discuss and/or identify/develop the best strategy (solution to address the PLC priorities)
	Develop a final implementation plan around the selected strategies customized for each 

school
	Develop measures of success for this implementation plan

Resources

	 Template to record the try-outs 
	Guidelines to identify/develop the best strategies
	 Implementation plan template (including the measures of success template)

Follow-up

	Discussing selected strategies with the SIP team and school community
	 Implementing the selected strategies

Session3: Review the implementation – Session August 

Objectives
	 Sharing experiences from the re-tried out strategies
	 Sharing lesson learnt from the peer learning visit conducted school level 
	Agreed on the best strategy 
	Developing a final implementation plan for the best strategies

Activities

	 Share findings about the 2-3 different strategies 
	Discuss and/or identify/develop the best strategy (solution to address the PLC priorities)
	Develop a final implementation plan around the selected strategies customized for each 

school
	Develop measures of success for this implementation plan

Resources

	 Template to record the try-outs 
	Guidelines to identify/develop the best strategies
	 Implementation plan template (including the measures of success template)

Follow-up

	Discussing selected strategies with the SIP team and school community
	 Implementing the selected strategies
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Session 4: Reflection and Evaluation October

Objectives

	 Conduct an auto-evaluation both on the process and outcomes
	Document the lesson learnt and best practices
	Developing a dissemination plan for the best strategies 

Activities

	 Reflect on the action-oriented PLC cycle
	 Record best practices 
	Document lessons learnt to be included in e-portfolio (for SLs taking part in the CPD DESL)
	 Enrich the detailed dissemination plan. 

Resources 

	Auto-evaluation template 
	 Template to record best practices & lessons learnt 
	Dissemination plan template
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Appendix 10: National Framework for Professional Learning 
Communities (PLCs) of Headteachers

1.	 Background

Several studies recognize the importance of effective school leadership towards quality teaching and 

student learning outcomes. As school leadership is widely considered to be integral to the effectiveness of 

schools (Harris, 2013), the need for continuous professional development is seen as an important element 

in strengthening leadership in African schools and in enhancing schools’ potential across the continent to 

deliver good education and promote school effectiveness and school improvement.

In Rwanda, like in other African countries, continuous professional development (CPD) for headteachers 

is needed for two major reasons. Firstly, headteachers are recruited and appointed with no prior training 

or formal education in school leadership roles (Bush et al., 2011). Secondly, many schools are often 

ineffective, delivering poor school and learning outcomes and persistently underperforming on many 

global school effectiveness and performance tables (Pont et al., 2008). 

Research has shown that if implemented well, Professional Learning Communities (PLCs) can be an effective 

form of professional development (Ingvarson et al., 2005; Vescio et al., 2008). They bridge the gap between 

theory, policy, and practice, focusing on practice. They provide opportunities for participants to break out 

of their isolation, create a forum for sharing and contribute to job satisfaction and motivation (Vande 

Walle & Fransen, 2017). The professional development that occurs within PLCs has been shown to hold 

great promise for improving school quality (Bush, 2018; Uworwabayeho et al., 2020; Vescio et al., 2008). 

School leaders learn from each other, work through the identification of problems and develop shared 

solutions. Additional research shows that participating in the PLC itself provides possible opportunities to 

hone leadership skills (Wilson, 2016). The research shows that PLCs offer the most practical opportunities 

for headteachers to apply and build on what was learned during their academic programmes.  

In a multi-approach analysis on PLCs in sub-Saharan Africa, Soares et al. (2020) found that PLCs can 

be organized as standalone professional development initiatives or part of a broader professional 

development program. They found that the frequency, duration, and the size of PLC groups have a lot 

of variation, whereby in some countries PLCs varies from weekly to monthly; and the meeting duration 

varied from 30 minutes to 8 hours. 

The same paper showed that in certain PLCs, the facilitator; who often undergoes prior training; is in charge 

of guiding the technical conversation, whereas in others, the facilitator is in charge of administrative duties 

such as taking attendance, registering notes, scheduling meetings etc. While the facilitator plays in some 

cases both roles, or where there is no designated facilitator and teachers in a PLC take turns in facilitation 

responsibilities. Lastly, some PLCs there may or may not involve specialist input in subject/pedagogical 

knowledge to enhance the technical discussion. Additionally, some PLCs provide incentives from financial 

incentives, such as a travel stipend, to professional incentives, such as professional development credit in 

Ghana. The amount of structure and prescriptiveness in the materials used to lead PLC meetings varied.
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Kools & Stoll (2016) define a Professional Learning Community (PLC) as “an inclusive and mutually supportive 

group of people with a collaborative, reflective, and growth-oriented approach towards investigating and 

learning more about their practice in order to improve all students’ learning”. A PLC is defined as a group 

of educators that meets regularly, shares expertise, and works collaboratively to improve teaching skills 

and the academic performance of students. Further, glossary of education reform suggests that PLCs 

serve to two broad purposes: (1) improving the skills and knowledge of educators through collaborative 

study, expertise exchange, and professional dialogue, and (2) improving the educational aspirations, 

achievement, and attainment of students through stronger leadership and teaching (The Glossary of 

Education Reform, 2014). PLCs, while sometimes describing professional development for teachers, here 

refer to the professional development of headteachers.       

In Rwanda, schools in the same sector are performing differently: some are performing well while others are 

performing poorly. This is an indication that schools are still working in isolation and the culture of collective 

responsibility is still lacking.  Headteachers should be concerned not only about their own schools and 

students’ performance but also about the performance of nearby schools. PLCs can be a solution to this 

problem by strengthening collaboration and peer learning among headteachers within the same sector. 

Newly recruited or unexperienced school leaders will learn from experienced school leaders.  

Reference will be made to two good examples of CPD support of school leadership through PLCs of 

headteachers in Rwanda.

First, VVOB in collaboration with REB and the University of Rwanda – College of Education, recognizing 

that offering trainings to school leaders without provision of after training support would not be sufficient, 

initiated PLCs to complement the Diploma Programme in Effective School Leadership. These PLCs are 

facilitated by SEIs after completing the Certificate Program in Educational Mentorship and Coaching.  A full 

PLC cycle takes one year, with one PLC session organized per quarter. Each session is intended to be part of 

an action-oriented cycle designed to identify school and sector challenges, develop school improvement 

plans (SIPs) that are aligned with the Sector Education Improvement Plan (SEIP), engage school leaders in 

sharing best practices and reflecting on and disseminating best practices in school leadership. 

The other example is the support of Building Learning Foundation (BLF). BLF established Professional 

Learning Communities (PLCs) since 2018 as part of its overarching Leadership for Learning strategy 

which aimed at establishing a self-led system where highly performing headteachers can improve the 

performance of exceptionally underperforming ones in their districts and sectors. In each district and 

sector, high-performing headteachers are selected and appointed as National Leaders of Learning (NLLs) 

and Local Leaders of Learning (LLLs). The selection criteria for NLLs and LLLs include having quality school 

improvement plan (SIP) in place which is understood and can be explained by stakeholders , improving 

pupils’ learning outcomes and performance of the school including a competent headteacher for 5 years 

or more for NLLs or 3 years and more for LLLs, how the school works closely with the community including 

parents and local community leaders and the capacity as well as the willingness of a headteacher to 

develop self and others. 
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It is with this regard that Rwanda Basic Education Board (REB) in collaboration with its partners (DPs) 

in education is committed to promoting Professional Learning Communities of headteachers as part of 

their Continuous Professional Development (CPD). This framework is designed to provide provision of key 

aspects needed for effective implementation of professional development of headteachers. It includes 

the operational definition of PLC, the structure, how they should be facilitated, conditions for successful 

PLCs, financial implications, and monitoring and evaluation.

2.	 Definition of Professional Learning Communities (PLCs)

PLCs can serve an important function for Continuous Professional Development (CPD). In their review of 

empirical research on PLCs, Nguyen et al. (2021) found that PLCs are considered as a network, a space, an 

approach, and a process. Which are defined as following: 

•	 PLC as a network of individuals (e.g., teachers, headteachers). These individuals share a common 

interest in learning and teaching and a desire for collaborative improvement around student 

learning and school improvement. This network functions ideally based on equal sharing and 

collaboration. The members in a PLC network have a degree of professional interdependence.

•	 PLC as a space for professional learning. PLCs may be present in physical and/or virtual spaces. 

Such spaces tend to be deliberately organized with the aim of promoting collaborative enquiry, 

professional dialogue, and other collaborative activities. These can be organized around a specific 

topic or set of topics.

•	 PLC as an approach to or strategy for professional development.

•	  PLC as a process of establishing a collaborative environment to promote learning for teachers 

and headteachers. In some cases, the PLC may follow a specific process, strategically identifying 

challenges, proposing solutions, practicing these solutions, and reflecting on that change.  Others 

may follow other approaches and processes.

In this framework, PLCs are defined as a platform where headteachers meet regularly, to share expertise, 

experiences, challenges, and learning, and works collaboratively to improve school leadership practices, which 

leads to effective teaching and learning and ultimately to improved student learning outcomes.
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3.	 PLC structure  

Based on previous and on-going experiences in Rwanda, this framework proposes three categories of 

PLCs namely structured PLCs, Semi-structured PLCs, and unstructured PLCs. The implementation of PLC 

sessions will depend on the selected structure of the PLCs. 

A.	 Structured PLCs 

These are compulsory PLCs facilitated by Sector Education Inspectors (SEIs). The sessions shall be 

organized on quarterly basis and shall take place in schools on rotational basis. At the end of each session 

members agree upon actions to be accomplished before the next session. These PLCs shall focus on School 

Improvement Planning, and the discussions will be structured in an action-oriented cycle: identification, 

planning, review, and reflection (see Figure below). These structured PLCs can be stand-alone through the 

provision of guidelines, or they may be part of a professional development initiative.
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B.	 Semi-structured PLCs 

These PLCs will be facilitated by a selected/trained HT, such as a LLL or NLL. They will be organized on 

monthly basis and will include topics planned from district level PLCs and other topics that are important 

to their geographical context. The role of the facilitator is threefold: First, they work closely with DEOs or 

SEIs for the capacity building of other headteachers in the district/sector. They work with headteachers 

to support their leadership development in priority areas, with a focus on Rwanda’s Education Sector 

Strategic Plan (ESSP) priorities. Secondly, they create a culture of continuous improvement within and 

between schools, particularly, focusing on challenges affecting school leadership in Rwanda. Lastly, they 

monitor the implementation of PLC actions and use data to inform the next PLC meeting. The sessions can 

take place in schools and on rotational basis.

C.	 Unstructured PLCs 

For these PLCs, headteachers identify their learning needs, the focus, and objectives of their learning. 

They can be organized whenever needed and facilitated by any headteacher as agreed upon. An example 

of such PLCs is a visit of a good performing school by PLC members.

PLC priorities to be discussed during the PLC sessions will be selected by headteachers themselves based 

on available data with the purpose of improving teaching and learning and ultimately students’ learning 

outcomes. Reference will be made to the Sector Education Improvement Plans, the five professional 

standards for effective school leadership, national policies, and strategies such as the ESSP and other 

sources of data which highlight the school leadership challenges in the sector. After identifying these 

priorities, headteachers will deeply analyse them and come up with strategies to address the identified 

priorities at the school level before the next PLC session.

In preparation for PLCs sessions, HTs need to know the status of a variety of issues and the situation of the 

school. Headteachers should come to every PLC session with data showing how the identified challenges 

are being addressed for the purpose of improving teaching and learning. Every sector should have a plan 

that clearly shows what will be done throughout the year and this plan is shared with district for support, 

monitoring and evaluation. Depending on the needs, Deputy Headteachers and/or other education 

stakeholders can be invited to the PLC sessions of headteachers. 

4.	 Conditions for successful PLCs

For an effective PLC session, certain conditions can help facilitate successful discussions and activities 

(Katz et al., 2009; Wenger et al., 2011). 

1.	 Purpose and focus

As noted in the definition, PLCs serve a specific purpose. PLCs are true to their core purpose of learning 

and should avoid being a general dissemination channel to headteachers. This purpose is supported by 

the PLC principles. 
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Headteachers learn from each other; they are self-motivated and set their own agenda; they act on the 

learning that takes place; they are supported by specific resources; they build a culture of continuous 

improvement. PLC members define the purpose of each session and allocate enough time to the issue 

being discussed. At the end of the session, they should be able to establish whether or not they achieved 

their objectives. Following the session, actions should be taken back at the school and a review of how 

these actions may or may not have led to school level change should be reviewed at the next PLC. 

PLC sessions will be goal-driven exchanges facilitated and guided by SEIs or an appointed Local Leader of 

Learning as they have expertise in the area of school leadership. PLC member activities will be driven by 

shared roles or responsibilities rather than on general educational goals or theories. That is, discussions 

should have an applied purpose though it is recognized that some discussions may refer to various 

leadership approaches. The purpose and priorities that will serve as a focus for PLCs are commonly agreed 

upon as per PLC members individual needs.

2.	 Relationships

During a PLC session, members share information openly, including successes and failures, and they 

trust and respect each other.  Some of the information shared could be sensitive, which means that 

confidentiality is important for PLCs members. Having strong trusted networks facilitates PLC discussions.

3.	 Collaboration

PLC members engage in intensive interactions where they present their beliefs and best practices to 

investigate, explore, reflect together, and adopt. It is expected that they will work together collaborating 

to identify challenges and jointly create solutions.

4.	 Inquiry 

PLCs are enquiry- and evidence-driven, focused on the development and implementation of solutions 

for specific issues in the context of schools within the sector. Members collectively question teaching and 

leadership routines, examine teaching and learning and engage in supporting each other’s professional 

growth.  Inquiry is the process by which the collaborative network can identify challenges and create 

solutions to common challenges. 

5.	 Leadership

PLC members share roles and responsibilities in the session, i.e., setting agenda, leading on specific 

tasks.  Similar to the overall school leadership approach, leadership is shared and distributed among the 

members.  However, each session should have a leader to drive the meeting agenda and ensure there is 

a productive outcome from the session. As noted above, that leader could be an SEI, LLL or another HT.

6.	 Accountability

PLC members hold each other accountable for agreed upon decisions and targets set in the sessions. This 

accountability is demonstrated during the reflection sessions where members can pose questions, discuss 

reasons for successes or failures and provide support so that each member can be successful and grow.
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5.	 Roles and responsibilities 

Different education stakeholders at different levels in the education system will be involved in the PLC 

support for sustainability purposes. The following are the roles and responsibilities shared from the school 

level to national level.

A.	 Headteachers 

The headteacher’s roles and responsibilities in the PLCs include but not limited to: 

	y Attend PLC sessions

	y Share knowledge, skills, and resources with other school actors

	y Provide required data such as termly and annual student achievement data (both school-based 

assessment & national exam results)

	y Lead PLC sessions when requested 

	y Host a PLC sessions at their schools when requested.

	y Implement at school level the strategies agreed upon in PLCs.

B.	 Sector Education Inspector

The Sector Education Inspector’s roles and responsibilities in the PLCs include but not limited to:

	y Lead PLC sessions including priority identification and elaboration of its annual plan 

	y Facilitate PLC sessions on regular basis at least quarterly  

	y Monitor implementation of and the strategies agreed upon in PLCs

	y Link headteachers with difficulties to the good performing schools for mutual support.

C.	 District Director of Education 

The District Director of Education’s roles and responsibilities in the PLCs include but not limited to:

	y Be aware of PLCs activities in the district 

	y Visit PLC sessions and provide support for their effective implementation.

D.	 Rwanda Basic Education Board

The REB roles and responsibilities in the PLCs include but not limited to:

	y Visit PLCs sessions to monitor their implementation and provide constructive feedback 

	y Identify and coordinate partners who support PLCs 
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6.	 Financial and time implications for PLCs

Headteachers are responsible for their own professional development.   As such, they shall ensure that 

they schedule for a PLC with their peers. The cost of attending or hosting PLCs shall be covered by the 

headteachers. In working together, headteachers with the support of SEIs shall decide on a best strategy 

to ensure that PLCs are financially sustainable. 

7.	 Monitoring and evaluation (M& E) of PLCs 

To achieve the goal of the PLCs, it is important to monitor and evaluate the implementation. M&E reports 

will be analysed by different education actors mainly REB & Districts and sector education officials and 

appropriate measures will be taken based on lessons learned to improve school leadership practices. 

Reference is made to the rubric for monitoring the implementation of PLCs in Appendix 11. 
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Appendix 11: Rubric for evaluating Professional Learning 
Communities sessions

Professional Learning Communities (PLCs), when implemented effectively should lead to improved school 

leadership practices at the school level and eventually to improved teaching and learning. This rubric is 

designed to evaluate the effectiveness of PLC sessions. It includes two parts: PLC session evaluation and 

an evaluation of PLC implementation at the sector level.

The PLC session evaluation

The six enabling factors for effective PLCs are used as indicators to assess PLC sessions. It will be used by the 

PLC facilitator or other relevant stakeholder to assess the effectiveness of a PLC session.  At the conclusion 

of each session, the facilitator must fill out this rubric, highlighting areas that need improvement for the 

subsequent session.

Indicators EXCELLENT VERY GOOD 
NEEDS IM-
PROVEMENT 

MEANS OF 
VERIFICATION 

1. Purpose and 
focus

All PLC members 
demonstrate under-
standing of the pur-
pose and objective of 
each session and allo-
cate enough time to 
the matter. PLC mem-
bers share a common 
understanding on im-
proving the children’s 
learning 

Some PLC members 
demonstrate under-
standing of the pur-
pose and objective 
of some sessions and 
allocate time to the 
matter. 

PLC members 
never demon-
strate under-
standing of the 
purpose and 
objective of 
each session 
and allocate 
enough time to 
the matter. 

Explanation of 
PLC members 
on the purpose 
and focus.

2.Relationships All PLC members share 
information openly, 
including successes 
and failures, and they 
trust and respect each 
other. 

Some PLC members 
share information 
openly, includ-
ing successes and 
failures, and they 
somehow trust and 
respect each other. 

PLC members 
never share 
success stories 
and failure 
openly. They do 
not trust and 
respect each 
other. 

Interaction of 
PLCs members 
in the session
PLC meeting 
actions 
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3. Collaboration All PLC members en-
gage in intensive in-
teractions where they 
present their beliefs 
and practices to inves-
tigation and practice.

Some PLC members 
engage in interac-
tions. They present 
their beliefs and prac-
tices to investigation 
and practice. 

PLC members 
never engage 
in interactions. 
They never pres-
ent their beliefs 
and practices 
to investigation 
and practice. 

PLC sessions 
minutes.

4.Inquiry All PLC members 
collectively question 
teaching and leader-
ship routines, examine 
teaching and learning 
and engage in sup-
porting each other’s 
professional growth. 

Some PLC members 
collectively question 
teaching and lead-
ership routines, ex-
amine teaching and 
learning and engage 
in supporting each 
other’s professional 
growth. 

PLC members 
never question 
teaching and 
leadership rou-
tines, examine 
teaching and 
learning and en-
gage in support-
ing each other’s 
professional 
growth. 

PLC sessions 
minutes.

Feedback pro-
vided in the PLC 
sessions. 

5. Leadership PLC members assume 
leadership roles within 
the PLC, e.g., setting 
the agenda, leading 
on specific tasks.

Some PLC members 
assume leadership 
roles within the PLC, 
e.g., setting the agen-
da, leading on specif-
ic tasks.

Very few PLC 
members as-
sume leadership 
roles within the 
PLC, e.g., setting 
the agenda, 
leading on 
specific tasks. 
Decision making 
is limited to very 
few influential 
members.

PLC sessions 
minutes. 

6. Accountabil-
ity

PLC members hold 
each other account-
able for implementing 
the decisions taken 
and ensuring the func-
tionality of the PLC.

Some PLC members 
hold each other 
accountable for 
implementing the 
decisions taken and 
ensuring the func-
tionality of the PLC.

PLC members 
do not hold 
each other ac-
countable for 
implementing 
the decisions 
taken and en-
suring the func-
tionality of the 
PLC.

List of those 
who do not 
implement de-
cisions taken in 
PLC.

PLC sessions 
minutes.
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Evaluation of PLC implementation at the sector level

This rubric serves to monitor the implementation of PLCs at the sector level. It may be used by district 

education authorities, REB, and any other relevant stakeholders interested in promoting PLC. The 

evaluation can be conducted at the end of an academic year and include areas that need improvement 

for the subsequent year.

Indicators EXCELLENT VERY GOOD NEEDS IMPROVE-
MENT 

MEANS OF 
VERIFICATION 

PLC session 
Plan 

The sector has a 
plan for structured 
PLC sessions (quar-
terly) and plans for 
semi-structured and 
unstructured PLCs.

The sector has a plan 
for structured PLC ses-
sions (quarterly). 

The sector does 
not have a plan 
for PLC sessions. 

PLC session plan

Session at-
tendance 

All members attend-
ed all PLC sessions 
including structured 
semi-structured PLC 
session and at least 
two unstructured PLC 
sessions are orga-
nized in a term.

 More than 80% of 
members attended all 
sessions and least one 
unstructured PLCs is 
organized per term. 

Below 80% of 
members attend-
ed all sessions.

Attendance list in 
all PLC sessions 
organized

PLC session 
recorded 

All PLC sessions are 
recorded and shared 
with relevant stake-
holders. 

More than 80% of the 
planned sessions have 
meeting minutes 

Below 80% of the 
planned sessions 
have meeting 
minutes

Availability of 
PLC session min-
ute. 

PLC priorities 
implemen-
tation at 
school level 

The sector has record-
ed at least 2 priorities 
that are successfully 
addressed through 
PLC.

The sector has re-
corded at least one 
priority successfully 
addressed through 
PLC.

No tangible 
achievement is 
observed. 

PLC report at the 
end of the learn-
ing cycle.
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Appendix 12: Guidance for peer learning school visit 

To improve school leadership practices, it is important for headteachers to observe each other’s practices 

in an unstructured PLC format. This guidance is designed to support PLC members (including the hosting 

team) prepare and conduct effective peer learning school visits. In this guidance hosting team is referred 

to as the team from the school being visited by other PLC members. 

Stages Topic Description

BEFORE 
THE VISIT

Preparation of the 
visit

During the session, PLC members should agree on the school 
to visit next. 
To ensure that the session is focused, PLC members shall set 
the objectives of the visit and highlight the priorities to be 
addressed. 

Expected result of 
the visit

Peer learning: PLC members will learn school leadership prac-
tices in relation to the objectives of the visit. 

Preparation of indi-
vidual interest areas 
from the visit 

Each PLC member will prepare individual learning interests 
related to the objectives of the visit for further understanding 
of the practice.

Preparation of the 
logistics

Both visiting team and hosting team will prepare needed lo-
gistics.

DURING 
THE VISIT

Exploration of school 
leadership practices. 

The hosting school will facilitate the exploration of school 
leadership practices. 

Peer exchange ses-
sion 

After the exploration, the peers will meet to discuss, exchange 
and document lessons learnt about school leadership prac-
tices. The facilitator will ensure that the 6 enabling conditions 
for successful PLCs are fulfilled. PLC members will agree on a 
strategy to implement in their schools and report on this in 
the next PLC session. 
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Appendix 13: Multiple Choice Questions for Module 4

Unit 1 

1)	 Which of the following statements related to effective CPD is not correct?

A.	 The most effective means for promoting professional learning within the school is through 

regular classroom observation, feedback and lesson study.

B.	 The most effective means for promoting professional learning within the school is through 

regular trainings by outside experts.

C.	 School leaders should have a thorough understanding of what makes CPD effective

D.	 Not all teachers have the same needs for CPD.

E.	 None of the above

2)	 Which of the following is not a criterion for effective CPD as discussed in the CPD Diploma 

Programme?

A.	 is process oriented

B.	 is rooted in reflection

C.	 leads to a certificate

D.	 involves collaboration

E.	 requires ownership

3)	 Which of the following is not a criterion for effective CPD as discussed in the CPD Diploma 

Programme?

A.	 involves producing and constructing

B.	 is context specific

C.	 uses ICT

D.	 involves collaboration

E.	 is focused on specific objectives identified in the SIP
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4)	 Which of the following statements related to Timperley’s learning cycle is not correct?

A.	 Effective CPD should start with raising awareness about the topic

B.	 Effective CPD should allow time for translating knowledge into practice

C.	 Trainings and workshops are good methods to raise awareness about new topics. 

D.	 A training should pay attention to all stages of the learning cycle

E.	 Coaching, mentoring, shadowing and collaboratively working together in Communities of 

Practice are good methods to practice new knowledge and skills.

5)	 Which of the following statements related to the professional life cycle of teachers is not correct?

A.	 During the novice or teacher training stage, professional development should focus on 

acquiring content knowledge and pedagogical content knowledge.

B.	 Not every teacher reaches the final stage of mastery

C.	 Teachers who have achieved the mastery stage don’t really need professional development 

anymore

D.	 New teachers who are at the apprentice stage benefit the most from a mentor teacher

E.	 A teacher can revert in the cycle, for example when teaching a new subject

6)	 Which of the following statements related to induction is not correct?

A.	 Induction can help to reduce the turnover rate among teachers.

B.	 Induction should take at least one year

C.	 Induction can include coaching, mentoring and taking part in a Community of Practice

D.	 Induction is best done by the headteacher or deputy headteacher

E.	 None of the above

7)	 Which of the following is not part of the proposed induction programme in Rwandan schools?

A.	 mentoring

B.	 training in ICT use for teaching and learning

C.	 being part of a Community of Practice

D.	 taking part in seminars and trainings at the sector and district level

E.	 support by TTC Tutors
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8)	 Which of the following suggestions to conduct supervision of teaching in a time-efficient way is not 

recommended?

A.	 Observing parts of a lesson

B.	 Encourage lesson observations by colleagues

C.	 Having long feedback discussions listing all points for improvement

D.	 Having short informal conversations with teachers about their teaching

E.	 Delegate the supervision of teaching to the school-based mentor

9)	 Which of the following statements related to learner-centred pedagogy is not correct?

A.	 Lecturing has no part in a learner-centred lesson

B.	 A learner-centred lesson should always have some group work

C.	 In a learner-centred lesson, there is room for the interests of learners

D.	 Good teacher questions that stimulate thinking and involve all learners are part of a learner-

centred pedagogy

E.	 None of the above

10)	 Which of the following is not a characteristic of good feedback?

A.	 Good feedback should be timely

B.	 Good feedback should start from observations

C.	 Good feedback should include positive elements and points for improvement

D.	 Good feedback should be exhaustive

E.	 Good feedback ends with giving advice

11)	 Which of the following is not a characteristic of good feedback?

A.	 Good feedback should focus on the task, not the person

B.	 Good feedback starts from clear objectives
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C.	 Good feedback should be a two-way conversation

D.	 Good feedback is best given in a written form

E.	 Good feedback starts from careful observations

12)	 Which of the following statements related to coaching is not correct?

A.	 A coach can be any professional with expertise in coaching.

B.	 A coach is best someone from the same field of expertise as the coachee

C.	 Effective coaching includes advice to the coachee on how to overcome the challenges

D.	 Successful coaching should include more than one coaching conversation

E.	 Coaching can be part of an induction programme

13)	 Which of the following steps is not part of the GRROW model for coaching?

A.	 Resources

B.	 Reality

C.	 Options

D.	 Goal

E.	 Relaxing

14)	 Which of the following statements related to Communities of Practice is not correct?

A.	 Communities of Practice are based on the idea that people learn better in groups

B.	 Members of a Community of Practice should have the same goal

C.	 Reflection on practice is a key element of a Community of Practice

D.	 Communities of Practice are best organised per subject specialisation

E.	 Communities of Practice are based on the idea that people learn more from observing and 

practising than by listening to lectures.
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15)	 Which of the following elements is not a key enabler of Communities of Practice?

A.	 Inquiry

B.	 Leadership

C.	 Accountability

D.	 Shared purpose

E.	 Mentoring 

16)	 Which of the following elements is not a key enabler of Communities of Practice?

A.	 Inclusiveness

B.	 Accountability

C.	 Collaboration

D.	 Shared Purpose

E.	 Relationships

17)	 Which of the following is not a good way for school leaders to support Communities of Practice?

A.	 Creating awareness about CoPs

B.	 Creating links between different CoPs within the school

C.	 Making membership of a CoP compulsory for all teachers

D.	 Monitoring and evaluating the results of a CoP

E.	 Creating favourable conditions for a CoP such as time and a place to meet

18)	 Which of the following is not an example of formative assessment? 

A.	 End of trimester exam

B.	 Short quiz 

C.	 Assignments 

D.	 Homework

E.	 Group activity followed by presentation by each group
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19)	 Which of the following elements should not be assessed in competence-based learning?

A.	 Knowledge 

B.	 Understanding 

C.	 Practical skills 

D.	 Attitudes and values 

E.	 All the above should be assessed

20)	 As a school leader, it is important to recognise during short class observations whether there is a 

conducive learning environment. Which of the following is not a good indicator for a conducive 

learning environment?

A.	 Students are alert

B.	 Students ask many questions

C.	 Students work in close collaboration

D.	 Students are silent when a teacher asks a question

E.	 Students work in silence on individual exercises

 

21)	 Which of the following statements explains best the meaning of the hidden curriculum? 

A.	 The written syllabus 

B.	 A set of prescribed learning outcomes

C.	 A formal document that details the content that s

D.	 A series of student experiences in and out the school 

E.	 All of the above

22)	 Which of the following is a generic competence according to the competence-based framework?

A.	 Creativity and innovation

B.	 Environmental protection

C.	 ICT proficiency

D.	 Science and Technology 

E.	 All of the above
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23)	 Which of the following aspects should be taken into consideration by school leaders when following 

up on curriculum implementation?

A.	 Crosscutting issues are incorporated into the scheme of the work

B.	 Didactic planning corresponds to the intended learning outcomes of the curriculum

C.	 Parents education level

D.	 Teacher is the only source of knowledge in the classroom 

E.	 All of the above

24)	 Which of the following strategies is a preventive method for dealing with disruptive student 

behaviour?

A.	 Corporal punishment

B.	 Justice focuses on establishing guilt 

C.	 Guidance and counselling 

D.	 Calling parents when a student misbehaves 

E.	 Organise a meeting with the concerned students to discuss the problems

25)	 Which of the following strategies are effective ways of providing feedback to teachers?

A.	 Begin with positive points about the lesson to build self-confidence;

B.	 Schedule the feedback session as soon as possible after the lesson; 

C.	 Give general feedback, rather than focusing on specific situations during the lesson.

D.	 Tell the teacher what they should or shouldn’t do in the next lesson

E.	 All the above

26)	 Which of the following statements related to coaching and mentoring is not correct?

A.	 coaching and mentoring improve teamwork and collaboration

B.	 coaching and mentoring do not concern experienced teachers 

C.	 coaching and mentoring enable experiential learning 

D.	 coaching and mentoring are process oriented 

E.	 coaching and mentoring are methods of CPD
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27)	 Which of the following is a good strategy to promote inclusive education in Communities of Practice 

(COPs) in a school?

A.	 As a team, plan and implement a community or school activity to raise awareness on inclusive 

education.

B.	 By grouping students with various impairments in their own classrooms.

C.	 By assigning strategic responsibilities to female teachers.

D.	 By organising weekly meetings to share good teaching practices

E.	 All the above 

28)	 Which of the following statements relates best to the stage of “conscious incompetence” in the 

process of learning new skills?

A.	 I do this right, almost automatically

B.	 When I pay attention, I can actually do it

C.	 I know I should do this, but I can’t

D.	 I was not aware about it

E.	 I still feel insecure doing it

29)	 Which of the following statements relates best to the stage of “unconscious competence” in the 

process of learning new skills?

A.	 I do this right, almost automatically

B.	 When I pay attention, I can actually do it

C.	 I know I should do this, but I can’t

D.	 I was not aware about it

E.	 I still feel insecure doing it
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Unit 2 

30)	 Which of the following statements related to the involvement of parents and the wider community 

in the school is not correct?

A.	 The main reason to involve parents and the wider community is to raise additional funds for the 

school

B.	 Involving parents and the wider community can reduce absenteeism and dropouts among 

learners

C.	 Even illiterate parents can support their children in their education

D.	 Schools can serve as centres for community learning events

E.	 High performing schools in Rwanda tend to have more involved parents

31)	 Which of the following statements related to the involvement of parents and the wider community 

in the school is not correct?

A.	 It is not necessary to involve all parents as some of them are not interested in their children’s 

education.

B.	 The main purpose of involving parents is to raise funds for the school.

C.	 It is the school’s responsibility to help parents to support their children with their education.

D.	 Parents who are illiterate cannot do much to support their children at school.

E.	 The school executive committee meetings are the best instrument to involve parents in the 

school.

F.	 A child’s education is the sole responsibility of schools.

G.	 Many parents are illiterate and can’t really do much to support the education of their children

32)	 Which of the following is not one of the six types of community and parental involvement that 

schools can use according to Epstein’s model?

A.	 Parenting. 

B.	 Communicating 

C.	 Volunteering

D.	 Learning at Home 

E.	 Fundraising
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33)	 Which of the following is not an official role ((Official Gazette n° 31 of 30/07/2012) of the SGAC?

A.	 To formulate the vision of the school in accordance with its mission;

B.	 To appoint and remove members of the school executive committee;

C.	 To submit meeting reports to the Sector authorities with a copy thereof to the Executive 

Secretary of the Cell in which the school is located;

D.	 to develop the School Improvement Plan of the school;

E.	 to approve the annual budget of the school.
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