Photo Source: VVOB

]

Leading, Teaching and Learning Together:
Final Evaluation of the Secondary Education Program

November 2021

Prepared by: Three Stones International

(/
& Jd
THREE STONES

INTERNATIONAL RWANDA LTD.
A Spark For Change

(
)
. UNIVERSITY of
Leaders in e °
s Teaching REB/:oassss ‘

EDUCATION BOARD




Table of Contents

TABLE OF CONTENTS ..ceiiiiiiiiiiiiiriciitt it aaans e 1
ACRONYMS ottt ara s e e s s ssbans e e e e s ssannes 4
EXECUTIVE SUMMARY ..ottt sasan e sssans e e e s sannns 5
INTRODUCTION ....ciiiiiiiiiiiiiiiiiitieen ittt saars e e s s sanas e e e e e ssanes 10
STUDY CONTEXT .ottt saas s e e e s s saaas s e e s s s saannaaes 12
BaCKGIOUNG. ... 12
CPD Training Programs ..........c.oooiiiiiiiiiiii e 14
Professional Learning COMMUNITIES ..........cooouiiiiiiiiiiiiiiiii e 16
ComMMUNILIES OF PraCtiCe .. ..cuiiiiiiiiiiiiiiec ettt 16
EVALUATION METHODOLOGY .....uuuiiiiiiiiiiiiiiiiiiiiiiiiccenninnnt e snnnsce e ssnnanseeee e 17
STUAY DESIZN .. e e 17
SAMPIING ProCEAUIES........coiiiiiiiiiiiii e 18
QUANTITATIVE RESEAICN......eiiiiiiiieeiie ettt ettt e e tbe e e e tb e e e eabeeessnbaeeeensaeeeenssaeeans 18
QUALITAtIVE RESEAICH ... .viiiiiiiii ettt e e e e et e e et e e e e taeeeesbeeeesbaeeesasaeeesnsseeesnssaeaans 19
STUAY INSTIUMENTS ... e e 20
Quantitative Research Study INStrUMENts .............ocooiiiiiiiiiiiii e 20
Qualitative Research Study INStrUMENtS ............ccoiiiiiiiiiiiii e 20
Data ColleCtion PrOCEAUIES.............coiuiiiiiiiiiei ettt e 21
Quantitative Research Data COlECHON .........veiiiiiiiieiiit ettt e e e e eeraeeens 21
Qualitative Research Data COIECHION .......cc.viiiiiiiiiieiiie ettt ettt e e et e e e eraeeeeasaeeens 21
DAt ANAIYSIS ... 22
Quantitative Data ANAlYSIS ........coiiiiiiiiiii e 22
Qualitative Data ANAlYSIs .........cccoiiiiiiiiiiii i 22
Limitations of the fINdiNGS ..o 22
Ethical ConSIAErations.........ccuiiiiiiiiiieie ettt ettt 23
FINDINGS ..ottt as s e e e s aran s e e e e e e 24
1. Changes in CPD SUPPOIt SYSIEMS ......cc.uiiuiiiiiiiieiieit ettt ettt et e 24
1.1, Access to Formal CPD OppOrtunities .............cccooiiiiiiiiiiiiiiiiie e 24

1.2.  Professional Learning Communities for Head Teachers...............c.cccoooiiiiiii 25

1.3, CommuUNIties Of PractiCe.........cocuiiiiiiiiiieiieit ettt e 26

1.4.  Coaching and Mentoring ..........ccciiiiiiiiiiiiii e 28

1.5, INdUCHION Programs ..........cciiiiiiiiiiiiiicc e 29

1.6.  Changes in the Identification of CPD Needs, Planning and Evaluation................ccccccoiiine. 32

2. Competences and Motivation of Key Educational Actors...............ccccoooiiiiiiiiiiiiiiiiiiie 34
2.1.  Competences and Motivation of School Leaders................ccocoiiiiiiiiiiiiiiiiiii e 34
2.2.  Competences of Sector Education Inspectors to Coach and Mentor Head Teachers in PLCs .....40
2.3.  Competences and Motivation of School Based Mentors..............cccevierienieniiiniiiiieiiceieceeee. 43
2.4.  Competences and Motivation of STEM School Subject Leaders ................ccooiiiiiiiiiiininn. 46

3. Effect of CPD Support Systems on School Environment and School as a Learning Organization...51

3.1, SChOOI ENVIFONMIENT ..o e et e e e e e 51



3.2. Effects of Multiple Trained School-Based Actors on Knowledge, Attitudes and Practices........... 56

3.3.  Teacher Satisfaction and Motivation ..............cccciiiiiiiiiiiiii 57

4. Effects of Covid-19 on CPD Support Systems and Competences of Educational Actors................. 60
CONCLUSIONS AND RECOMMENDATIONS ..ottt 62
CPD SUPPOIT SYSTEIMIS ..ottt ae e 62
RECOMMENAALIONS ...t ettt e 63
Competences of SChool Based ACLOrS...........c.cciiiiiiiiiiiiiii e 63
RECOMMENALIONS ...ttt et e 65
SChOOI ENVIFONMENT ...ttt st ettt ettt e 66
RECOMMENALIONS ...ttt et et e 67
IMPACt Of COVIA-T i 67
RECOMMENALIONS ...ttt et et 67
REFERENGCES ...ttt 68
ANNEXES ....cooiiiiii e 69
ANNEX 11 EVAlUQLION MALIIX .eeiiiiiiiiiiiii ettt et ettt 69
Annex 2: Endline Survey Demographics...........ccooiiiiiiiiiiiiiiii 70
Annex 3: Endline Qualitative Data Collection Demographics ............cccccociiiiiiiiiiiiiiiiic, 82
Annex 4: 5 Standards of School Leadership Composite Score and Findings................ccccooiiiiiiinnnne 84
Annex 5: World-Related Basic Need Satisfaction Scale for Newly Qualified Teachers............................ 85



Acronyms

9 YBE

12 YBE
CBC

CoP

CPD

DDE
DEO
DHT
ESSP
FGD

GoR

HT

ICT

IDI

KIl

LTLT
MCF
MINALOC
MINECOFIN
MINEDUC
NQT
NST1
OECD
PLC

REB
RNEC
RWF
SBM

SEI

SEIP

SIP

SSL

STEM
TDMCGC

ToC
TTC
TVET
UR-CE
VVOB

9 Year Basic Education

12 Year Basic Education

Competence Based Curriculum
Community of Practice

Continuous Professional Development
District Director of Education

District Education Officer

Deputy Head Teacher

Education Sector Strategic Plan

Focus Group Discussion

Government of Rwanda

Head Teacher

Information and Communication Technology
In-Depth Interview

Key Informant Interview

Leading, Teaching and Learning Together
Mastercard Foundation

Ministry of Local Government

Ministry of Finance and Economic Planning
Ministry of Education

Newly Qualified Teacher

National Strategy for Transformation
Organization for Economic Coordination and Development
Professional Learning Communities
Rwanda Education Board

Rwanda National Ethics Committee
Rwanda Francs

School Based Mentor

School Education Inspector

Sector Education Improvement Plan

School Improvement Plan

School Subject Leader

Science Technology Engineering Mathematics

Teacher Development, Management and Career Guidance and Counselling

Department

Theory of Change

Teacher Training College

Technical and Vocational Education and Training
University of Rwanda-College of Education

Flemish Association for Development Cooperation and Technical Assistance



Executive Summary

This report presents the endline findings of the outcome evaluation of the Leading, Teaching and Learning
Together (LTLT) in secondary education program. VVOB, with the support of the Mastercard Foundation
and in collaboration with the Rwanda Education Board (REB) and the University of Rwanda College of
Education (UR-CE), implemented the LTLT targeting 680 secondary schools in 14 districts in Rwanda from
2018-2021. The main objective of the program was to improve the quality of secondary education in
Rwanda by strengthening competencies of key actors through Continuous Professional Development (CPD)
support systems. Key education actors targeted included school leaders (Head Teachers and Deputy Head
Teachers), School Based Mentors (SBMs), School Subject Leaders (SSLs) in Science, Technology,
Engineering and Mathematics (STEM), Sector Education Inspectors (SEls), District Directors of Education
(DDEs) and District Education Officers (DEOs). Through targeting these actors, the program expected to
indirectly support teachers (including newly qualified and newly assigned teachers) and students in order to
provide young Rwandans with the skills and competences to succeed in the 21 century.

To establish improved CPD support systems, the LTLT program consisted of two pillars of support in line
with the program’s Theory of Change (ToC):

Pillar 1: School Leadership (LEAD): Improved school leadership by HTs and DHTs through improved
school leadership support systems.

Pillar 2: Teacher Support (TEACH): Improved teaching by teachers, including SSLs and new teachers,
through improved teacher support systems.

Objectives of the Endline Study

The endline study is a part of a larger evaluation which aimed to assess the effectiveness of the LTLT

program interventions through a longitudinal mixed methods approach. In order to assess the longer-
term effectiveness of the LTLT program, the endline study builds upon the baseline assessment (2019)
and midline assessment (2020), which allowed for conclusions to be drawn regarding the longer-term
effectiveness of the program. The evaluation specifically evidences the effect of the LTLT program on:

* CPD support systems,
+ Competences and motivation of direct beneficiaries,
* Impact at school level (focusing on the school as a learning organization)

The evaluation also responds to the following questions:
What (longer-term) effects did the program have on the CPD support system for DDEs/DEOs,
SEls, school leaders, SBMs, STEM SSLs and (new) teachers.
What (longer-term) effects did the program have on competences and on motivation of key
education actors?
What (longer-term) effects did the program and CPD support systems have on the school
environment and on the school as a learning organization?
To what extent did the program have differential effects on different sub-groups of beneficiaries
or schools (females vs. males; rural vs. urban; public vs. government-aided vs. private, etc.)
Are any non-effects or unintended/unexpected effects observed? If so, what explains these
findings?
Overall, how did the Covid-19 pandemic and the subsequent closure of schools’ influence
program implementation and effects?




A mixed methods study using surveys, in-depth interviews and focus group discussions (FGDs) was
conducted between April and October 2021 amongst those beneficiaries who participated in either the
Diploma Program in Effective School Leadership or the Certificate Program in Educational Mentorship and
Coaching and indirect beneficiaries. The survey followed up with those beneficiaries surveyed at baseline
who had completed the program and were still employed within one of the 14 program districts (School
Leaders N=176, SEls N=108, SBMs, N=133, and STEM SSLs N=134) and Newly Qualified Teachers (NQTs,
N= 172) identified by school leaders included in the endline survey. Ultimately, only 66% of those
surveyed at baseline were surveyed at endline. Additionally, interviews were conducted with a selection of
beneficiaries (DDEs/DEOs N=13, HT N=26, DHT N=13, SEls N=12, SBMs, N=14, and STEM SSLs N=14)
and indirect beneficiaries (STEM Teachers N=14. NQTs N=14) and FGDs with Parent, Student and Teacher
Representatives (N=14) and STEM Students (N=14).

LTLT Program Indicators

Percent of new teachers reporting high intrinsic motivation to conduct main teaching
71% 92%

roles
Percent of head teachers and deputy head teachers reporting high competence in
applying the five standards of school leadership
Percent of SEls reporting high confidence to coach and mentor head teachers 69% 93%
Percent of schools with a formal induction program for new teachers 60% 95%

81% 99%

Percent of SBMs that demonstrate improved competencies to coach and mentor new
55% 79%

teachers

Percent of Heads of Departments/SSLs who report high ability to coach and mentor

O, o)
new STEM teachers 66% 95%

Endline Status of CPD Support Systems

The LTLT Baseline Assessment (2019) found that those schools that reported having CPD, activities were
primarily formal timetabled meetings where staff members from departments come together to discuss a
case study. These were noted to be primarily knowledge focused and left little opportunity for personalized
or needs-based support. In other schools, CPD was not timetabled at all and occurred on an ad hoc basis or
not at all. However, at endline, interviews with school actors show that, for most schools, CPD is now on
the formal timetable and that there is time on the weekly school schedule for CPD activities. Few
respondents still report that CPD takes place on an ad hoc basis. In addition, the understanding of what
constitutes CPD has changed. Rather than formal timetabled meetings, CPD at the school level is now
primarily seen as school organized trainings for teachers in response to teacher-identified needs and
Communities of Practices (CoPs). Leaders noted that they previously based their support on what they
thought teachers needed, rather than facilitating processes for teachers to identify their own needs and that
teachers’ needs are often identified through CoPs.

Baseline findings also highlighted that school based CPD for teaching staff was limited and that there was
an inequality in provision of CPD and that some school actors, such as the head teacher and SBM had
greater access as compared to other school staff. However, at endline, despite restrictions around meetings
due to Covid-19, there was a demonstrated increase in access to CPD opportunities for both STEM SSLs and
NQTs, two groups that previously had little access in the past. While head teachers reported increased
access to various CPD opportunities, there was a reduction for both the deputy head teacher and SBM over
baseline figures.

Additionally, at baseline, inductions were not widely offered for new teachers with only 60% of school’s
leaders surveyed reporting having a formal induction program. However, interviews with school-based
actors highlight that those inductions primarily consisted of giving the teacher teaching materials and
introducing them to the staff. While interviews with school-based actors show that there is little
standardization across schools as to what constitutes a formal induction, there is a demonstrated increase in



the number of schools offering inductions for new teachers, with 95% of school leaders reporting a formal
induction program at their schools, and there is a consensus that new teachers need specialized support
during their first year and beyond and that inductions develop better teachers.

The biggest barrier to effective CPD, including induction programs, mentioned at baseline, midline and
endline was the limited time available to SBM and SSLs due to concurrent teaching responsibilities. SBMs
and STEM SSLs both continue to teach full course loads while concurrently organizing, conducting and
evaluating CPD for school staff and conducting inductions for new teachers. Only 3% of SBMs surveyed
report that they are not currently teaching a full course load. While STEM SSLs are responsible for aspects
of CPD processes within their own departments, primarily consisting of CoPs and supporting induction
processes for new STEM teachers, the bulk of the responsibility falls upon the SBM. As CoPs and trainings
are often included on the school timetable and can be facilitated by others, coaching and mentoring are
not. Therefore, the SBM needs to find the time during their already full schedule to coach and mentor both
new and existing teachers. This likely explains why SBMs exhibit a less positive attitude towards coaching
and mentoring as compared to STEM SSLs. In addition, findings from both the survey and interviews
indicate that SBMs are the least satisfied of all school actors likely due to the expectations placed upon
them.

Ultimately, it is likely that CoPs will have the most lasting impact on school level CPD due to their
sustainability. CoPs can be led by trained mentors or by the teachers themselves. Interviews with staff
highlight the importance of CoPs for developing a teaching community, sharing best practices and solving
problems encountered in the classroom. CoPs ultimately help teachers teach better.

PLCs have also created a support network for head teachers. PLCs proved to be very relevant and effective
for head teachers in the context of Covid-19 as they provided the opportunity to adopt best practices for
Covid prevention as well as support the return of students to the classroom. However, without continued
financial support for transportation, the current model of PLCs may be threatened. Despite widespread
appreciation for the model and interest in continuing participation, there is little indication that PLCs are
being included in sector performance plans and budgets. Additionally, as multiple PLC models are
currently in use in Rwanda promoted by different development partners, PLC structures and objectives will
likely change over time.

Competences of School Based Actors

As a result of participation in the Diploma Program in Effective School Leadership and the Certificate
Program in Educational Mentorship and Coaching, findings from the endline evaluation demonstrate a
change in competences and efficacy to lead and support CPD of teachers within secondary schools across
the 14 program districts. Ultimately, one of the greatest changes as demonstrated through qualitative
findings is the shift in behavior from simply fulfilling a requirement, or doing without understanding and
intention, to meaningful behavior, where actions are undertaken with both knowledge and purpose. These
changes are evidenced not only in interviews with those who were trained, but in interviews with
supervisors, teachers and other key educational stakeholders, who report more effective leadership and
support for teaching and learning.

School Leaders

School leaders, including head teachers and deputy head teachers, play an important role in creating the
conditions for effective teaching and learning. The literature shows that the quality of school leadership has
a significant impact on the quality of education (Robinson, et al., 2008). School leaders who develop,
support and evaluate the quality of teaching influence student learning outcomes and that effective
leadership is critical for student achievement, particularly in poor performing schools. However, appointed
school leaders are often former teachers and do not necessarily have the competences to become an
effective school leader. In 2019, the LTLT Baseline Assessment found that when looking at individual
standards for school leadership, school leaders gave themselves a medium to high rating on the application
of the standards, only one-third of the school leaders reported competence in all five standards
simultaneously. At Midline, findings from in-depth interviews with head and deputy head teachers,



highlighted changes in their role as a school leader as a direct result of their participation in the diploma
program and indicated significant progress towards achieving expected outcomes. This includes changes in
their understanding of their role in managing the school in the context of the five standards of school
leadership as set forth by REB, as well as changes in their perceived capacity to effectively lead.

Both quantitative and qualitative findings from the endline evaluation also support the midline findings
noting positive changes in leadership in line with all five standards, with the greatest change seen in
confidence in leadership, which increased from 64% of head teachers reporting high confidence at
baseline to 84% at endline. Changes in overall confidence were fueled by improved confidence to promote
the prevailing values of the community in the school and motivating teachers. Most school-based actors
and stakeholders interviewed noted changes in leadership style, including greater engagement in the
development of the school’s mission, vision and core values as well as strategic planning. In addition,
teachers noted changes in the accessibility and engagement of school leadership, through participation in
CPD including induction programs and CoPs. Skills acquired through participation in the Diploma Program
and changes in school leadership style has led to greater collaboration at the school level and has likely
reinforced school leader confidence in their role.

Sector Education Inspectors

While SEls are responsible for monitoring schools within their sectors, they are not employed by REB, and,
therefore, are often pulled in many (non-education) directions by their supervisors. Following their
participation in the Certificate Program, SEls report that they are better able to support schools in planning,
including developing SIPs and action plans. Through the development of plans and increased reporting
from schools, SEls find that they are better able to demonstrate their role to their superiors and focus on
education.

SEls are also now leading PLCs in their sectors. Findings from the quantitative survey highlight that SEls are
now more confident in their roles, with the biggest change in the ability of the SEI to tailor support for
different head teachers and schools and lead meetings and delegate leadership of meetings to head
teachers, which have been reinforced through their role in facilitating PLCs. In addition, improved problem-
solving capacity of school leaders developed through participation in PLCs has eased the workload of SEls
as schools are now able to resolve more problems on their own rather than seeking the support of the SEI.

School Based Mentors and STEM School Subject Leaders

The most significant shifts for both SBMs and STEM SSLs is in their confidence and perceived efficacy to
coach and mentor teachers. Reflecting the differentiation in roles within the school, SBMs exhibited the
greatest change in their confidence to lead CPD within their schools whereas STEM SSLs exhibited greater
confidence to lead induction programs for new STEM teachers.

While there was little change in those exhibiting a “positive” attitude towards mentoring and coaching for
SBMs (76% of SBMs at baseline and 74% at endline), the percentage of STEM SSLs with positive attitudes
increased from 57% at baseline to 76% at endline. The most significant change for both is in the
understanding that new teachers shouldn’t be expected to teach well from their first day on the job. This is
also reflected in positive perceptions and widespread adoption of induction programs as seen elsewhere in
this evaluation. The biggest barrier for SBMs and, to a lesser extent SSLs, remains as the limited time
available for organizing, facilitating and reporting on CPD activities, including coaching and mentoring
teachers, inductions and trainings. Ultimately, the high efficacy and confidence to perform their role as
leaders of CPD in their school is complicated by the lack of time, which is reflected in reported changes in
attitude as well as in qualitive interviews where SBMs are less positive about their ability to affect change
and their school environments as compared to STEM SSLs.

School Environment

Findings from the endline evaluation highlight significant changes in leadership within the schools. School
leaders report changes in how they engage staff, away from a top-down approach towards a distributed
leadership approach that engages relevant stakeholders in decision making processes. In addition, school



leaders better appreciate the roles that others can play in the management of the school and are more likely
to delegate authority than prior to their participation in the Diploma Course. As a result of these changes,
school leaders report that they find their job easier and are more motivated. Stakeholders also note that
changes in management style have led to better communication and understanding of the objectives and
decisions made by leadership and are, therefore, more likely to support the school in achieving these
objectives and contributing to improved learning environments. Ultimately, these changes have created a
better work environment where teachers feel that leadership is approachable and that their ideas are
respected and contribute to the success of their schools.

Additionally, quantitative findings illustrate the benefit of having multiple trained actors within the school
on confidence and efficacy as well as the school environment. Qualitative findings from both the midline
and endline also highlight the successful transfer of learning from the course to practical implementation at
the school level is dependent upon having a trained head teacher. Specifically, the midline found that
effectiveness was improved by training the head teacher prior to or concurrently with the SBM, SSL and
deputy. This ensured that educational actors had the necessary support to effectively implement what was
learned during the course.

However, due to high transfer and turnover rates amongst school leadership, gains may be short-lived as
new leaders who are not trained are brought in as replacements. Turnover may stall or reverse positive
changes seen within schools, particularly with regards to CPD systems. These changes also reduce morale
amongst staff as they may, once again, find themselves in a teaching environment where their voices are
not heard or respected by leadership.

Impact of Covid-19

Covid-19 has had a significant impact on the education sectors. Once schools resumed in-person studies,
terms were shortened in order for students to catch-up and make up for lost time in the classrooms. The
busy timetable combined with restrictions on gatherings have reduced the CPD opportunities for teachers
since March 2021. In addition, both quantitative analysis of survey participants by training cohort and
interviews indicate that Covid has limited the ability of participants to practice and reinforce skills learned
during the course and that there may be need for further refresher trainings, particularly for those in Cohorts
2 and 3. However, qualitative findings demonstrate how the skills gained through participation in the
Diploma and Certificate courses have helped schools effectively and efficiently respond to the Covid-19
pandemic. PLCs provided school leaders with the ability to share best practices in supporting both student
and teacher return to the classroom while CoPs helped teachers to ensure discipline in the classroom.

Recommendations

Findings from the endline evaluation highlight the positive impact that the CPD systems offered through or
promoted by LTLT program, such as the Diploma Course in Effective School Leadership, Certificate
Program in Educational Mentorship and Coaching, induction programs, PLCs and CoPs, has on school
based CPD support systems, the competences and motivation of key school actors and on the overall
school environment. Therefore, the evaluation recommends that the Diploma Course continue to be offered
to school leaders as a component of pre- or in-service training and that the Certificate Course continues to
be offered to all school-based staff either through in-service training or as optional course during pre-
service trainings. As SBMs are responsible for leading CPD in their schools, there is continued need to
advocate for a reduction in teaching hours to ensure SBMs have sufficient time to support teachers.
However, offering the training to more school-based staff, including the deputy head teacher, may reduce
the pressure on the SBM and can mitigate the impact of staff turnover on the continuation of CPD systems.

Findings also show that there is also need for formal guidance on the content of a formal induction program
to further support schools to ensure that new teachers receive sufficient support during their first years of
teaching. Additionally, as multiple models for PLCs currently exist in Rwanda, as promoted by different
development partners, there is a need to develop a standardized PLC model, based on best practices, for
adoption by MINEDUC and REB.



Introduction

Vision 2050 aspires to take Rwanda to high living standards by the middle of the 21* century. The
implementation instrument for the remainder of Vision 2020 and for the first four years of Vision 2050 is
the National Strategy for Transformation 2017 — 2024 (NST1). Of the three pillars of transformation of
NST1, the Social Transformation pillar entails strategic interventions for Improved Access to Quality
Education through strategic investments in all levels of education (pre-primary, basic and tertiary), and
through improved teachers' welfare and increasing the number of qualified teachers. These strategic
interventions will be geared towards laying a strong foundation for quality education for Rwandan children.
Science, Technology, Engineering and Mathematics (STEM) will be promoted at all levels of education, and
it is projected that STEM students enrolling in higher education and Technical and Vocational Education
and Training (TVET) courses will increase from 44% in 2016 to 80% by 2024 (GoR, 2017).

Rwanda has made significant progress in developing the education system over the past decade; however,
challenges still remain. According to Ministry of Education (MINEDUC) figures, the percent of qualified
teachers in secondary schools is 69.2% and many teachers in Rwanda lack the necessary content
knowledge and skills, particularly in the field of STEM, to provide quality teaching for all (MINEDUC,
2018). Research has shown that effective school leadership is also critical for improving student academic
achievement (Robinson, et al., 2008) and those teachers selected as Head Teachers do not necessarily have
the leadership training or administrative skill necessary to perform their jobs. In recognition of these
challenges, Rwanda’s Education Sector Strategic Plan 2018/19-2023/24 (ESSP) has identified continuous
professional development and management of teachers as a top strategic priority.

VVOB, with the support of Mastercard Foundation (MCF), implemented the “Leading, Teaching and
Learning Together (LTLT) Umusemburo w’lreme ry’Uburezi program” (2018-2021) in all secondary schools
in 14 districts (approximately 680 schools) in Rwanda. The program aimed to provide young Rwandans
with the skills and competences to succeed in the 21st century, including improved learning, well-being
and a reduced gender gap, by improving the teaching and learning environment in secondary schools in
Rwanda through strengthening the competences of key education actors. The program provided and
institutionalized Continuous Professional Development (CPD) support systems and trained school leaders to
facilitate coaching and mentoring of teaching staff in order to enhance teaching competences, skills and
motivation. The trainings were co-organized and certified by the College of Education of the University of
Rwanda (UR-CE) and the Rwanda Education Board (REB), key partners of VVOB. The program specifically
targeted Sector Education Inspectors (SEls), and school leaders including Head Teachers (HTs) and Deputy
Head Teachers (DHTs), School Based Mentors (SBMs) and STEM School Subject Leaders (SSLs). Participants
took part in CPD courses on effective school leadership, coaching and mentoring and engaged in
Professional Learning Communities (PLC) or Communities of Practice (CoP) at the level of the
administrative sector (for PLCs) and in schools (for CoPs).

The endline study is a part of a larger evaluation which aimed to assess the effectiveness of the LTLT
program interventions through a longitudinal mixed methods approach. In order to assess the longer-term
effectiveness of the LTLT program, the endline study builds upon the baseline assessment (2019) and
midline assessment (2020), which allowed for conclusions to be drawn regarding the longer-term
effectiveness of the program. The evaluation specifically evidences the effect of the LTLT program on (See
Evaluation Matrix in Annex 1):

*  CPD support systems,
+ Competences and motivation of direct beneficiaries,
* Impact at school level (focusing on the school as a learning organization)

The evaluation also responds to the following questions:
*  What (longer-term) effects did the program have on the CPD support system for DDEs/DEOs, SEls,
school leaders, SBMs, STEM SSLs and (new) teachers.
*  What (longer-term) effects did the program have on competences and on motivation of key
education actors?
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What (longer-term) effects did the program and CPD support systems have on the school
environment and on the school as a learning organization?

To what extent did the program have differential effects on different sub-groups of beneficiaries or
schools (females vs. males; rural vs. urban; public vs. government-aided vs. private, etc.)

Are any non-effects or unintended/unexpected effects observed? If so, what explains these findings?
Overall, how did the Covid-19 pandemic and the subsequent closure of schools’ influence program

implementation and effects?
The final evaluation also provides endline figures for six program indicators as presented in Table 1:

Table 1: VVOB LTLT Program Indicators

incicator

Improved Teaching (TRAIN)
Improved teaching 1. % of new teachers reporting high intrinsic motivation to

competencies of new teachers conduct main teaching roles

Improved leading (LEAD)

Improved competencies of HTs = 2. % of HTs and DHTs reporting high competence in applying
and DHTs to lead their school the five standards of school leadership

effectively

Improved CPD Support Systems

Improved School Leadership support / LEAD (CPD services): resulting in improved leading

Improved competencies of SEls 3. % of SEls reporting high confidence to coach and mentor HTs
Improved Teacher support/ TRAIN (CPD services): resulting in improved teaching

Reach/scope of Teacher support = 4. % of schools with a formal induction program for new teachers

Improved competencies of 5. % of SBMs that demonstrate improved competencies to coach
SBMs and mentor new teachers
Improved competencies of 6. % of Heads of Departments/SSLs who report high ability to

Head of Departments and SSLs coach and mentor new STEM teachers

11



Study Context
Background

Rwanda has made significant progress in developing the education system over the past decade, more than
doubling enrollment in secondary schools from 288,036 in 2008 to 732,104 in 2019 and increasing the
proportion of female students at the secondary level from 47.8% in 2008 to 53.3% in 2019, primarily as a
result of the 2008 policy to provide 9 years free basic education (9YBE) and subsequent policy providing
for 12 years free basic education (12YBE) in 2012. The increase in students has been accompanied by an
increase in school facilities. In 2008, there were only 689 secondary schools whereas there are now 1,783
secondary schools in the country, the majority of which are government aided (912) as compared to public
(547) and private schools (324) (MINEDUC, 2019). With the success of increased access, the current focus
is on improved quality of education. This is evidenced by the adoption of English as the language of
instruction from upper primary onwards, the implementation of the new competency-based curriculum
(CBC) (MINEDUC and REB 2015) and the integration of ICT in the classroom (MINEDUC, 2013).

Despite this progress, challenges to ensuring that the education systems can provide Rwandans with
sufficient and appropriate skills, competences, knowledge and attitudes to drive the social and economic
transformation of the country still exist as evidenced by dropout and repetition rates. In the 2018/2019
school year, 4.2% of students repeated the grade level and 8.2% of students (8.1% of girls) dropped out —
an increase from 5.8% dropout in 2017/2018. Dropout rates in both lower and upper secondary have
increased in 2018/19 compared to 2017/18, rising from 1.7% to 5.1% in upper secondary and from 7.1%
to 9.1% in lower secondary. In 2018/19 both dropout rates and repetition rates were higher for male
students (MINEDUC, 2019). A study conducted by MINEDUC and UNICEF (2007) reported higher
repetition rates in schools with lower performance metrics, such as pupil teacher ratios and teacher
absenteeism, attributed partially to poor teaching resources and practices. The study also found a
statistically significant correlation between teacher absenteeism and repetition rates and a strong link
between punishment by teachers and repetition rates, signaling that school-level factors, including teacher
professionalism contribute to student achievement. Education across Rwanda has been severely disrupted
as a result of the Covid-19 pandemic, with schools closed for significant periods in 2020 and early 2021.

A key challenge, as identified in the ESSP, is the insufficient teacher competencies in subject content,
pedagogy and English which jeopardize curriculum delivery and inclusion and negatively impact student
learning outcomes (MINEDUC, 2018). The ESSP highlights that ensuring teachers, trainers and lecturers
have the knowledge and skills to implement the CBC will be the biggest success factor in relation to
providing quality education. Currently, 76.5% of secondary school teachers meet the minimum academic
qualifications to teach' and only 59.7% of secondary school teachers have met the minimum teacher
training requirements to teach®. While the pupil to teacher ratio is 24 to 1, the proportion of students to
trained teachers is only 38 to 1 (which is higher than the 35 to 1 ESSP target for the 2017/18 school year)
(MINEDUC, 2019). The Ministry of Education’s target for trained teacher to student ratio is 30 to 1 by the
2023/24 school year. In order to achieve this target and to ensure that 98% of secondary school teachers
have the skills necessary to teach the CBC, the ESSP highlights the need for CPD, including school-based
mentoring for new teachers (MINEDUC, 2018).

For effective CPD and teaching to take place, there needs to be a conducive environment. According to a
report by OECD (2013), “A teachers’ self-efficacy is strongly correlated with their ability to engage in
reflective practices, having a shared sense of purpose and a collective focus on student learning, which, in
turn, is strongly predictive of a positive learning climate for students.” Evidence shows that teacher
development improves teaching and learning, and that effective school leadership is required for the

" MINEDUC defines teachers who have the minimum academic qualifications necessary to teach at a specific level of education as
“qualified”.

> MINEDUC defines teachers who have met the minimum organized teacher-training requirements (pre-service or in-service) to teach at a
specific level of education as “trained”. In the other words a trained teacher is a qualified teacher with a qualification in pedagogical skills.
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professional development of teachers. The same Figure 1: Map of VVOB Intervention Districts

OECD report highlights that leaders who are able to ~ VVOBINTERVENTION MAP 2017-2021
combine both distributed and instructional

leadership styles are more likely to be associated

with schools with a strong professional learning

community where teachers are able to engage in
reflective practices, collaborate, have a shared sense

of purpose and focus on student achievement. :
In response to challenges in teaching quality in -
secondary education, VVOB in partnership with
REB and UR-CE and with funding from MCF,
created the Leading, Teaching and Learning
Together in Secondary Education Program (LTLT).
The program was rolled out in 14 districts in
Rwanda targeting 680 schools between 2018 and
2021 (see Figure 2°). The program’s long-term
objective was to provide young Rwandans with the skills and competences to succeed in the 21st century.
Professional development of school leaders throughout their careers is one of the linchpins of VVOB’s
approach to school leadership and the immediate objective of the program is to strengthen the
competences of key actors in education through improved CPD support systems including HTs, DHTSs,
SBMs, STEM SSLs, SEls, DDEs and DEOs. Although teachers are not directly targeted, the program aims to
reach them indirectly through these key education actors. To this end, key actors were expected to apply
interventions for teachers (including Communities of Practice (CoPs), formal induction programs for new
teachers, coaching and mentoring, etc.) and promote a practice of lifelong learning in their schools. As of
March 2021, 2,933 school actors (580 females) had participated in one of the training courses.
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The Covid-19 pandemic and subsequent prevention measures created an opportunity for VVOB to continue
to support school leadership and learning while building future resiliency. As a supplemental program to
the LTLT program, VVOB also implements a program to provide laptops and internet connectivity to secure
an enabling online CPD environment for all key actors; develop a digital data-ecosystem for planning and
monitoring and evaluation to ensure a quick response system to emerging needs; integrate thematic support
on resilient schools in current CPD materials and build the capacity of officials on effective school
leadership and mentoring and coaching, including ensuring teachers and school leaders have the required
ICT skills to participate in online learning. The project design also supported school actors targeted by the
LTLT program to continue participation in the course despite the restrictions put in place to prevent the
transmission of Covid-19.

In line with VVOB Programs ToC (see Figure 2), the program is divided into two pillars. The first pillar,
LEAD, is designed to improve school leadership support systems while the second pillar, TEACH, improves
teacher support systems. Both pillars are further detailed below.

* Map of VVOB programming, including the LTLT program in secondary schools and the complementary Girls on MARS and Induction
System for Mentoring and Monitoring of Newly Qualified Teachers programs in primary schools.
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Figure 2: VVOB Program Theory of Change (Including LTLT Program)*

X Improved learning, well-being and a reduced r gap in maths (PE) and STEM (SE) learning outcomes Leamers
—_— (as a result of system change at school. improved leading and improved teaching)
@
2 System (schoolky)
‘ Improved teaching and learning environment in schocls
A A |
v U 4
Improved school leadership by HTs and DHTs —) Improved teaching by teachers (ncl. SSLs and new teachers) = N
School ac 9
CPD teaining CPO support in PLCs, CPD support 10 teachers NActon of ~ew teacten by HTs, DTS,
foe HTs and DHTS Coaching and mentoring by by teained SBMs and SSLs tained SBMS and SSLs with SBMs, SSLs,
Sminnd S e support of TTC tutces (merw) toachers
Improved capacity of SEls h\wv«dcwgdmtsﬁ Improved capacy of SBMs, SSLs and
to wpport school leaders DEDs to suppo school actors TIC tutors to supooet teachers Intermedaries
CPO trak for TTC tutors
CPO training for SEXs CPO trakning for DOEs and CPD W for SBMs ang M3 and SSL
L) u;u.\se PLCs, DEOs to support all m‘.i':«?:.n.m Co’\‘ - ho?“w Mac‘ tion ?
cou! menior whool actors coach and mentor programmes
Improved capacity of YWOB, REB and UR-CE -

) providers
- RED and UR-CE

Capacity development of REB and UR-CE by VWOB o Develop Inpiementdebver Monitor and evaluate bad o F

CPO trajectories - CPD trajectories - CPD trajectories L TJ WAWOE Y

<

Pillar 1: School Leadership (LEAD): Improved school leadership by Head Teachers and Deputy Head
Teachers through improved school leadership support systems.
Output 1: A CPD Diploma course on School Leadership for Head Teachers and Deputy Head
Teachers in charge of studies;
Output 2: A General CPD Certificate course on Coaching, Mentoring and PLCs for Sector
Education Inspectors and engagement of District Directors of Education;
Output 3: CPD support in PLCs of School Leaders at sector level, with coaching by trained Sector
Education Inspectors and supervision by District Directors of Education.

Pillar 2: Teacher Support (TEACH): Improved teaching by teachers, including School Subject Leaders and
new teachers, through improved teacher support systems.
Output 4: A General CPD Certificate course on Coaching, Mentoring and PLCs for School Based
Mentors;
Output 5: A STEM CPD Certificate course on Coaching, Mentoring and PLCs for STEM Heads of
Department or School Subject Leaders;
Output 6: CPD support in PLCs for teachers in schools, with coaching by School Based Mentors
and STEM School Subject Leaders, and supervision by Deputy Head Teachers.

The following is a brief overview of LTLT outputs:

CPD Training Programs
All trainings were co-organized and certified by the REB and UR-CE, key partners of VVOB.

CPD Diploma Program in Effective School Leadership: Collaboration between VVOB and UR-CE led to the
introduction of a CPD Diploma in Effective School Leadership recognized by REB with the first trainees
completing training in 2016. The course was subsequently revised in 2017 and 2018. As of 2019, the
course was offered via three different formats, with Cohort 1 offered face-to-face, Cohort 2 via a blended

*The Theory of Change is not LTLT Program specific. The ToC includes LTLT Program as well as VVOB programs supporting primary
education.
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learning format, with face-to-face class time supplemented with online discussions, activities and readings
and with Cohort 3 offered fully online due to Covid-19. The purpose of the program was to equip school
leaders with knowledge, competences and values to implement the five standards of effective school
leadership and contribute to school development that results in enhancing student achievement, including
creating strategic direction for the school, leading learning, leading teaching and training, managing the
school as an organization and involving parents and the local community in the school. In 2019, the
course was also expanded to DDEs and DEOs. In total, 7 DDEs and 9 DEOs enrolled in the Diploma
Program across 17 districts.

Table 2: Number of Participants trained in the CPD Diploma Program in Effective School Leadership through the LTLT
Program in secondary education as of March 2021

Number of Number of

Cohort Number of Head Number of Deputy District District Total
Teachers Head Teachers Directors of Education
Education Officers
Cohort 1 171 240 Not trained Not trained 411
Cohort 2 115 163 7 9 294
Cohort 3 218 254 Not trained Not trained 472
Total 504 (79 Female) 657 (160 Female) 7 (0 Female) 9 (1 Female) 1,177 (240 Female)

Certificate Program in Educational Mentorship and Coaching: This certificate program was delivered by
UR-CE with the aim of equipping SEls with skills for coaching school leaders in leading their schools
effectively based on their oversight role for quality education in their respective sectors. The certificate
program also equipped SBMs with skills to support teachers and school leaders through guiding and
organizing school based CPD primarily through CoPs, coaching and mentoring and promoting reflective
practice in their respective schools to advance the implementation of the CBC. It focused on teacher
development as an ongoing process in a teacher’s career.

Table 3: Number of Participants trained in the CPD Certificate Program in Educational Mentorship and Coaching in
secondary education as of March 2021

Number of School Number of Sector
Cohort . Total
Based Mentors Education Inspectors
227 366

Cohort 1 139

Cohort 2 168 8 176
Cohort 3 103 Not Planned 103

Total 498 (79 Female) 147 (31 Female) 645 (110 Female)

Certificate Program in Educational Mentorship and Coaching for Mathematics and STEM: The CPD
certificate built on the CPD certificate for SEls and SBMs, but with a specific focus on STEM. SSLs and
Heads of Department in STEM were introduced to a variety of aspects of pedagogical content knowledge
for STEM and STEM leadership, to mentor and coach STEM teachers. Two STEM teachers, one in
Biology/Chemistry and other in Math/Physics, in each secondary school (including 9YBE and 12YBE
schools) within the 14 project districts were intended to participate in the CPD certificate program.

Table 4: Number of Participants trained in the CPD Certificate Program in Educational Mentorship and Coaching for
Mathematics and STEM in secondary education as of March 2021

Number of Math Number of Other
Cohort STEM School Subject STEM School Subject Total
Leaders Leaders
Cohort 1 246 208 454
Cohort 2 404 404
Cohort 3 253 253
Total 1,111 (230 Female)
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Professional Learning Communities®

Recognizing that trainings are insufficient on their own and that school leaders need continuous support;
PLCs created a forum for school leaders to learn from each other through solving challenges and sharing
good practices. SEls, as a component of the Certificate Program in Educational Mentorship and Coaching
were trained in skills to initiate and sustain PLCs of school leaders. A full cycle takes one year, with one
PLC session organized per quarter. Each session is intended to be a 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.

Communities of Practice®

Similar to PLCs, CoPs are a peer learning platform at the school level where teachers can meet and learn
from each other. As a component of the Certificate Program in Educational Mentorship and Coaching,
SBMs and STEM SSLs were trained in initiating and facilitating CoPs in order to support teachers to find
solutions to challenges. The program intends that SBMs are responsible for initiating and facilitating CoPs
for all teachers and sessions should be organized by grade, while STEM SSL are intended to lead subject
specific CoPs. One CoP cycle consists of three sessions but can take as many sessions as necessary to find
effective solutions for the identified challenge.

> https://rwanda.vvob.org/download/professional-learning-community-framework
® https://rwanda.vvob.org/download/communities-practice-framework
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Evaluation Methodology
Study Design

The final evaluation is a part of an outcome evaluation which applied a longitudinal mixed methods
approach. The outcome evaluation is quasi-experimental in design and included a baseline, midline and
endline measurement in all 14 districts that are part of the LTLT in secondary education program. The
approach followed respondents and schools over time to take part in in-depth interviews (IDls), focus group
discussions (FGDs) and surveys in order to compare findings at baseline with those at project completion.
As the baseline was conducted after the start of the project, in 2019, the evaluation included schools that
had not been exposed yet to any of the trainings (so-called baseline schools) and schools where
headteachers and deputy headteachers had already started their training (or the School Leadership (SL)
schools). Given the mix of schools, the baseline evaluation was designed to study baseline and
intermediary outcomes of the CPD diploma program on school leadership. The quantitative component of
the endline also included a post-project survey with those two groups of respondents from the baseline to
assess changes in outcomes over time. However, due to staff turnover, only 66% of those surveyed at
baseline were again surveyed at endline (see Annex 2).

Upon completion of the analysis of the endline survey findings, a qualitative research component included
interviews and FGDs with educational actors from two secondary schools from the same sector within each
of the 14 project districts. The interviews were designed to further evidence survey findings and
complement previous qualitative data collection at both baseline and the midline (2020). Figure 3 provides
an overview of the study design.

Figure 3: LTLT Outcome Evaluation Design

Quantitative Research Qualitative Research
Sampling: 251 Schools in 14 Sampling: 14 schools in 14 districts (1 school
districts per district)
i Method: Survey with 93 Method: IDls, Klls
Basedlne "baseline" and 158
S;(;g "school leader" schools
Respondents: 1 per school: HT or DHT, Respondents:  IDls: School leaders, SBMs, SSLs,
SBM, SSL, NQT and SEI NQTS, SEls
FGDs: STEM Students
Sampling: 14 schools in 7 districts
Midline Method: IDls, Klls
Study Respondents:  School leaders, SBMs, SSLs,
2020 NQTs, SEls and DDE/DEOs
REB and UR-CE
Sampling: Follow-up with those Sampling: 24 schools in 14 districts (2
surveyed at baseline schools per district from same
sector)
Method: Survey Method!: IDIs, FGDs and Klls
Endline  Respondents: HT or DHT, SBM, SSL Respondents:  |D|s: 2 HT, 1 DHT, 1 SBM, 1 SSL, 1
Study and SEl surveyed at NQT, 1 STEM Teacher, 1 SEI, 1
2021 baseline. New NQT DDE/DEO per district
surveyej T—rl?l'm Sg‘:_?' of FGDs: 1 STEM Students, 1 Parent
surveye or Student Teacher Organization
Members per district
Klls: REB and UR-CE
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Sampling Procedures

Quantitative Research

At baseline, 251 schools out of the total 680 schools were included in the baseline survey.” To assess the
intermediate and long-term effects of the CPD support on school leaders, 93 “baseline” and 158 “SL” or
schools where leaders (both the head teacher and deputy head teacher) were already enrolled in Cohort 1
of the School Leadership Diploma Course at the time of the baseline data collection were included in the
survey. The 158 “SL” schools were selected based on the headteacher and deputy headteacher exposure to
the training and not any of the other beneficiary groups” exposure. Therefore, the “SL” sample also included
schools where other school actors may have been trained under Cohort 1 (such as the SBM or SSL). Of the
158 “SL” schools, 5 TTC schools were included, although not a primary program target. At the 93 baseline
schools, no staff had yet begun either the Diploma or Certificate courses. Within each school, the head
teacher or deputy head teacher, SBM, STEM SSL and a newly qualified teacher (NQT, defined as having
graduated from a TTC within 3 years of the baseline survey) were interviewed as well as the SEI for each
school. As the majority of SEls were trained during the first cohort, the SEI survey was designed as mid-line
survey.

As a longitudinal design, the endline surveyed baseline respondents. In order to maintain the longitudinal
approach, the final evaluation surveyed all those that took part in the baseline study (both the baseline and
SL group) and successfully completed the trainings in either Cohorts 1, 2 or 3 of either the Diploma
Program or Certificate Program. School actors that left the teaching profession were excluded from the
sample. In addition, school actors that moved to a school in another district were excluded as it would not
be possible to assess the contribution that multiple trained school actors would have on the school
environment nor the impact of additional support measures including PLCs.

Additionally, as STEM NQTs are only NQTs for a limited amount of time (after three years they are no
longer considered NQTs) the endline survey for NQTs did not use a longitudinal approach. Rather, each
school leader surveyed at endline was asked to identify a NQT to be included in the survey. Where
feasible, the school leader was asked to identify a STEM NQT.

After applying the sampling criteria, there was a 34% reduction in the total number of survey participants
between baseline and endline from 1099 to 723, with the most significant reductions in the STEM SSL
(46%) and SBM (43%) categories. It appeared that this was largely driven by the fact that some STEM SSLs
and SBMs that were surveyed at baseline, had not been trained in cohorts 1, 2 or 3. At baseline, not all
schools had identified staff for the different positions, and it was thus not always clear which actors would
be following the CPD programmes. Therefore, at the time of the baseline, the school may have selected a
teacher to participate in the survey who was ultimately not assigned the role of SBM or STEM SSL. Tables 5
and 6 summarize changes in sampling between baseline and endline by district and by position.

Table 5: Number of survey respondents per district at baseline and endline, with percent change

District Baseline Endline % Change  District Baseline Endline % Change
Gicumbi 116 82 -29% Nyabihu 33 22 -33%
Gisagara 69 51 -26% Nyamasheke 89 53 -40%
Kamonyi 106 87 -18% Nyanza 88 46 -48%
Karongi 95 58 -39% Nyaruguru 95 59 -38%
Kayonza 53 37 -30% Rubavu 85 46 -46%
Musanze 75 50 -33% Rusizi 29 19 -34%
Ngororero 73 52 -29% Rwamagana 93 61 -34%

7 At baseline, the expected number of schools was 247 (95 “baseline” and 152 “SL” schools), however changes during baseline data
collection resulted in an additional 4 schools included in the survey sample.
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Table 6: Number of survey respondents by position at baseline and endline, with percent change and explanation

School Leacer STEw Sl
Respondents at Baseline 256 232 249 135 227
Respondents at Endline 176 133 134 108 172

% Change in survey respondents at

. . -31% -43% -46% -20% -24%
endline compared to baseline
% Baseline respondents with no o o o o
training record on file with VWOB 14.1% 24.6% 20.5% 4.4% n/a
% B@sehne respondef)ts not yet trained 7 8% 9.1% 13.3% 37% /a
at time of endline/ failed/ dropped out
% Basel.me respondents left teaching 3.0% 17% 4.0% 3.0% /a
profession, passed away
% Baseline respondents moved away

L 0.8% 3.0% 2.8% 2.2% n/a

from district
% Other (refused participation, unable 47% 4.3% 5.6% 67% /a

to trace, etc.)

Qualitative Research

The qualitative data collection included in-depth interviews with key school leaders and teachers, FGDs
with school level project stakeholders and key informant interviews with REB and UR-CE. In each of the 14
districts, one school was selected from those included in the quantitative survey, selecting from those
schools where most, if not all of the key staff had been trained, including the Head Teacher. In addition, a
second school was selected from the same sector as the first in order to further assess evidence of shared
leadership and triangulate findings at sector level. Where feasible, the schools with female head teachers
were selected for inclusion. Trained head teachers, deputy head teachers, SBMs and STEM SSLs as well as
an NQT and STEM teacher were then identified to participate in an in-depth interview along with the
trained SEI for the sector and DDE/DEO for the district. At the second school in each sector, the trained HT
was identified to participate in an interview. The second school also served as a backup in the event that a
respondent was not available at the first school. As schools were closed at the time of the phone-based
interviews, focus group discussions were conducted with a mixed gendered group of 4 to 6 STEM students
and a mixed gendered group of 4-6 parent student teacher organization members after completion of the
phone-based interviews.

Table 7: Qualitative Research

_ Phone-Based Interviews Field Visits

@ ] o] 5 e ) .
< © =l S < ©] 2 IS o
3 T2 s 2 5 % o 8 = 8% 8
o] ] w L > Ll _g s s [J)
:CE o) (l; zZ a 2 L 5 I
District 14
Sector 14
School 1 (from Quant. Survey) 14 14 14 14 14 14 14 14 14
School 2 (selected from sector) 14
TOTAL 28 14 14 14 14 14 14 14 14 14 14
TOTAL 126 14 28

In addition to the school-based data collection, key informant interviews were conducted at the national
level with UR-CE trainers, REB officials and VVOB staff.
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Table 8: Key Informant Interviews

Dr Dan Imaniriho URCE Lecturer

Dr Alphonce Uworwabayeho UR-CE Lecturer

Dr Leon Mugenzi UR-CE Lecturer

Dr Michael Tuite UR-CE Lecturer

Claudien Nzitabakuze REB Former Head TDM Department
Emeritha Kabatesi REB Teacher Training Officer

Eugen Rukeba REB Former Head School Leadership Unit
James Ngoga REB Former Head TDM Department
Nehemien Bacumuwenda REB Officer CPMD

Study Instruments

Quantitative Research Study Instruments

Surveys for each respondent group were developed at baseline based on a document review and existing
survey scales. The survey collected quantitative information about beneficiaries’ attitudes and impressions.
Main concepts covered in the surveys can be found in Table 9 below. The questions were closed-ended,
facilitating the measurement of any differences between baseline and endline. At endline, the baseline
study tools were revised to assess exposure to the Diploma and Certificate courses at each school, assess
responses by training cohort, assess exposure to PLCs and CoPs and understand the impact of Covid-19 on
outcomes.

Table 9: Quantitative Survey Content
School Leader Survey o Self-efficacy in five standards of school leadership (based on Tschannen-Moran &
Gareis, 2004)
e  Exposure to professional development activities by head teacher, including
professional learning communities
e Delivery of induction programs for new teachers
e Exposure to professional development activities by teachers
e School environment (OECD, 2013)
e  Other colleagues trained in the Diploma or Certificate program
SBM Survey and STEM e Attitudes about coaching and mentoring
SSLs Survey e Confidence in main SBM tasks
e Exposure to professional development activities, including communities of practice
e  School environment (OECD, 2013)
e Delivery of induction program for new teachers
e  Other colleagues trained in the Diploma or Certificate program
NQT Survey e Motivation (Van den Broeck, Vansteenkiste, De Witte, Soenens & Lens, 2010)
e  Motivation (Fernet, Sencal, Guay, Marsh & Dowson, 2008)
e  Exposure to professional development activities, including communities of practice
SEI Survey e Confidence and ability in main SEI tasks
e Frequency and usefulness of professional learning communities
e Induction programs for new teachers

All questions were translated into Kinyarwanda and survey questions were uploaded into Kobo Toolbox
and piloted with a sample of head teachers, deputy head teachers, SBMs, SSLs, NQTs and SEls from schools
that were not included in the baseline survey.

Qualitative Research Study Instruments

Study tools have been developed for each respondent group and translated into Kinyarwanda. All tools
were developed inline with the Evaluation Question Matrix in Annex 1.
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Table 10: Qualitative Research Study Instrument Content
Head Teacher and Deputy Head Teacher e Participation in CPD Diploma Program in Effective School
Leadership
e Changes in school leadership and environment (5 Standards of
School Leadership)
e CPD support systems for school leaders
e CPD support systems for teachers
SBM and STEM SSLs e Participation in CPD Certificate Program in Educational
Mentorship and Coaching
e CPD support systems for teachers (CoPs, Inductions and
Mentoring and Coaching)
e CPD support systems for mentors
e Changes in school leadership and environment
NQT Interview ¢ Induction programs
e CPD support for teachers
e  School leadership and environment
STEM Teacher Interview e  CPD support systems for teachers
e Changes in school leadership and environment
SEl Interview e Participation in CPD Certificate Program in Educational
Mentorship and Coaching
e SEl engagement with schools and school leaders
e School level changes
DDE/DEOQ Interview e Participation in CPD Diploma Program in Effective School
Leadership
e Changes in leadership at district, sector and school
¢ Changes in teaching quality as a result of CPD
STEM Student FGD e Changes in STEM instruction
e Changes in the learning environment

Parent Student Teacher Organization FGD e Changes in school environment
e  Community involvement in the school
REB and UR-CE Key Informant Interviews e Relevance and sustainability of the LTLT in Secondary Education
Program

Data Collection Procedures

Quantitative Research Data Collection

For the quantitative data collection, a team of enumerators were trained in the data collection tools and
procedures. Data collection took place in May 2021 via tablets using the Kinyarwanda versions of the
surveys that were uploaded to KoBo Toolbox. Given the on-going Covid-19 pandemic and lockdowns, all
surveys were conducted by phone with enumerators administering the survey and entering data directly
into the KoBo survey form. Previous evaluations have highlighted the effectiveness of phone-based surveys
with teachers as it allows for surveys to take place at the convenience of the respondent and is thus less
likely to be interrupted by other responsibilities.

Qualitative Research Data Collection

For the qualitative interviews, a team of enumerators, who conducted both the quantitative survey and
participated in the midline evaluation, were trained in the qualitative data collection tools in September
2021. As part of this training, the qualitative researchers piloted the discussion and interview guides with
survey respondents that had not been included in the qualitative research component. All interviews were
conducted by phone, recorded and transcribed into an Excel database.

Following the phone-based interviews, a small team of enumerators were trained in the focus group

discussion guides and conducted field visits to all 14 districts in October 2021. One enumerator conducted
the discussion while the other acted as note taker. All discussions were recorded.
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Data Analysis

Quantitative Data Analysis

Quantitative data was analyzed using SPSS with descriptive statistical analysis in Excel. Findings are
presented for all continuous and categorical variables as per the baseline analysis. At baseline, the baseline
status of CPD support systems and competences of beneficiaries were only assessed for the 95 “baseline”
schools whereas intermediate effects were assessed for only the 152 “SL” schools, using the baseline
schools as a control group. However, at endline, due to the possibility of respondents changing of positions
or schools, all respondents, regardless of the school category at baseline, were included in the analysis. In
addition, as participants were assigned to one of three cohorts, with Cohort 1 having completed the course
at the time of the baseline, respondents were analyzed by cohort. Cohort differentiated data is presented
where relevant. Differences between baseline and endline responses were tested using bivariate analysis
and employing a Chi-square test for categorical variables and paired-t tests were carried out School
Leaders, SBMs, STEM SSLs and SEls while unpaired t-tests were carried out for NQTs.

Change in status between baseline and endline by respondent for the key variables (including change in
environment, competences, motivation, etc.) were assessed with analysis also exploring to what extent the
program had differential effects on sub-groups of beneficiaries such as gender and training cohort. In
addition, analysis provided updated baseline and endline measures for the five project indicators:

% of new teachers reporting high intrinsic motivation to conduct main teaching roles

% of HTs and DHTSs reporting high competence in applying the five standards of school leadership
% of SEls reporting high confidence to coach and mentor HTs

% of schools with a formal induction program for new teachers

% of Heads of Departments/SSLs who report high ability to coach and mentor new STEM teachers

Gl A~ W N —

Figures presented in the baseline report may differ than those presented in the endline as analysis was
based on those respondents that participated in both the baseline survey and the endline survey.

Findings from the midline highlight the strong mediating role of the HT in facilitating the adoption of the
school leadership standards and CPD support systems (ex: formalized coaching mentoring or induction
programs for new teachers). Therefore, for each respondent included in the survey, analysis looked at (1) if
the HT was trained and (2) the total number of staff trained in either the Diploma or Certificate Programs at
the school. The descriptive statistics for DHTs, SBMs, STEM SSLs and NQTs were then compared for
respondent groups from schools where the HT was trained as compared to respondent groups where the
HT has not yet been trained.

While the intent of the final evaluation analysis was to also identify correlates that may lead to greater
changes between baseline and endline competences and motivation, the ceiling effects (i.e. high scores)
found at both baseline and endline and the relatively small sample size excluded this as an option.

Qualitative Data Analysis

Qualitative data were analyzed using a content analysis approach (Dougherty, 2005) with major and minor
themes identified by looking at the frequency (how many participants mentioned a theme) and
extensiveness (across how many different sources the theme was mentioned). The qualitative content
analysis was conducted using a customized Excel database for qualitative analysis.

Limitations of the findings

Prior to presenting the findings, it is important to highlight that the majority of survey respondents rated
themselves very high during the baseline. This may be partly explained by the Dunning-Kruger effect,
which is a cognitive bias whereby people with limited knowledge or competence in a given subject greatly
overestimate their own knowledge or competence in that subject relative to objective criteria or to the
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performance of their peers or of people in general (Kruger and Dunning, 1999). However, many
respondents at baseline were currently attending or had already completed the course and, therefore,
findings for those in training Cohort 1 are “midline” findings rather than baseline. In addition, there is a
high chance of socially desirable answers, especially when it comes to rating the effectiveness of school
leaders and rating own competence. To partly address this issue, the endline used index scores were
categorized using Bloom’s cut-off points (Bloom, 1956), with those scoring 0-59% corresponding with a
low or poor response; 60-79% corresponding to a moderate or sufficient response; and those scoring 80%
or greater corresponding to the desired or high response.

Ethical Considerations

For this endline evaluation, approval was sought from the Rwanda National Ethics Committee. Each
respondent included in the study provided informed consent or assent prior to commencement. Consent
forms are stored separately from data to ensure no identifying information can be linked to individual
responses. No financial incentives were made available to respondents.
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Findings

Note: respondent characteristics can be found in annexes 2 and 3.
1. Changes in CPD Support Systems

1.1. Access to Formal CPD Opportunities

Due to school closures throughout much of 2020 and intermittently during 2021, in response to the Covid-
19 pandemic, there were fewer opportunities for formal CPD for school actors. Therefore, analysis of
finding around frequency of participation in CPD may not fully reflect the influence of the LTLT program.
However, analysis of baseline and endline data around ever having accessed CPD opportunities does
indicate that there has been an overall increase in access to opportunities, particularly for STEM SSLs and
NQTs. The percentage of STEM SSLs reporting participating in UR-CE trainings increased from 5% at
baseline to 25% at endline and those reporting participating in trainings offered by development partners
increased from 47% at baseline to 79% at endline. As participants refer to the Certificate Program as a UR-
CE training and VVOB training, it is possible that respondents have reported participating in the Certificate
Program in both categories. However, NQTs also report an increase in participation in both UR-CE
trainings, from 2% to 13%, and trainings offered by development partners, from 20% to 48%, signaling an
overall increase in access over baseline.

Head teachers, STEM SSLs and NQTs reporting participation in professional networks, such as PLCs and
CoPs (see Figure 5) also increased over baseline, however it reduced for deputy head teachers and SBMs.
NQTs, along with head teachers, also noted an increase in participation in field visits between baseline and
endline (see Figure 6) while all other respondent groups saw a decrease in field visit participation. Reported
self-study remained consistently high across the baseline and endline for all respondent groups.

Figure 4: Participated in professional development through Figure 5: Participated in field visit in the past 12 months
professional networks or mentoring in the past 12 months
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Similar to the aforementioned trends, when asked about participation in any CPD during the previous 12
months on Teaching Practice and Pedagogy, Content Knowledge, and Behavior and Class Management,
NQTs reported an increase in participation over baseline findings (see Figures 6-8).

SEls also report that more schools in their sector are engaging teachers in CPD activities as illustrated in
Figure 9. The majority of SEls (69%) reported that every school in their sector is engaging teachers in CPD
activities at least once per year, up from 59% at baseline. Additionally, 95% of SEls report that 75% or
more of the schools in their sector engage teachers in CPD at least once per year, up from 78% at baseline.

I was able to participate in different activities like trainings and CoPs. There is a change because now we are
receiving more trainings comparing to before. STEM Teacher, Male, Gicumbi
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Figure 9: Participation in any CPD during the previous 12 Figure 8: Participation in any CPD during the previous 12
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by SEI
100% . 7% 3%
£
80% & 93% ENDLINE n 69%
Lol
ol | BE1 N | B I
o %L e
@ BASELINE
20% - O |
o
0% z | | |
SBM STEM SSL NQT m < 50% of Schools m 51 to 75% of Schools
Baseline Endline m 76%-99% of Schools m All Schools Do This

Source: SBM, STEM SSL and NQT Quantitative Surveys Source: SEI Quantitative Survey

1.2. Professional Learning Communities for Head Teachers

Findings from both the survey and interviews with head teachers found high levels of participation in PLCs
at endline. In total, 78% of school leaders surveyed reported participating in PLCs, or 96% of head teachers
and 36% of deputy head teachers. This finding correlates to findings from interviews with head teachers
and deputy headteachers as usually only the head teacher attends the PLC. The deputy attends only if the
headteacher is unavailable. Of the head teachers reporting participation in PLCs, 84% report participating
in three or more sessions during the six months prior to the survey, with 42% reporting participating in six
or more sessions, for an average of 4.5 PLC sessions per head teacher. The baseline survey did not ask
specifically about PLCs, but about participation in CPD through professional networks and mentoring,
therefore it is not possible to compare with endline findings.

At endline, all SEls surveyed reported facilitating PLCs focused on school leadership, up from 96% at first
measure in 2019. In the past six months, 72% of SEls report facilitating between 1-5 PLCs, with 26%
reporting facilitating more than 6. Less than 2% of SEls surveyed reported not facilitating any PLCs during
the previous six months.

While there is little difference in the number of SEls reporting that they facilitated PLCs between baseline
and endline, there is a difference in the perceived usefulness of the PLCs. At baseline, 7% of SEls reported
that PLCs were extremely helpful in achieving sector education priorities, 74% reporting that they were
very useful and 19% reporting that they were moderately useful. However, at endline, 78% of SEls reported
that the PLCs are extremely useful with the remaining 22% reporting that they are very useful in achieving
sector education priorities.
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SEI, Male, Nyabihu: PLCs are relevant to my work because it makes it easy for me to achieve goals related to the
education through collaborating with the school leaders.

During interviews with SEls, the majority noted that PLCs were useful in that they allow head teachers to
learn from each other in order to solve school-level problems while few also noted that the PLCs support
head teacher leadership by promoting delegation of responsibilities at the school level.

We discuss how the school leaders may give more responsibilities to the staff that they work with . . .This
increases collaboration among the staff members and minimizes stress to the school leaders. Therefore, when we
meet again, the school leader is well prepared because he was supported by his staff members to handle their
responsibilities. SEI, Male, Gicumbi

However, SEls were less clear on the link between PLCs and CoPs with only one quarter of those
interviewed reporting a relationship between the two activities.

PLCs and CoPs are linked. This is because CoPs at schools allow the headteachers to identify the problems at
schools. After that, headteachers share them in PLCs to seek help, advice, or learn from others on how they
solved the same problems as his school. In short, PLCs cannot occur if there are no CoPs. SEI, Male, Ngororero

There is a link between PLCs and CoPs because what is discussed in PLCs on the sector level is from what is
discussed on the school levels. That means CoPs give the direction to PLCs the only difference is that PLCs are on
sector level while CoPs are on school level. SEI, Male, Nyanza

I’'m not sure but it might be there but because for us we focus a lot on PLCs | don’t remember much about CoPs.
SEI, Male, Musanze

All head teachers interviewed reported participating in PLCs with the majority noting that the benefit of
PLCs is in finding solutions to problems, sharing experiences and learning from one another. One quarter of
head teachers also reported that it helps them improve their performance as school leaders.

Yes, PLCs are very useful as we meet and share our experiences and we can learn from each other. Before we
had PLCs, every head teacher stayed with his/her own practices and never improved or was able to learn from
the best practices of others. In addition, we also share our challenges and find solutions for those issues together,
which increase the level of collaboration between head teachers. Head Teacher, Female, Karongi 2

Due to their perceived usefulness, all head teachers interviewed reported that they would continue
participating in PLCs. However, the primary suggestion for improving PLCs is to offer money for
transportation and greater supervision or monitoring of PLCs from UR-CE and district level authorities to
follow-up on how resolutions from PLCs are implemented at the school level. Head teachers also requested
that PLCs take place more frequently and/ or the time allotted for the PLC to be extended.

1.3. Communities of Practice

Analysis of participation in CoPs shows an increase in reported participation by NQTs over baseline. At
endline, the survey of NQTs found that 76% report participating in CoPs as compared to only 37% at
baseline. Of those NQTs surveyed at endline, 35% report participating in 1-2 in the previous 6 months and
37% report participating in 3-4. Only 7% of NQTs report not having participated in the previous 6 months.

While not measured at baseline, survey findings show that 97% of SBMs and STEM SSLs report that
teachers at their school participate in CoPs at endline and that 93% report that at least T CoP has taken
place during the previous 6 months (of these, 34% report that 1-2 CoPs and 41% report 3-4 CoPs have
taken place). SBMs were more likely to report more CoPs (29% reporting 5 or more) as compared to SSLs
(5% report 5 or more), likely reflecting that SBMs are responsible for school-wide CoPs while STEM SSLs
are responsible for department specific CoPs. Survey findings also found that while 65% of respondents
report that most or all of teachers at their school participate in CoPs, STEM SSLs were more likely to report
that all teachers participate (36%) as compared to SBMs (23%).
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Interviews with school-based actors also highlight that CoPs are active at their schools, with nearly all SBMs
and all STEM SSLs reporting active CoPs at their schools. While all SBMs report that CoPs were adopted at
their school because of training, half of the STEM SSLs reported that their school had similar meeting
previously, but that these were not effective and that these were improved as a direct result of their
participation in the CPD Certificate Course.

Yes, we have active STEM specific Communities of Practice (CoPs). Actually, the SBM, Director of Studies and
Head Teacher were trained before me, and I could see them performing CoPs. However, | couldn’t understand
anything, and I started to care about it after participating in the Certificate Program. STEM SSL, Male, Ngororero

Qualitative findings indicate that the frequency of CoPs varies greatly from school to school, from twice per
week to once per term. In addition, only half of respondents report that CoPs are on the formal school
timetable and half report that CoPs take place on an ad hoc basis, with respondents who report greater
frequency of CoPs (once per week) being more likely to report that CoPs are on the timetable. Survey
findings also show that less than half of respondents (41%) reported that CoPs are on the school timetable,
30% of STEM SSLs and 52% of SBMs.

CoPs are not on school timetable because the new curriculum is long and the timetable is very condensed, so
there is no free time. STEM SSL, Male, Gicumbi

Changes noted as a result of teacher participation in CoPs include improved teaching practices and lesson
planning, increased problem-solving capacity, collaboration and confidence.

Yes, CoPs have made a significant change; it improved the quality of teaching because they are in their
respective departments, with their colleagues in the same department where they teach similar subjects, they
share knowledge. They have no shame of asking. The outcome has been student improved level of performance
and new acquired knowledge to the teachers. SBM, Male, Kayonza

Yes, there is a big change because of these CoPs, teachers are now more open to talk about the challenges they
face than before. And, also through those CoPs, we share knowledge, and you will find teachers who teach the
same subject sharing some techniques to use; and these lead to the increase of the teachers” skills and
confidence which results in better student performance. SBM, Male, Rwamagana

Absolutely, there are many changes as a result of teacher participation in CoPs. For example, teacher’s
confidence has increased because teachers learned various skills including coaching skills, mentoring skills,
strategies and methodologies to be used while teaching. Besides, teachers are now able to develop effective
lesson plans to assist them while teaching. STEM SSL, Male, Gisagara

Yes, teachers” motivation, engagement, and collaboration has increased as a result of participating in CoPs. For
example, we are now friends and closer that we used to be. Through Communities of Practices, we’ve developed
an open discussion, where everybody participates. As a result, we feel free to discuss professional development
among others and we become closer. STEM SSL, Male, Nyanza:

People have different experiences according to their background. What | benefit from participating in CoPs is to
share experience and skills. For example, your colleague may be teaching before at a school that doesn’t have a
laboratory, but he improvised his experiments. So, once you are together, he may advise you what to do once
you face the same issue. Again, in this new STEM curriculum, subjects are somehow similar where you may find
a topic in chemistry like the one in physics or mathematics. As teachers have different backgrounds, you may ask
for help from your colleague. STEM Teacher, Male, Rwamagana

There is a change in quality of teaching due to peer learning through CoPs by department, we share ideas where
this approach helps everyone to gain new knowledge and be confident while teaching his/her lesson. This
teamwork helps us to excel as teachers. In addition to that, we have teachers who were trained by VVOB on
teaching the CBC and they shared with us what they learned. This is also a gain of new knowledge and increases
the quality of teaching. Teacher Representative, Female, Gisagara
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1.4. Coaching and Mentoring Figure 10: Frequency of Coaching and Mentoring of Teachers
At baseline, 91% of the 78 school leaders that as reported by School Leaders

responded to questions about coaching and
mentoring reported that teachers received coaching
and mentoring from other teachers at their school.
At endline, this figured increased to 98%. In
addition, survey finding show an increase in 30% 30%
frequency of coaching and mentoring with 84% of 24%
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that their participation in the Diploma program/ Source: School Leader Quantitative Survey

Certificate program changed how they approach

coaching and mentoring of teachers at their school. Nearly all SBMs and STEM SSLs interviewed note that
the quality of the support that they can provide to teachers has improved and, of these, half also note that
teachers recognize this improved capacity and are more likely to seek out or value this support. School
actors also note more collaborative engagements with teachers in identify needs and solving problems as
compared to before. In addition, many report that access to coaching and mentoring has increased for
teachers who many have not received support in the past, including new teachers.

This program of mentorship and coaching changed my way of working in supporting teachers so much. | am
now more confident compared to how I used to be before because now | know what to do in professionally not
in my way of thinking. And, also, other teachers believe in me than how it was before because now that I've
been trained, they think that | am fully equipped to support them. Coaching looks more professional than how it
was before. Now [ listen to them to know what they really want. We have built a strong relationship and good
communication, which makes it easier and professional. It is better because there is trust and respect and
teachers are more open and honest in communicating with me and others. SBM, Male, Rwamagana

Before participating in Certificate Program in Education Mentorship and Coaching, STEM teachers couldn't
understand the importance and benefits of mentorship. However, after participating in the Certificate Program,
teachers are motivated in attending the mentoring program because they feel it’s benefit where they get support
about improving their quality of teaching. STEM SSL, Male, Ngororero

Of course, | have seen changes in how schools provide professional development, coaching and mentoring
teachers since school subject leaders and school-based mentors participated in the Certificate Program in
Educational Mentorship and Coaching. Before there were no professionals in charge of those things, and there
wasn't one way that we know things should be done. Everyone was just doing her/his own mentorship and
coaching with no skills about how these things should be done. But after the trainings SBMs now know how
mentorship and coaching works. With the knowledge SBMs and SLL got from the trainings, they are the one who
are now providing professional development to others. District Official, Male, Nyamasheke

As few STEM SSLs also noted that the improved quality of coaching and mentoring at their school is a result
of the training of school leaders as well.

Coaching is now effective and efficient compared to the way it was done before. Our head teacher and Director
of Studies, as well as other teachers have attended the VVOB course where they gained various skills used while
coaching. STEM SSL, Female, Nyaruguru

Coaching activities has improved at our school compared to before because head teacher and Director of

Studies has been trained on coaching and effective leadership. Besides, some teachers are also equipped with
skills to help other teachers through coaching conversation. STEM SSL, Male, Nyabihu
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When asked about coaching and mentoring in their schools, STEM SSL responses highlight that their role is
one of coaching and leading CoPs for STEM teachers, while the SBM is responsible for mentoring. Nearly
half of the interviews explicitly state that the SBM is responsible for mentorship, whereas it is implied in
other interviews.

Coaching is now done effectively compared to the way it was done before. For instance, we are now trained
enough by VVOB about the effective way of coaching. It wasn't easy to coach a teacher because they felt that
coaching is an act for students, not teacher. Besides, | wasn’t equipped with enough skills for humbly
approaching teachers while coaching. Now, | can easily coach my fellow teachers. Mostly, coaching is now done
through CPD. As the same as coaching, mentoring is also done effectively compared to the way it was done
before. We now have SBM (School Based Mentor) who is in charge of mentorship activities. STEM SSL, Male,
Nyanza

1.5. Induction Programs Table 11: INDICATOR Reach and S f Teach
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increase for STEM SSLs (see Figure 11). Figure 11: SBM and STEM SSL Reported Delivering Induction
Interviews with school leadership highlight that Programs at Baseline and Endline

the majority of schools have formal induction
programs in place. However, the content and
length of the induction programs appears to vary
across schools. Some schools report giving new
teachers between 2 days to 1 week where the 61%
new teachers do not teach and are able to
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Findings also show that there is varying capacity of the school to implement the induction program based
on the situation of the school and the timing of the arrival of the new teacher. Often schools need the new
teacher to ‘hit the ground running’ due to being short staffed. In addition, some schools noted receiving a
large influx of new teachers to reduce classroom overcrowding as a result of Covid-19 prevention
measures.

The LTLT program intends to see a shift away from ‘Support Oriented” inductions towards “Standard
Oriented” inductions. There was evidence that this was taking place at the schools that report having
adopted longer induction programs (those that go beyond 2-3 months), however this was not taking place
at all schools. Schools with shorter induction programs or those reporting “informal” induction programs
were likely to report that inductions consisted of introductions to the school environment and lesson
planning support.

% In the Baseline Report, 54% of school leaders responded that their school has an induction program at baseline. However, the final analysis
only looks at those respondents who participated in both the baseline and endline. As the baseline survey data on inductions was
incomplete, the figure of 60% is based on 82 responses out of the 175 school leaders surveyed.
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Support vs. Standard Oriented Induction Programs
From the Training Manual for the Certificate in Educational Mentorship and Coaching: Professional Development of
Head Teachers and Teachers Module 1

Support Oriented Induction Programs:

Are focused on familiarizing new teachers with the work environment and addresses their immediate
problems and concerns. The induction programs are not related to the achievement of professional
standards

Standard Oriented Induction Programs:

Provides support to new teachers so they can learn how to teach and grow in their teaching profession
based on a shared understanding on effective teaching and learning. New teachers receive support in a
framework of clear and transparent expectations in terms of professional standards to achieve. This
framework concerns all teachers and observes different levels of achievement related to the teaching
experience.

Our induction program lasts for a long period of time, but it also depends to the teachers’ background, if the
teacher is new in teaching the induction program takes longer than when the teacher is familiar with teaching.
The induction can last a week before a teacher starts teaching, the second week the teacher starts teaching with
another teacher supervision, the third week, he/she starts teaching alone and at this stage the induction
continues in form of trainings and advice and feedback provided but not all days to like one year teaching with
us. The induction program includes introducing the new teacher to other school staff, and students, it involves a
time to introduce the new teacher the school, how the school operates, mission, vision, goals, and other things,
working with other teacher in lesson preparation, observing other teachers at our school teaching, and other
trainings. DHT, Female, Rwamagana

Interviews with Head Teachers highlight the challenge of schools receiving new teachers that do not have a
background in education. Some head teachers noted that there is a greater role for MINEDUC to play and
that new teachers should receive a standard induction prior to their placement and that schools should
have a guidebook for how to carryout inductions of new teachers.

This is a well-known program to help teachers, but, in reality, it is the knowledge that we have learned from
VVOB training, that it would be better to have a formal induction at the national level that would help the
schools in general, maybe they can work for us as a little booklet that includes steps and points to help us, we
can follow in helping a new teacher. Head Teacher, Male, Rubavu 1

We have no formal induction program, but I see the need for the Ministry of Education to take the time to train
new teachers as there are barriers to having less time to train teachers at schools and often not all teachers have
that knowledge, also at our school we do not have enough materials like computers or projector to help them in
technological way, sometimes there are things beyond the capacity of the school. Head Teacher, Male,
Ngororero 2

The majority of those that report that their school does not have an induction program say that they do not
have sufficient time to carry out an induction program.

We do not have an induction program; we just introduce them in the school and probably they will catch up in
CPD activities. Induction program is very useful and important, but we do not have time for it. Head Teacher,
Male, Gicumbi 1:

While guidelines on the specific content of induction programs do not exist as content is based on the
individual needs of the teacher, the survey of school leaders showed that there was an increased focus on
subject knowledge content of induction programs as compared to the baseline, likely related to the
inclusion of SSLs in induction programs, while there was little change in practices surrounding introducing
new teachers to the school and teaching practices and pedagogy, which was already high at baseline (see
Figure 12). Findings also showed a reduction in induction content on student behavior and class
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management, student evaluation and assessment practices and school management and administration.
Interviews with staff also highlighted that induction programs focus primarily on providing an introduction
to the school environment (often the responsibility of the head teacher) and support to develop a lesson
plan. While some respondents, primarily SSLs, reported providing subject specific in-class support to the
new teacher such as lesson observations, others noted that after the introduction, the new teacher would
receive support through various CPD opportunities such as CoPs.

Figure 12: Content of Induction Programs at Baseline and Endline
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The majority of NQTs interviewed reported that their induction programs consisted of an introduction to
the school, including teachers, school environment, policies and culture, lesson planning, teaching practice
and pedagogy and class management. Less than half reported that their induction included content on
student assessments while others noted that they were instructed in how to “behave as a teacher”.

As a result of participation in the Diploma and Certificate Programs there is a demonstrated increased
understanding of the benefits of induction programs for new teachers since the start of the project. At
baseline, 57% of school leaders surveyed reported that induction programs benefited a new teachers’
teaching competence and content knowledge to a high or very high extent, which increased to 86% at
endline. Similarly, 51% of school leaders at baseline reported that induction programs benefited new
teachers’” motivation and job satisfaction to a high or very high extent, which increased to 89% at endline.

I saw changes because now we do induction knowing why we are doing it; the importance it presents for our
school. Secondly, before we never took time to see the level the new teachers are on for determining their
induction program and now we first analyze the level of teaching the new teaching is at (looking at his/her
background) before designing his/her schedule of induction program. Deputy Head Teacher, Male, Nyanza

Before we didn’t do teachers induction understanding why and that it is beneficial to the school. We did it but
we took it as an additional work for us, we didn‘t take time to support new teachers as we do now. Deputy Head
Teacher, Female, Rwamagana

The majority of NQTs interviewed said that they felt that their school prioritized their professional
development citing examples of coaching and mentoring provided by the SBM. Nearly all NQTs
interviewed reported having school leaders, including the deputy head teacher, SBM or even the head
teacher observe their teaching in the classroom. However, those that reported having their classes observed
by the SBM were more likely to report greater frequency of observations as compared to others. Overall,
NQTs noted that being observed in the classroom helped them to make positive changes in their teaching
and classroom practices.

The deputy head teacher observes my lessons every two weeks and evaluates me, and | think that among the
points that are put on teachers” performance contract, these ones of lesson observation come first. The SBM also
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gave me feedback mainly about the teaching practice and where to improve, he visits me every friday because
that is the day | have a debate with my students, so he comes to see how | planned it, how I lead it and how |
support students. And about the staff from REB, because he is in the domain of education, he has a lot of
experience as well and gave me feedback on my teaching practices and class management and how to improve.
He visited me once. NQT, Male, Gisagara

For example, when someone has observed my lesson, after the class | receive feedback in my department and
they show me what | should change and what | did well, this helps other teachers in my department to learn
from my mistakes so that they won’t make them, and I use this feedback to make changes too. For now, | am
able to observe other teachers because | believe that | have enough skills to do that basing on what [ learnt from
my fellow teachers. NQT, Male, Musanze

I usually use this feedback to make changes. For example, when a mentor told me to correct something, | will do
all my best so that when he comes back, he can't find that mistake again, so this gave me courage to make
changes. NQT, Female, Ngororero

1.6. Changes in the Identification of CPD Needs, Planning and Evaluation

Interviews with school-based actors highlight that there have been significant changes in CPD support
systems at schools with trained actors. One of the most mentioned change being improved communication
about professional development needs. School leaders noted that prior to being trained, they would choose
what the teachers’ needs should be, but now this takes place in consultation with teachers and other school
staff and that there are more channels for teachers to share their needs, such as during CoPs. In addition,
school leaders report greater involvement in monitoring teachers in the classroom as well as improved
collaboration between SBMs, SSLs and deputy head teachers in order to identify the needs of teachers.

They never disclosed their shortcomings before, fearing that it would be used to dismiss them from their
positions; it was difficult to know how to help them. But now, as colleagues, school staff easily communicate
their needs, and we discover solutions to those needs if we have the capacity to meet those requirements. Head
Teacher, Male, Rwamagana 2

Now, [ easily identify professional development needs of school staff compared to before participating in the
Diploma Program because all those needs are raised by teachers in meetings such as CoPs and CPDs. So, the
way | identify professional development needs of school staff has really changed. . . teachers and other school
staff can now easily engage with us and are very open to share what they see missing for their professional
development. Deputy Head Teacher, Male, Nyanza

The majority of school leaders also report that they have a plan for CPD at their schools and more than
one-third have specific time set aside for CPD at their school. Plans are mostly developed by the SBM and
deputy head teachers and, in some schools, the SSLs are also included in the planning processes. Plans are
often posted for teachers to see or shared with teachers via WhatsApp.

Yes, at our school to develop a CPD plan, SSLs develop their activities in their departments, then SSLs and SBM
collect them and bring them to me as Deputy Head Teacher and then work together to develop a CPD plan for
the whole school. What are included are, CPD activities, materials that will be needed, and the time each activity
will be implemented. Deputy Head Teacher, Male, Musanze

We do not have CPD plan so far because we are not yet having time to sit and plan it, we just conduct it when
we see that it is necessary. The SBM and I, if we see that it is required, we plan it and inform all teachers.

Deputy Head Teacher, Female, Nyaruguru

In-line with midterm evaluation findings, the endline found that without a supportive leadership, CPD is
less likely to be prioritized.

I have tried to present a CPD plan to the school leaders, but they did nothing about it, but next time | will try to
remind them about it and see if there will be a change. SBM, Male, Karongi
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The final evaluation explored the extent to
which school actors access and engage in
CPD opportunities, both within the school
and externally. This is also referred to as the
CPD support system. As per the definition
provided in the Certificate Program for
Educational Mentorship and Coaching
training, CPD is defined as “an umbrella term
that covers all formal, non-formal and
informal professional learning experiences
over the duration of a teacher’s career. 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 adult
learning, with the purpose of enhancing the
quality of education.” CPD includes, but is
not limited to, formal trainings and
workshops, professional networks, such as
PLCs and CoPs, lesson observations, field
visits and self-study.

Despite this broad definition, most school
actors refer to CPD as a formal training event
offered through the school. CPD is therefore
seen as separate from CoPs and other support
offered through the school for the purpose of
professional development. However, this does
not reflect a lack of understanding of CPD as
an umbrella term, but rather how terminology
is used in practice.

Through CPD and Communities of Practice,
teachers gather together and ask others about
the challenges they are facing. So, | can
identify the needs of STEM teachers through
CoPs and CPD. STEM SSL, Male, Ngororero

The professional development opportunities
that I have participated in are CoPs and CPD,
where | received different trainings from our
school leaders and mentor. NQT, Male,
Musanze

The systems for monitoring CPD are relatively the same
across schools. The SBM along with the deputy and
head teacher are responsible for monitoring CPD, with
the SBM often the one responsible for preparing reports
to share with the deputy and head teacher. The reports
are used to identify needs so that school leadership can
address them. Only one SBM interviewed said that their
school does not have any CPD opportunities, and
another said that they don’t receive any support from the
school leadership and that at they feel that no one is
looking at their reports. All others interviewed felt that
they had the skills to monitor CPD activities at their
schools.

CPD activities (such as coaching activities, mentoring,
CoPs, induction) are monitored at our school, and | am
responsible for monitoring and evaluating the impact of
CPD activities. | share a written report to DHT and HT
once per week showing how all these activities worked.
School leaders will use this report to know what changes
have been made and decide on support needed. The Head
Teacher uses this information to know how teachers may
be helped based on what they asked for, because in the
report | mention support needed by teachers. SBM, Male,
Nyamasheke

The information is shared with the Head Teacher through
written reports, and we do it every time there is an activity.
Usually, we don't get any feedback from the Head
Teacher, it is as if we do not say anything. They ignore that
information, we may spend a year requesting a support on
and get nothing at all. SBM, Female, Rubavu

While district leaders receive reports on CPD, one
district official notes that there is a challenge of
consolidating the reports due to the absence of a
standardized reporting mechanism.

The monitoring of CPD is mainly done at the level of school
and sector. The district is not involved that much. But the
monitoring is not effective. | would say it is also a gap
because it is difficult to consolidate all the reports. A
structured monitoring and reporting is also needed. | would
suggest software or an application that should be put in
someone’s telephone so that the activities of CPD are
directly reported. But the Sector SEI also has a few schools,
and [ think s/he should have a file for every school CPD.
Otherwise; CPD has been the only affordable way of

induction of new teachers. District Official, Male, Kamonyi

Ultimately, the majority of school actors interviewed reported that there have been significant
improvements in the quality of CPD since participation in either the Diploma Program or Certificate
Program. One of the most mentioned changes is that teachers collaborate more and work together to solve

problems.
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2. Competences and Motivation of Key Educational Actors

Competences and motivation of School Leaders, which includes both head teachers and deputy head
teachers, SBMs and STEM SSLs were assessed quantitatively through baseline and endline surveys using the
scales as set forth during the baseline.

2.1. Competences and Motivation of School Leaders

2.1.1. Instructional Leadership

Efficacy for instructional leadership was assessed through a School Leader Competency Scales
seven questions scale (see Table 12). While baseline efficacy School leader competency scales are
for instructional leadership was already high at baseline, there based on the scales developed by

was an increase from an average of 30.8 points out of 35 (SD: Tschannen-Moran and Gareis and

3.5) at baseline to 32.9 points (SD: 1.9) at endline for an outlined in Principals’ sense of efficacy:
average increase of 2.12 points (change is statistically Assessing a promising construct (2004)
significant, two-tailed P value < 0.001). The greatest changes and the Five Standards for School

were seen in head teacher’s abilities to promote the prevailing Leadership. The scales assess three
values of the community (0.41 average increase), motivate competences: 1. Efficacy for .
teachers (0.36 average increase), create a positive environment Managemeqt; 2: Efflcacy fqr Leadership;
in the school (0.33 average increase) and raise student ?nds3hCo|n{|de(;1cer:p 42 VAL TeS
achievement on standardized tests (0.33 average increase). or >choot Leadership.

Table 12: School Leader Baseline and Endline Scores for Efficacy for Instructional Leadership

In your current role as a headteacher or deputy head teacher, tolAverage at Baseline |Average at Endline }Average
what extent can you: (Standard Deviation)|(Standard Deviation) |Change

Motivate teachers 4.5 (0.62) 4.8 (0.38) 0.36
Create a positive learning environment in your school 4.4 (0.77) 4.8 (0.43) 0.33
Raise student achievement on standardized tests 4.3 (0.75) 4.7 (0.49) 0.33
Generate enthusiasm for a shared vision of the school 4.5 (0.65) 4.8 (0.43) 0.25
Manage change in your school 4.5 (0.59) 4.8 (0.43) 0.25
Facilitate student learning in your school 4.4 (0.72) 4.6 (0.55) 0.19

Source: School Leader Quantitative Survey

Figure 13: School Leader Efficacy for Instructional Leadership

Analysis of efficacy for instructional leadership at Baseline and Endline

scores using Bloom’s cut-off points, which

combines all scores on the seven questions into 1%

an overall score on school leadership efficacy,
those school leaders exhibiting high efficacy for ENDLINE
instructional leadership increased from 87% at 2% | I I I |
baseline to 99% at endline (see Figure 13). At BASELINE
baseline, 2% exhibited low efficacy, while no i i i i I
respondent exhibited low efficacy at endline.

m Low Efficacy m Sufficient Efficacy m High Efficacy
When asked to rate their head teacher’s ability to
lead effectively, while high at both baseline and
endline, there is a difference when looking at
those NQTs whose head teachers had already been trained at baseline. Those with trained head teachers at
baseline were more likely to rate their head teacher as effective or very effective (98.6%) as compared to

those without a trained head teacher (92.6%)°. At endline, all NQTSs surveyed had a trained head teacher
with 98.3% rating their head teacher as effective or very effective.

Source: School Leader Quantitative Survey

9 A statistically significant finding, Chi Squared equals 3.91 with 1 degree of freedom and two-tailed P value <0.1
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2.1.2.  Efficacy for Management

Efficacy for school management was assessed through a scale of five questions (see Table 13). Analysis of
baseline and endline responses show that scores increased an average of 0.99 points from 26.9 points out
of 30 (SD: 2.8) at baseline to 27.9 points (SD: 1.8) at endline (change is statistically significant, two-tailed P
value < 0.001). The greatest increases were seen for those reporting ability to handle the paperwork
required of the job (0.27 average increase) and maintain control of the daily schedule (0.26 average
increase).

Table 13: School Leader Baseline and Endline Scores for Efficacy for Management

In your current role as a headteacher or deputy head teacher, to [Average at Baseline  [Average at Endline  |Average
what extent can you: (Standard Deviation) |(Standard Deviation) |Change

Handle the paperwork required of the job 4.5(0.57) 4.8 (0.42) 0.27
Maintain control of your own daily schedule 4.4 (0.62) 4.7 (0.48) 0.26
Handle the time demands of the job 4.6 (0.55) 4.8 (0.42) 0.16

Shape the operational policies and procedures that are

5(0.62) 4.6 (0.52) 0.14
necessary to manage your school
Prioritize among competing demands of the job 4.6 (0.61) 4.7 (0.46) 0.09
Cope with the stress of the job 4.3 (0.80) 4.3(0.61) 0.07
Source: School Leader Quantitative Survey
More than half (53%) of respondents showed no Figure 14: School Leader Efficacy for Management at Baseline

improvement in efficacy for management and Endline
between baseline and endline. As baseline figures
were already very high, this finding is not
surprising. There was also little difference in those NG
reporting no improvement by Cohort, however % | | | |
Cohort 3 was more likely to report a greater
increase with 8% scoring 6 or more points over 2SN 1
baseline as compared to 4% of Cohort 2 and 2% ! ! ! !

f Cohort 1.
of Cohort m Low Efficacy m Sufficient Efficacy m High Efficacy
At endline, there was an increase in those Source: School Leader Quantitative Survey
reporting high efficacy for management, up from
47% at baseline to 64% at endline (see Figure 14). There was little difference between male and female
respondents reporting high efficacy, 63% for females at endline and 65% for males.

2.1.3.  Confidence in Leadership

Confidence in leadership was measured through a six-point scale with confidence as a school leader
increasing from an average of 24.2 points out of 30 (SD: 2.9) at baseline to 26.1 points (SD: 2.6) at endline
for an average increase of 1.9 points (change is statistically significant, two-tailed P value < 0.001) (see
Table 14).

Table 14: School Leader Baseline and Endline Scores for Confidence in School Leadership

, . : Average at Baseline  [Average at Endline  [Average
H fident d feel d the foll ?
SR e D e SR D e i (Standard Deviation) |(Standard Deviation) |Change

Engaging parents and the community to improve the quality of

the school 3.9 (0.67) 4.3(0.73) 0.34
Managing school resources 4.1 (0.69) 4 (0.70) 0.32
Monitoring the quality of teaching and learning in the school 4.2 (0.71) 5(0.63) 0.28
Developing strategies for raising learning achievement 4.2 (0.66) 4 (0.63) 0.23
Developing and implementing a school improvement plan 4.1 (0.59) 3(0.70) 0.22

Source: School Leader Quantitative Survey
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The greé.ltest chapges ln.C.Onfldence occurred Figure 15: School Leader Confidence in Leadership at Baseline
around influencing decisions about the school and Endline

made at a higher administrative level (0.48 average
increase), engaging parents and community to
improve the quality of the school (0.34 average
increase). and managing school resources (0.32 SR L =

average increase). ' ' ' ' |
Using the Bloom’s cut-off points, findings show that

those reporting high confidence in their leadership m Low Confidence  m Sufficient Confidence
skills has increased to 84% at endline from 64% at = High Confidence

baseline (see Figure 15). There was little difference
in confidence between male and female head
teachers.

ENDLINE 84%

2% | | | |

Source: School Leader Quantitative Survey

Despite being trained at the time of the baseline, Cohort 1 (65% reporting high confidence) had similar
“baseline” confidence as the other three Cohorts (65% for Cohort 2 and 67% for Cohort 3). At endline,
Cohorts 1 and 2 had a greater number of head teachers reporting high confidence (85% and 87%
respectively) as compared to Cohort 3 (79%). While the reason for this difference unknown, it may be
related to Cohort 3 being fully online or the timing of the course during the Covid-19 pandemic.

2.1.4. Competence in 5 Standards of School Leadership

In order to assess school leader competence for the Five Standards of School Leadership, a composite score
was developed incorporating the Instructional Leadership, Efficacy for Management and Confidence in
Leadership scales. The composite school leadership scores by standard can be found in Annex 4.

Analysis of the overall change in competency to
implement the Five Standards of School
Leadership, or the combination of all 5 Standards,
we see that there is an increase in competency
from baseline to endline. At baseline, 81% of
respondents showed high competence, which
increased to 99% at endline. Female school

Table 15: INDICATOR Improved Competencies of Head
Teachers and Deputy Head Teachers to Lead their School
Effectively

% of HTs and DHTs reporting high competence in
applying the five standards of school leadership

leaders were less likely than males to have high il 81% 5%
baseline competency (77% as compared to 82% Female 77% 100%
for male colleagues), however both exhibited Male 82% 99%
similar endline scores of 100% and 99% Head Teachers 79% 99%
respectively. At baseline, head teachers scored Deputy Head Teachers 86% 98%
lower than deputy head teachers, with 79% of Source: School Leader Quantitative Survey

head teachers with high baseline competency as
compared to 86% for deputy head teachers, with similar endline scores of 99% and 89% respectively.

At baseline, school leaders were less likely to report high competency for Standard 1: Creating a Strategic
Direction for the School (76%) as compared to the other standards (excluding Standard 5). However, at
endline, 93% reported high competency for Standard 1. During interviews with school leaders, many noted
that they previously had Missions, Vision Statements, Core Values and had action plans in place, but that
these were made with the only purpose of filling a requirement imposed upon them by supervisors. After
participation in the Diploma course, school leaders understood how these can be developed and used to
better manage their schools, recognizing that a Mission, Vision and Core Values can help galvanize school
stakeholders towards achieving a common purpose.

We see great results of having them clearly stated. An example of changes that are taking place: before setting
goals, you may find that the teacher of ICT was also teaching another lesson, which is okay, but that teacher
would put little emphasis on the subject to the point of using hours scheduled for teaching ICT and use them to
teach that other lesson. But Now, ICT teachers cannot make this mistake because they see that we aim to



develop ICT in our mission and they put more effort into ICT in order to achieve this mission. Head Teacher,
Female, Karongi 2

The impact | have seen is that it gives the school and its members a vision, which is why [ see this school as
having the best performance and remember I told you that it is a new school in the sector. It is because we work
for our own goals and because everyone has been involved so that they help with the implementation. Head
Teacher, Male, Rubavu 1

Before the y were there as a decoration or to be on file, but now they are put into action. Head Teacher, Female,
Nyabihu 2

While school leaders showed high competency for managing their schools under Standard 2: Managing
the School as an Organization at both baseline (89%) and endline (99%), interviews highlight that the
extent to which changes have taken place at the school level are not fully reflected in these figures.
Interviews with school leaders show that while the majority of schools had plans in place, they were only
developed to fulfil an expectation form their supervisors. There was little understanding of how to develop
plans and no expectation that these plans could be used for the actual management of the school. As a
result of their participation in the Diploma Course, head teachers now understand how to develop and use
plans for management of their school. In addition, there is now an understanding of how the School
Improvement Plan and yearly action plans can support fiscal responsibility in that the action plans ensure
that spending does not deviate from what was planned. And, beyond improved budgeting, school leaders
viewed planning as more than just ensuring that the physical needs of the school are met, but also planning
for how the school can improve student achievement. As these plans are no longer developed by one
person, but in coordination with stakeholders (including staff, students and parents), there is now buy-in
towards achieving school goals. Many school leaders noted that Covid-19 has prevented meetings,
however many overcame these challenges by meeting in smaller groups (primarily the association
members), sharing information through applications such as WhatsApp, and using students to share
information with their parents.

Yes, we have SIP at our school, we used to have it before, but it was in another format. The other format didn’t
care about learning and teaching, it was about infrastructure only. We have changed the format and changed the
content from the way it used to be. Before it was the school leader who did it alone, but now other school staff,
teachers, students and parents have been involved in giving us feedback. The impact | have seen is that teaching
and learning have a good vision and because it involved different stakeholders, the implementation is much
faster. Head Teacher, Male, Ngororero 1

Before we used to prepare the SIP in order to have something to submit, so it wasn't as descriptive as it is now,
with some operations not included, but after completing the Diploma Program, we understand the importance of
having a School Improvement Plan that is well developed and does not skip or leave out important activities to
guide your actions. We observed most of the modifications in the budgeting section. It is simple to prepare and
create a budget when you have a well-mapped strategy. And you may create estimates and projections, but they
won't deviate much from reality since we stick to our budget. We didn't think it was necessary to discuss
progress before, but after finishing the Diploma program, we realized it was, and we utilized meetings to update
them for even more assistance and direction on postponed activities. Head Teacher, Male, Rwamagana 2

Before attending the diploma program in effective school leadership, we had an SIP, but that SIP only focused on
property and finances, it included things like we will make this and that money, we will cultivate here and there,
etc. But if you analyzed it, you would see that the SIP we had before didn't reflect on subjects itself, nothing
about academic goals and plans. So, that’s the change we are planning to make, insert plans related to
academics. For example, How will the mathematics be like in ST or P12 We will improve our SIP to reflect plans
about subjects and other academic matters. Head Teacher, Male, Karongi 1

With regards to finances, most school leaders reported improvements, primarily associated with either
increased delegation of financial responsibilities or more engagement in finances (reflecting more
collaboration and teamwork in school management). Nearly half also reported that financial management
responsibilities were broadened to include various stakeholders (including parents) while others noted

37



developing tender committees to ensure transparency. However, school leaders did note that school
finances were greatly affected by Covid-19. Due to school closures and the need to adhere to Covid-19
prevention measures, schools found themselves exceeding spending on some unexpected items and
reducing spending on others. Some school leaders recognized the opportunity provided by their experience
of responding to the pandemic and now understand the need to think about the future and incorporate
more long-term planning.

It [Covid-19] changed a lot of things. On top of managing the school resources and staff, we needed to care
about the health regulations to prevent Covid-19. And with Covid-19, we had to build new classrooms and
washing stations, which required money that we did not plan for. Compared to before, we now had to manage
our expenses closely. Deputy Head Teacher, Male, Karongi

The Covid-19 affected our finances, where before we had organizations and individuals sponsoring the school, as
our school is a school with many students with disabilities, some stopped supporting financially the school while
other reduced their funds because of Covid-19. This was a challenge for managing school finances as the funds
granted to the school reduced. Deputy Head Teacher Male, Nyanza

But it had a positive impact as it taught us that, as schools, we also need to have savings for the unknown future,
it instilled a culture of saving and being long-term oriented. Head Teacher, Male, Karongi 1

Another key finding from the interviews with school leaders highlights the shift towards teamwork and
delegation when it comes to management of school resources. Many head teachers reported feeling that
they themselves were the one solely responsible for management of school resources, but, because of their
training, now understood how they could delegate these functions to other staff. Interviews with deputy
head teachers also indicate that they have taken on more managerial responsibilities and highlight that
there is greater delegation of responsibilities within the school. In addition, the majority of deputy head
teachers report that they are now the ones responsible for the management of the school’s physical
resources.

There has really been a change after the training, because even though there are some in charge, for example as
a school accountant in terms of school resources but as [ told you we are now working together, a lot of the
decisions we all agree on. So that gives me the ability to manage all of that because | would have been involved
too. The impact | would say is that the school is thriving because people work well together and make decisions
together. To manage school staff is easy because everyone has a clear understanding of their responsibilities, and
they know the mission and vision of the school. So that gives me the strength and ability to manage the school
staff. Deputy Head Teacher, Male, Kayonza

Prior to enrolling in the Diploma Program in Effective School Leadership, | assumed that maintaining school
resources and finances was solely my responsibility and that of the school accountant, that school staff was also
our responsibility, and that school policies and the responsibility of the disciplinary committee. However, after
attending the program, | realized that the management of school life is the responsibility of all staff members,
including the school administration and instructors. So, now that I realize that I share duties with others, | can
manage school resources, school employees, and school rules more efficiently than before and without feeling
overburdened since | work with others, and everyone has a part to play in management. | couldn't manage
school resources, school staff, and school policies well before because | was overburdened with all of those
responsibilities, but now every staff member has a role to play, which encourages collaboration, and | am able to
manage everything effectively because | am not as overburdened as | was before. Head Teacher, Male,
Rwamagana 2

While already high at baseline, school leaders reporting high competency in Standard 3: Leading Learning
and Standard 4: Leading Teaching and Training, increased from 87% and 90% respectively at baseline to
99% and 98% at endline. Interview findings suggest that there are varying ways in which head teachers
interpret leading learning and teaching at their schools, the most mentioned being coordinating with or
working closely with teachers to improve teaching practices for student performance, supporting CPD and
ensuring that teachers have the resources that they need to perform their jobs, all mentioned by one third of
respondents. Head teachers also reported that monitoring or evaluating teachers and learning outcomes as

38



a key function. Most head teachers also mentioned that there was an increase in student motivation as a
result of their role leading learning with some noting that they have instituted either teacher or student
incentives to increase performance.

My role in leading learning is working with teachers to increase learning efficacy at our school. Since | completed
the Diploma Program in Effective School Leadership, my collaboration with teachers has improved. Every
Wednesday we meet with teachers and share experiences and where possible we visit other schools in order to
acquire experience and that has built confidence of our staff. The first noticeable change has been the improved
student results as some teachers are volunteering to take their time and help the weaker students through
teaching and coaching after lessons to improve students” intellectual capacity. Also, we have established a
program of awards as a motivation to teachers. These awards are given on a basis of initiatives taken by teachers
and timeliness in delivering their tasks. Head Teacher, Male, Nyanza 2

It has really changed, now I use different ways trying to understand what my teachers need, like visiting them in
the classroom and having meetings and sharing feedback and I notice the areas that need to improve. The
change is that | can provide things according to their needs, whereas before | just provided what | wanted to, not
what was actually needed. Head Teacher, Female, Gicumbi 2

Now, they are both more supportive compared to how they were before, and it was because of the trainings we
received. They are more aware of the role of SBM and how this can help in school performance. SBM, Male,
Nyanza

Before, the head and deputy head teacher did not understand the importance of CPD and they wouldn’t let us
mentors have time with the fellow teachers. But now. that they have been trained and they are really supportive.
SBM, Female, Kamonyi

There are a lot of changes in the school’s leadership and management. The number of meetings was increased,
the way school leaders communicate and engage with teachers has improved and the school support for
teaching has also improved. . . The way our HT engages with school staff and teachers has improved. Due to
this, teachers feel free to talk and raise their issue. While I’'m not completely sure, I attribute these changes to
being trained on leadership. STEM Teacher, Female, Nyanza

He [deputy head teacher] mobilizes and encourages teachers. Some people have different mindsets, some are
closed while others are open, so the deputy head teacher mobilizes them which facilitates the CoP activities
because when he mobilizes them, they all attend. . . when the deputy head teacher encourages them, they
understand it quickly. In addition, the deputy head teacher helps me to coach teachers as he was also trained.
SBM, Male, Gisagara

With regards to engaging with parents and community members as per Standard 5: Involving Parents and
the Local Community in the School, those school leaders that participated in Cohorts 1 and 2 were more
likely to report that they have been able to engage with parents/communities while those in Cohort 3 were
more likely to report less success due to inability to meet due to Covid-19. Survey findings also show that
while school leaders were less likely to report high competency in engaging parents and community
members at baseline (75%) compared to the other four standards, this increased to just 89% at endline.

Overall, however, most school leaders noted improvements in involvement of parents and community
members in the leading of the school, with a quarter of head teachers reporting increased information
sharing and a small number reporting increased involvement in the management of the school. The main
roles of parents and community in the school has been in securing resources or making school
improvements, such as school feeding or construction projects, and in addressing school absences (which
increased because of Covid). Findings indicate that the most significant change in engagement with parents
and the community to take place as a result of participation in the Diploma Program is that now school
leaders have a better understanding of what the role of parents and community members could be and
improved methods of engagement. However, one third of school leaders noted that some parents are still
unable to understand their role and/or believe that they don’t have a role in their child’s education.
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We work with parents and the community, and the involvement has increased, what we have done to improve,
now the parents' communities play a big role in school management, and they are the first who motivates other
parents to play their role in the school. We gave them a big space so that can play their role. And we have seen
that it is very useful and constructive. The challenge some parents don’t put much in working together with
teachers on the children's education. Head Teacher, Female, Kamonyi 1

Before we didn’t place any importance on working closely with parents and community. Now, after completing
the Diploma Program, we learned the benefits associated with engaging parents and the community. And,
before, we did not know strategies that we can use to attract parents to get involved in the school; but the
Diploma Program helped us by training us and equipping us with the required skills. Head Teacher, Female,
Karongi 2

In fact, their engagement started after the training, they are very involved because | invite them to come to the
meetings and work together to set up school improvement plans. | was able to understand their role, which
helped me to approach them and explain their role to them. Head Teacher, Male, Rubavu 1

Parent, student and teacher representatives also report greater engagement by school leaders in the
management of the school, including participation in the development of SIPs, mission and vision of the
school. As a result, members note better collaboration and a better understanding of initiatives undertaken
by the school which allows for greater community support for the development of the school.

Another change that has taken place is that mission and vision have been established. Its establishment, with a
lot of people involved, included students, teachers and parents. | think it has brought a lot of positive change to
the school because we are working towards a goal, and we all strive to implement our commitments and we
have worked harder as a team. Parent Student Teacher Organization Member, Student, Female, Karongi

However, in FGDs, approximately half of the STEM Students reported that their parents are adequately
involved in decisions made at the school. While recognizing that their schools have parent representatives,
some report that more engagement is needed.

Our parents are very involved because they even have a committee that participates in decision making like we
have a student’s committee our parents also have a committee. STEM Student, Female, Nyanza

I once asked the question at the student assembly in the morning | asked why the school doesn't invite our
parents to a school meeting because since | arrived here, parents had been only invited for a meeting once for
the past two years. And the response from the head teacher was that there is one parent here around the school
who represents the other parents and that everything that has been agreed on in a meeting he shares with our
parents. And | wondered how one parent can reach all our parents. | said | have never seen that one parent at
my home, and they told me to keep quiet. STEM Student, Male, Gisagara

2.2. Competences of Sector Education Inspectors to Coach and Mentor Head Teachers
in PLCs

Competences of SEls to coach and mentor head teachers was assessed through a scale of 10 questions on
confidence for SEl roles. Analysis of survey data shows that confidence has increased from 40.7 out of 50
(SD: 3.7) in 2019 to 45.3 (SD: 4.4) at endline, or an increase of 4.6 points (change is statistically significant,
two-tailed P value <0.001). While all questions within the confidence scale showed improvement over
baseline, the biggest changes were in SEI ability to tailor support for different head teachers and schools
and leading meetings and delegating leadership of meetings to head teachers (both with a 0.69 point
increase).

The Certificate Program in Educational Mentorship and Coaching has been very useful because | gained different
skills that | had never studied in class. We were trained about school leadership and this helps me to know how |
will support schools in my sector. . . when [ visit schools | check if they have mission and vision, I also look at

school leadership and their teaching strategies, | look at how school leaders collaborate with parents, and when |
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find that the school is not working well I know how I should support them because I have skills needed to do
that. SEI, Female, Nyamasheke

The increase in leading meetings and delegating leadership is most likely associated with SEI coordination
of PLCs for head teachers. While 96% of SEls reported facilitating PLCs at baseline, increasing to 100% at
endline, findings from interviews with SEls shows that they now understand the process for leading PLCs.
As one SEI noted when asked about the extent to which the program was useful:

Nowadays I allow the school leaders to carry out the PLC’s and my support is only to guide them; | allow them
to do it by themselves. SEI, Male, Gisagara

Additionally, guiding head teachers in strategies for teacher motivation may also be related to PLCS as
revealed in interviews with head teachers.

For instance, In PLC we discussed about how we can solve the challenge some teachers have that cause them to
be late to school. My teachers were coming late because they were living in the town, so in a PLC the other head
teachers advised me to help them to find a house nearby our school to rent and | used their idea and help my
teachers to live together closer to the school and now they come at school early. Head Teacher, Male, Musanze
2

Table 16: Sector Education Inspector Baseline and Endline Scores for Confidence in Coaching and Mentoring Head Teachers

, . : Average at Baseline |Average at Endline  |Average
To what extent d feel confident d the foll ?
(Standard Deviation) |(Standard Deviation) |Change

Guiding headteachers on approaches to teacher induction 4.0 (0.83) 4.5 (0.60) 0.54
Managing student data 3.8 (0.87) 4.3 (0.70) 0.53
Guiding headteachers in strategies for teacher motivation 4.2 (0.74) 4.7 (0.50) 0.46
Monitoring and evaluating the quality of education provision 4.0 (0.75) 4.5 (0.63) 0.46
Coaching and mentoring headteachers and deputy headteachers 4.10.71) 4.6(0.51) 0.45
(in general) B B ’
Facilitating headteachers in learning from one another 4.1 (0.75) 4.6 (0.53) 0.45
Guiding headteachers in leading schools and facilitating effective
el e Teenfing 4.2 (0.76) 4.6 (0.53) 0.44
Encouraging headteachers to assist in finding solutions for 4.10.71) 4.4(0.58) 035
problems in the sector o o ’
Source: SEI Quantitative Survey
Figure 16: SEI Confidence for Coaching and Mentoring Head Table 17: INDICATOR Improved Competencies of
Teachers at Baseline and Endline Sector Education Inspectors
ENDLINE P o3 % of SEls reporting high confidence to
| | | | coach and mentor HTs
BASELINE 31% 69% Total 69% 93%
! ' ' ' Female 79% 100%
Male 66% 90%

m Sufficient Confidence  m High Confidence

Source: School Leader Quantitative Survey

Source: SEI Quantitative Survey

SEls reporting high confidence in their ability to coach and mentor head teachers increased from 69% at
baseline to 93% at endline (see Figure 16). While Cohort 1 had already participated in the Certificate
Program at the time of the baseline study in 2019, baseline figures for bot h Cohorts 1 and 2 were similar,
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with 70% of Cohort 1 reporting high confidence and 68% of Cohort 2. However, by endline, these diverge
with 95% of Cohort 1 reporting high confidence as compared to 84% of Cohort 2. While Covid-19
negatively affected ability of SEls to support head teachers, the timing of the lockdowns would have a
greater negative effect on SEls trained during Cohort 2.

Of course, Covid and schools’ closure has prevented me from implementing those skills effectively. For example,
we were not able to put into practice what we learned as soon as we finished the courses as we were suddenly
put in lockdown. We have spent almost a year without practicing the skills like leading the meetings, handling
the challenges of the schools, and so on. We managed to gather in online meetings and provide guidance, but it
was not as much as required. The most affected skill was leadership because it was difficult to lead people online
as we were not allowed to meet face to face. SEI, Male, Gicumbi

When specifically asked to rate their ability to coach and mentor head teachers, applying Bloom'’s cut-off
SEls reporting “high ability” increased from 91% in 2019 to 99% at endline, with females showing no
improvement at 96%. Further analysis by training cohort shows that in 2019, 100% of female SEls in
Cohort 1 (who were trained at time of the survey) reported high confidence as compared to 83% of those in
Cohort 2. At endline, however, 94% of females in Cohort 1 reported that they had high ability to coach and
mentor compared to 100% in Cohort 2. There was no difference in ability for male SEls for Cohort 1 and 2
in 2019 or at endline, with both cohorts increasing from 89% in 2019 to 100% at endline.

The Certificate Program in Educational Mentorship and Coaching has been very useful, because they have given
us knowledge about how we can help schools. It is my responsibility, and it has helped me to fulfill it. Lessons we
learned, such as how to help teachers identify strengths and weaknesses, helped us figure out how to better help
schools. SEI, Male, Rubavu

It [the course] helped me to guide the head teachers to identify the challenges they are facing at their schools and
possible ways to solve them. SEI, Male, Gicumbi

The part [of the course] which stuck with me was the coaching mentoring part because | use it the most,
especially while helping head teachers to clear the gaps. . . Yes, the closure of schools affected the
implementation of skills because we spent a long period without putting into practice. SEl, Female, Rwamagana

All SEls surveyed report having delivered any one-to-one mentoring to head teachers or deputy head
teachers since taking part in the Certificate Course. Currently, the majority (72%) of SEls are mentoring six
or more school leaders, with 36% mentoring more than 10, and that sessions take place one per term
(88%). Those that report that sessions take place once a month, or more frequently, were more likely to
have fewer mentees. Of those with five or fewer mentees, 30% report mentoring sessions at least once per
month, with 17% at least once per week as compared with those reporting more than 5 mentees, where 5%
report mentoring at least once per month.

Findings from interviews with SEls indicates that the problem-solving skills gained through their
participation in the course was the most useful to their work.

SWOT analysis, which contains the problem tree. This is because | was not familiar with gathering in meetings
and discussing our problems, identifying the opportunities we have that can help us solve them, or identifying
what we are capable and incapable of solving. Thus, this the part of the course still sticks with me because |
apply it almost daily. SEI, Male, Ngororero

SEls have found it difficult to implement what they learned during the course as they have many competing
responsibilities outside of the schools. As SEls are not based under MINEDUC, they often have non-
education related responsibilities that take priority.

Yes, there is a challenge of having a limited time which prevents me from implementing what I learned

effectively. For example, as SEl, | have a lot of responsibilities as | work with different ministries like infrastructure,
development, MINECOFIN, education, etc. in these days, | am working with of ministry of infrastructure in
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construction, and you can understand that | have a limited time to apply the skills I learned in the courses. SEI,
Male, Nyabihu

We have an unclear work plan. We have many unrelated responsibilities. For example, we work with
MINECOFIN, MINEDUC, MINIFRA, and MINALOC. They all want us to perform duties effectively and efficiently
and it is not possible. Sometimes, we can't figure out what is a priority to accomplish. SEI, Male, Nyanza

One SEI interviewed reported that the skills developed through the course have helped them to increase their
focus on education by demonstrating plans and the extent to which achievement of these plans contribute
to meeting sector priorities.

The SEls are normally not based under MINEDUC, we are based under MINALOC, so when we have duties to
accomplish from MINALOC that is what we focus on. . . in previous years, it seemed like we did not have a clear
plan of what to do in education, but now we develop a clear plan which allows us to spend our time on
education and meet these priorities. And when the leaders observe how we are performing in education, they
don't assign us additional tasks, they give us time to work on educational responsibilities. SEI, Male, Ngororero

In addition, half of the SEls interviewed noted that school leaders are able to carry out more activities
independently and require less support from the SEI as a result of head teacher participation in the Diploma
Program. SEls are now able to monitor schools rather than provide intensive support.

Nowadays many activities are being done by the school leaders my involvement has reduced. They have
become more responsible and are more willing to do things on their own. SEl, Female, Rwamagana

Head teachers also noted changes in engagement with SEls since their participation in the Certificate
Program, highlighting the advisory role of the SEI.

Working together with SEl is great because we work hand in hand, and he often visits the school and gives us
advice . . . we work together as a team, and we share experiences oriented in same direction with the aim of
school development. Head Teacher, Male, Nyanza

The SEI works very closely with us, helping us often; because whenever we look for him, we find him. He helps
us set up those SIPs, missions and vision, incorporating a lot of his ideas. . . [he] is someone who helps us
tremendously because he has been trained too. All these changes came after we were trained. . .The role he
plays helps me fulfill my responsibilities and makes me feel that my work should be valued. Head Teacher, Male,
Rubavu

2.3. Competences and Motivation of School Based Mentors

Competences and motivation of SBMs were measured through three sets of questions to assess attitudes
towards coaching and mentoring, confidence in coaching and mentoring and efficacy for coaching and
mentoring.

2.3.1. Attitudes towards Coaching and Mentorship

SBM Attitudes Towards Coaching and Mentoring on average did not show any change between baseline
and endline, with average score of 29 out of 35 at baseline (SD: 2.4) to 29.4 points (SD: 2.7) for an average
increase of 0.41 points (change is not statistically significant, two-tailed P value >0.1) (see Table 18). The
biggest change in attitudes, however, was a decrease in those who report that a new teacher should be able
to teach well from the first day on the job, which decreased from 3.1 at baseline to 1.8 at endline (average
decrease of 1.3 points). There was also better awareness that the mentor should not be the one to decide on
the type of support offered to a mentee with an average decrease of 0.34 points over baseline. However,
both the statement that a school should provide learning opportunities for all and the statement that
teachers need coaching and mentoring in their first year of teaching did not change, as both were high at
baseline (4.5 and 4.6 respectively) and there was a reduction in those that feel that teachers need coaching
and mentoring after their first year of teaching (reduction of 0.32 points over baseline). This finding may
reflect the findings from interviews with school actors as, while the majority of schools have formal
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induction programs, very few schools provide support for new teachers beyond one year. Additionally, the
number of SBMs reporting that their fellow teachers contribute to the performance of their students and that
teachers and head teachers should have the same view on learning decreased between baseline and
endline.

Table 18: SBM Baseline and Endline Scores for Attitudes towards Coaching and Mentoring

To what extent do you agree with the following statements about [Average at Baseline  |Average at Endline  |Average
coaching and mentoring? (Standard Deviation)  |(Standard Deviation) |Change

The mentor should decide the kind of support provided to a

. 3.0(1.2) 2.6 (1.1) -0.34
teacher being mentored
A school should provide learning opportunities for all teachers 4.5 (0.58) 4.5 (0.54) -0.07
Teachers need coaching and mentoring in their first year of 4.6 (0.65) 4.5 (0.59) 0.08
teaching
Teachers need coaching and mentoring after their first year of 4.6 (0.65) 43(0.61) 032
teaching
My fellow teachers at the school also contribute to the 4.6 (0.53) 4.3 (0.48) -0.33
performance of my students
Me, my fellow teachers and my headteacher should have the 4.7 (0.56) 4.3 (0.56) 0.39

same view on learning and teaching
Source: SBM Quantitative Survey.

Analyzing the composite score using Bloom’s cut-off points shows that there was no change in attitude
between baseline (76% exhibiting a positive attitude) and endline (74% exhibiting a positive attitude), and
that male and female teachers had similar attitudes. However, analysis of Cohorts shows that at baseline,
Cohort 1 participant were more likely to have a more positive attitude towards coaching and mentoring
(88%) as compared to the other two cohorts (70% for Cohort 2 and 71% for Cohort 3). However, at
endline, there was an increase for Cohort 3 to 88%, whereas Cohort 1 reduced to 74%. Cohort 2 remained
lowest at 68%. This may indicate that the training has positive short-term impact on increased positive
attitudes towards coaching and mentoring.

2.3.2.  Confidence for Coaching and Mentorship

SBM Confidence for Coaching and Mentoring increased from an average of 15.4 points out of 20 (SD: 1.6)
at baseline to 16.8 points (SD: 2.1) at endline for an average increase of 1.4 points (change is statistically
significant, two-tailed P value <0.001) (see Table 19). While all questions in the scale exhibited increased
scores over baseline, the biggest change observed was in the SBM’s confidence to lead continuous
professional development of teachers (average increase of 0.43).

Table 19: SBM Baseline and Endline Scores for Confidence in Coaching and Mentoring

) ; : Average at Baseline  |Average at Endline |Average
(Stancfard Deviation) (Stancfard Deviation)
Leadling continuous professional development of teachers  38(048) 420064 043
Coaching and mentoring teachers 3.8 (0.54) 4.2 (0.63) 0.36
Delivering induction for new teachers 3.9 (0.55) 4.2 (0.59) 0.31
Dealing with resistance from colleagues to adopting new
teaching and learning approaches
Source: SBM Quantitative Survey
At baseline, slightly more than half (53%) of respondents exhibited high confidence in their ability to coach
and mentor teachers, which increased to 87% at endline (see Figure 17). This was also reflected in
interviews with SBMs who noted that they did not understand how to coach and mentor teachers prior to
their participation in the Certificate Program. Specific content of the training that SBMs mentioned as being
the most useful to them included how to coach and mentor teachers, including the use of coaching
conversations, followed by induction programs and leading CoPs.

3.8 (0.64) 4.1 (0.57) 0.29
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. . o ) Figure 17: SBM Confidence towards Coaching and Mentoring
There was little difference in high confidence at Baseline and Endline

scores for female and male teachers at baseline and
endline. However, cohort analysis shows that
Cohort 1 was least likely to be confidence at
baseline (47%), but much more likely at endline 1% | | I I

(91%) as compared to the other two cohorts. ! ! ; ;
Cohort 3 showed the least change (58% at baseline

and 79% at endline), which may reflect that Cohort m Low confidence  m Sufficient confidence

3 participated in the course online while schools ® High confidence

were closed, and thus have had less opportunity to
practice their skills once schools re-opened.

1%
ENDLINE  |5&a75 87%

Source: SBM Quantitative Survey

2.3.3.  Efficacy for Coaching and Mentorship

SBM Efficacy for Coaching and Mentoring increased from an average of 15.2 points out of 20 (SD: 3.0) at
baseline to 17.1 points (SD 1.7) at endline for an average 1.9 increase (change is statistically significant,
two-tailed P value equals 0.001) (see Table 20). The extent to which SBMs agreed with the statement that
they feel able to support teachers in dealing with the challenges that they face at school exhibited the
greatest increase, from 3.5 at baseline to 4.3 at endline, for an average 0.83-point increase. This was also
reflected in interviews with SBMs, who highlighted increased problem-solving skills.

The certificate program in educational mentorship and coaching has been very useful to me in my work. For
example, especially during CoPs and coaching conversation, | can provide advice to a person and show how he

can resolve the problem himself. SBM, Male, Karongi

Table 20: SBM Baseline and Endline Scores for Efficacy for Coaching and Mentoring

’ ’ Average at Baseline [Average at Endline |Average
?
How much do you agree with the following statements? (Standard Deviation) |(Standard Deviation) [Change

| feel able to coach and mentor teachers at my school 3.8(0.87) 2 (0.49) 0.41
| feel al?le to support teachers in identifying resources for their 3.9 (0.89) 43(052) 0.36
professional development

| feel able to support teachers to identify goals for their 4.0 (0.79) 4.3 (0.47) 0.30

professional development

Source: SBM Quantitative Survey
Figure 18: SBM Efficacy for Coaching and Mentoring at

At baseline, 54% of SBMs exhibited high efficacy, ~ Baseline and Endline

which increased to 97% at endline (see Figure

18). While endline figures for efficacy were ENDLINE “

similar for all three cohorts, Cohort 1 was more

likely to report that high efficacy (as they were | | | | |

being trained at the time of the survey) at 63% as BASELINE

compared to Cohort 2 (48%) and Cohort 3 (54%). | | [ | J

While only 15% of the SBMs surveyed were

female, those females were more likely to report

high efficacy at baseline (80%) as compared to

males (50%), however endline figures were

similar with 100% of females and 96% of males exhibiting high efficacy.

m Low efficacy  m Sufficient efficacy ~ m High efficacy

Source: SBM Quantitative Survey

2.3.4.  Competences and Motivation of SBMs

While confidence and efficacy were similar at baseline, SBMs demonstrated a greater increase in efficacy at
as compared to confidence, while attitude remained constant (see Figure 19). Interviews with SBMs
highlighted an increased capacity to support teachers through mentoring and coaching.
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I would say that the program helped a lot and Figure 19: SBMs Exhibiting Positive Attitudes, High
changed how I support teachers at a high extent. Confidence and High Efficacy between Baseline and Endline
As | said, before, | didn’t have skills about how to
support teachers and when a teacher used to ask

me a question, | used to answer him/her right 6% 74% 87% 7%
away and leave without providing enough time to = — — =
pay attention to him/her so that | can understand — 4%
his/her concern and help him/her to sort it out

appropriately. There is an improvement compared TTTUDE CONFIDENGE By
to before because for now, when a teacher has a

problem, | provide to him/her a support of Baseline = Endline

coaching conversation and we discuss about that S

problem and try to resolve it, and it is very useful source: SBM Quantitative Survey

for him/her because it helps him to make a target

to achieve the resolution of his/her problem. SBM, Male, Rusizi

In order to assess the extent to which SBMs Table 21: INDICATOR Improved Competencies of
demonstrate improved competencies to coach SBMs

and mentor new teachers, the three indices for % of SBMs who demonstrate improved
attitude, confidence and efficacy were combined competencies to coach and mentor new

to create a composite score, which was then eachers

analyzed using Bloom’s cut-off points (see Table _

21). Findings show that at baseline, 55% of SBMs

) Total 55% 79%
demonstrated improved competence, and, by o o
ndline, 79% demonstrated improved Female 70% 80%
endiine, 777 demonsirated improve Male 52% 79%

competence to coach and mentor teachers.

However, the main challenge noted by nearly all SBMs is that, in addition to supporting teachers, they are
currently responsible for teaching a full course load. Only 4 (or 3%) of the 133 SBMs surveyed at endline
report having dedicated time for their work as an SBM.

Time to implement what we learnt is really a problem. The timetable at our school is full and I also have a lot of
courses to deliver, as do all teachers, which makes it so hard to find the time to implement what I learnt. SBM,
Male, Rwamagana

2.4. Competences and Motivation of STEM School Subject Leaders

Competences and motivation of STEM SSLs used the same metrics as those for assessing the competences
and motivation of SBMs.

2.4.1. Attitudes towards Coaching and Mentorship

STEM SSL Attitudes Towards Coaching and Mentoring increased from an average of 27.8 points out of 35
(SD: 2.2) at baseline to 29.3 points (SD: 2.3) at endline for an average increase of 1.4 points (change is
statistically significant, two-tailed P value is < 0.0001) (see Table 22). Similar to findings from SBMs, the
biggest change is the understanding that teachers should not be expected to teach well from their first day
on the job (change of 1.3 points over baseline). However, findings show that there is still poor
understanding of whether or not a mentor should be the one to decide the support offered to the mentee,
which showed no change between baseline and endline. During interviews with STEM SSLs, the majority
reported that mentoring is not the responsibility of the SSL, but rather the SBM. Therefore, this absence of
engagement in mentoring by STEM SSLs may be reflected here.
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Table 22: STEM SSL Baseline and Endline Scores for Attitudes towards Coaching and Mentoring
To what extent do you agree with the following statements Average at Baseline [Average at Endline
Change

about coaching and mentoring? (Standard Deviation) |(Standard Deviation)

Teachers need coaching and mentoring after their first year of

; 4.5 (0.62) 4.7 (0.45) 0.24
teaching
Teachers need coaching and mentoring in their first year of 4.4(0.69) 4.7 (0.47) 0.14
teaching
A school should provide learning opportunities for all teachers 4.6 (0.51) 4.6 (0.55) 0.01
My fellow STEM teachers at the school also contribute to the 4.6 (0.49) 4.6 (0.50) 001
performance of my students
The mento.r should decide the kind of support provided to a 3.8(1.0) 3.8(13) 0.07
teacher being mentored
Me, my fellow teachers and my headteacher should have the 4.8 (0.44) 4.6 (0.56) 019
same view on learning and teaching
Source: SSL Quantitative Survey.
Overall, there was an increase of in those Figure 20: STEM SSL Attitudes towards Coaching and

exhibiting a positive attitude, increasing from 57%  Mentoring at Baseline and Endline
at baseline to 76% at endline (see Figure 20).
Cohort 1 was more likely to have a positive
attitude at baseline, as they would have been
participating in the Certificate Program at the time | | | | |
of the baseline survey (66%) as compared to BASELINE 43% 57%

Cohorts 2 (52%) and 3 (58%). However, at I I I I J
endline, those exhibiting positive attitudes were
highest for those in Cohort 1 and lowest in Cohort
3 (82%, 77% and 67% respectively). There was Source: SSL Quantitative Survey
little difference between females (59% baseline

and 79% endline) and males (57% baseline and

75% endline).

ENDLINE 24% 76%

m Sufficient Attitude ~ m Positive Attitude

Before participating in the Certificate Program in Education Mentorship and Coaching, | couldn’t understand the
impact or importance of engaging with STEM teachers because | felt that they are capable of supporting
themselves. However, after attending the program, I grasp and fully understand the importance of coaching and
mentoring teachers. STEM SSL, Female, Nyaruguru

2.4.2.  Confidence for Coaching and Mentorship

STEM SSL Confidence for coaching and mentoring increased from an average of 15.2 points out of 20 (SD:
2.6) at baseline to 17.3 points (SD: 2.1) at endline for an average increase of 2.0 points (change is
statistically significant, two-tailed P value < 0.0001), with more than a half point average increase across all
confidence related questions (see Table 23). The greatest increase was in providing induction programs for
new STEM teachers (0.60 point average increase) and in dealing with resistance from colleagues to
adopting new science and mathematics teaching and learning practices (0.56 point average increase).
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Table 23: STEM SSL Baseline and Endline Scores for Confidence in Coaching and Mentoring

: . _ Average at Baseline  |Average at Endline |Average
?
How confident do you feel doing the following? (Standard Deviation) |(Standard Deviation) [Change

Dealing with resistance from colleagues to adopting new science

and mathematics teaching and learning approaches 38(080) 43063) 0-36
Leading cc?ntlnuous professional development of science and 3.7 (0.81) 4.2(0.67) 0.44
mathematics teachers

Coaching and mentoring science and mathematics teachers 3.9 (0.73) 4.3 (0.67) 0.42

Source: SSL Quantitative Survey

Figure 21: STEM SSL Confidence for Coaching and Mentoring
Overall, those showing high confidence increased at Baseline and Endline
to 90% at endline as compared to 52% at baseline

(see Figure 21). This increased confidence is ENDLINE n_

reflected in interviews with STEM SSLs who
reported increased competency and confidence as BASELINE _
a result of their participation in the Certificate
Program. ] o ]
m Low Confidence m Sufficient Confidence
My confidence has improved because of many skills m High Confidence
that I learned. So, when | am training other teachers,
I am now fully confident. STEM SSL, Male, Rubavu

Source: SSL Quantitative Survey

The course attended has changed how | support STEM teachers. Before, the support | gave was not sufficient
because [ lacked the knowledge. But, after being trained it increased . . . Before mentoring and coaching wasn't
done properly, we had no guidance, and we did not know how it should be done. Now, due to the training, we
know what it is, how to do it and, as a result, we see improved quality of teaching. STEM SSL, Male, Gicumbi

At baseline, both female and male STEM SSLs had a similar proportion exhibiting high confidence (48%
and 53% respectively). However, at endline, males STEM SSLs were more likely to exhibit high confidence
(93%) as compared to their female colleagues (79%). While the proportion of female STEM SSLs surveyed
are few (22%), the majority were trained during Cohort 2 and 3 (83%) as compared to male SSLs (68%). As
Cohort 2 and 3 overlapped with the Covid-19 pandemic, the inability to practice the skills learned during
the course may explain these lower confidence rates.

Yes, after the training we faced the challenge of Covid -19 which affected the implementation because after the
training was the appropriate time to implement what we learned. But, due to Covid-19, we didn't have that time
to implement what we have learned. . . we were focused on preventing Covid-19 rather than implementing what
we learned. STEM SSL, Female, Nyamasheke

2.4.3.  Efficacy for Coaching and Mentorship

Survey findings show that STEM SSL efficacy for coaching and mentoring increased from an average of 15.2
points out of 20 at baseline (SD 3.2) to 17.3 points (SD: 2.1) at endline for an average increase of 2.1 points
(change is statistically significant, two-tailed P value is < 0.0001) (see Table 24). The largest increase is in
those STEM SSLs who feel able to support STEM teachers to deal with the challenges that they face in
school (increase of 0.81 points). This is reflected in interviews with STEM SSLs who highlight their role in
organizing STEM specific CoPs and note the role of CoPs in supporting problem solving amongst teachers.
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Table 24: STEM SSL Baseline and Endline Scores for Efficacy for Coaching and Mentoring

. . Average at Baseline
?
How much do you agree with the following statements? (Standard Deviation)

Average at Endline
(Standard Deviation)

Average
Change

| feel able to support science and mathematics teachers in

identifying resources for their professional development 3.9094) 4.4 (056) 050
.I fee! able to support science .and mathematics teachers to 3.6(0.92) 4.3(0.63) 0.47
identify goals for their professional development

| feel able to coach and mentor science and mathematics 3.9 (0.95) 4.2(0.59) 032

teachers at my school
Source: SSL Quantitative Survey

There is much change for teachers as a result of participating in CoPs. Due to peer learning, teaching skills have
improved and teachers feel confident while teaching. Sharing ideas helps to solve the problems they encounter.

STEM SSL, Male, Gicumbi

Yes, | have SSL where we meet in CoP and discuss our problems, but if you have any questions, you can even
approach him/her. For example, you may have a problem about not finishing your program. You discuss together
and they help you to find out why you are not finishing it according to the questions he/she has asked you. This
helps you to find the solution to the problem yourself. STEM Teacher, Male, Karongi

At baseline, 59% of STEM SSLs surveyed exhibited
high levels of efficacy, however, this increased to
95% at endline (see Figure 22). Overall, there was
little difference between female and male STEM
SSLs at baseline, however at endline 97% of males
reported high efficacy as compared to 90% of
females. Analysis by training cohort shows that
Cohort 3 has a lower proportion of trainees
reporting high efficacy (88%) as compared to the
other two cohorts which may reflect a lack of
opportunity to implement skills as a result of
Covid-19 prevention measures.

2.4.4.  Competences and Motivation of STEM SSLs
STEM SSL attitude, confidence and efficacy for
coaching and mentoring were relatively low at
baseline (see Figure 23), reflecting the newness of
the position for many STEM SSLs as many were
assigned the designation of SSL upon being
informed of the Certificate Program. At baseline,
only half of STEM SSLs (57%) had a positive
attitude around coaching and mentoring and,
while this did increase by 32% to 76% at endline,
it did not increase as significantly as confidence,
which increased by 74% between baseline and
endline and efficacy, which increased by 62%.

In order to assess the extent to which STEM SSLs
report high ability to coach and mentor new STEM
teachers, the following two questions were
combined: (1) | feel able to coach and mentor
science and mathematics teachers at my school and
(2) I am confident delivering induction for new

Figure 22: STEM SSL Efficacy for Coaching and Mentoring at
Baseline and Endline

29 3%
ENDLINE f
| | | | I
| | | |

m Low efficacy

95%

m Sufficient efficacy ~ m High efficacy

Source: SSL Quantitative Survey

Figure 23: STEM SSLs Exhibiting Good Attitudes, High
Confidence and High Efficacy between Baseline and Endline

95%
76% 52 L
57% 52% 59%
ATTITUDE CONFIDENCE EFFICACY
Baseline Endline

Source: SSL Quantitative Survey

Table 25: INDICATOR Improved Competencies of
STEM SSLs

% of HoDs/SSLs who report high ability to
coach and mentor new STEM teachers

Total 66% 95%
Female 76% 90%
Male 63% 96%

Source: SSL Quantitative Survey




science and mathematics teachers (see Table 25). Findings show that at baseline, two-thirds (66%) of STEM
SSLs reported high ability to coach and mentor, and, by endline, nearly all reported high ability (95%).

However, as noted previously, STEM SSLs report that they are not responsible for mentoring as this is the
function of the SBM. In addition, during interviews, STEM SSLs were more likely to focus on how the
course helped them as teachers, rather than how the course helped them to support other teachers. This is
also highlighted when asked what content of the course was most useful, STEM SSLs were more likely to
mention content that they use as teachers, including lesson planning, 5E’s and improvisation as compared
to coaching and mentoring or CoPs.

Like SBMs, SSLs also noted insufficient time for implementing skills/supporting teachers with others
mentioning a lack of resources to support their role as an SSL.

I was limited by a short time due to having a tight timetable. | tried to find a free time where | can share with my
colleagues what I learnt but the time was limited. For example, sometimes | took the occasion while we were in
teachers’ room or the last hour on the timetable, but it was very challenging because in 12YBE, that time
everyone wants to go home and you find that, a few accepted to remain with me. | raised the issue to the school
leaders, but it was not yet resolved. STEM SSL, Male, Gicumbi

There is a limited time during the school schedule. For instance, we only have 2 hours at my school for CPD
activities. So, it is pretty much challenging to cover all the skills learned in that limited time. | suggest that
teachers should meet during school break because there is a plenty of time during break. STEM SSL, Male,
Nyanza

The obstacles that hinder me from applying what | have learned is the lack of computer or laptop and internet
access. So, we can implement some skills because of lacking computer. About training other teachers, we don’t
have enough time because | have many lessons (36 hours) per week. When [ spoke to the Head Teacher about
providing some hours for coaching and mentoring other teachers, they said that they will work on it in future.
STEM SSL, Male, Rubavu

Additionally, due to Covid-19 and school closures, STEM SSLs were more likely to report that because of
not using the skills learned through the Certificate Course, they have forgotten quite a bit of the content.

Covid greatly affected the implementation of the skills that we learned from the courses. First, students forgot
everything that they studied upon returning to school, so we had to start over. This required us to go the extra
mile to be able to complete the program. So, this affected the implementation of skills that | learned during the
course because | couldn’t get the time to work on the CPD support systems such as coaching and mentoring, or
CoPs. STEM SSL, Male, Ngororero

All STEM SSLs interviewed also reported that their capacity to teach STEM has improved due to their
participation in the Certificate Program. More than half said that the course improved their ability to
improvise in the classroom, such as using different materials and methods in their teaching. Others noted
that they are using more technology and online materials in the classroom so that students better
understand the content of the lessons, particularly in the absence of equipment to perform in-person
classroom experiments. Nearly half also said that the course has helped them improve their lesson
preparation.

These changes are really attributed by many things. After attending the Certificate Program in Educational
Mentorship and Coaching, | observed that the methodologies and pedagogies that | used before were not flexible
at all. In fact, I can now spare some minutes in class talking about real life situations with students when they are
tired, to boost their mood and motivate them. STEM SSL, Male, Kamonyi

Before taking the courses of VVOB, | was not flexible in class. . . After attending the VVOB’s course, | am now
flexible, and I can view every student’s perspective and point view. Before participating the VVOB course, | have
never prepared the lesson before attending the class. However, after participating in the Certificate Program, |
can easily prepare the lesson plan and find other teaching aids. STEM SSL, Male, Rwamagana
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3. Effect of CPD Support Systems on School Environment and School as a
Learning Organization

3.1. School Environment

A series of 17 questions were asked about the school environment to both SBMs and STEM SSLs to rate the
school environment'® (see Table 26). At baseline, the average score out of 85 was 71.7 (SD 7.6) and at
endline the average score was 73.4 (SD 5.7) with an average increase of 1.7 over the baseline (change is
statistically significant, two-tailed P value <0.01). STEM SSLs were more likely to report greater change with
an average 2.1 increase in in the environment score at endline compared to 1.2 for SBMs, which
corresponds with qualitative finding as SBMs were more likely to say that there has been little change in
how school leaders engage with staff whereas STEM SSLs were generally more positive about leadership at
their schools, even those from the same schools.

Table 26: SBM and SSL Baseline and Endline Scores on the School Environment

Average at | Average at Average Change

: : Baseline Endline Schools w/
?
How much do you agree with the following statements? (Standard (Standard trained
Deviation) Deviation) DHT & HT
School activities proceed as planned in my school 3.6(1.1) 4.2 (0.52) 0.64 0.69
! often receive ad\{lce/consultatlon from my colleagues to 4.1 (0.87) 4.5(0.52) 0.38 0.51
improve my teaching
Objectives and plans are achieved successfully in my school 3.8(0.93) 4.2 (0.53) 0.37 0.41
SBMs/ SSLs in my school helps me improve my lessons 3.9(1.1) 4.3 (0.69) 0.36 0.46
I oﬂen gl advice/consultation to my colleagues to improve 43(0.77) 4.5 (0.05) 0.22 0.27
their teaching
| use the feedback/ adylce given by my colleagues to improve 4.2(0.88) 4.4.(0.50) 017 0.25
my teaching and learning process
The V|5|o.n/ mission of my school is shared with school 3.9 (1.1) 4.1(0.70) 016 0.26
community members
My opinions often contribute to the process of making decisions 40(1.0) 4.2 (0.64) 016 0.29
in my school
ObJeFtlves and plans are developed based on evidence and 4.1(0.92) 4.2(0.54) 015 017
data in my school
| am willing to share my good lesson practice with my 4.5(0.78) 4.5 (0.50) 0.08 0.08
colleagues
My headfceacher is supportive in improving teaching and 4.3(0.85) 4.4(057) 0.07 013
learning in my school
Results from national examinations are analyzed by all teachers 4.4(0.95) 4.4(0.76) 0.05 012
together
The vision/ mission of my school is clearly stated 4.3 (0.83) 4.3 (0.58) 0.04 0.10
The sch90| leaders encourage us to give some comments/ ideas 4.3(0.94) 4.3(0.65) 0.01 0.02
to contribute to school improvement
There is a cooperative system among the different subjects in 4.2 (0.89) 4.2(053) 0.07 0.07
my school
There are clear aims or objectives in my school 4.4 (0.63) 4.3 (0.62) -0.12 -0.08
| make effort to achieve the vision/ mission of my school 4.6 (0.78) 4.5 (0.61) -0.14 -0.10

Source: SBM Quantitative Survey, STEM SSL Quantitative Survey

While those with composite school environment scores greater than 90% exhibited minimal change
between baseline and endline (increasing from 27% to 32%) (see Figure 24), there was a significant

1% Cronbach’s alpha for environment scale of 17 questions is 0.866
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increase'' in those reporting a score greater than 80%, which increased from 71% of respondents at
baseline to 93% at endline.

Figure 24: Environment Score for SBMs and STEM SSLs at Baseline and Endline

>, ENDLNE DY, 5% | 59% 35%
w
G 7 BASELINE 44%
| | | | | | | | |
s ENDUNE [AFA | | | 63% | | | 5%
[an)]
”  BASELINE [P
| | | | | | | | |
_, ENDLINE 3 | | | | | 32% |
—
< easeune TP 4% 2%
1 1 1 1 1 1 1

m<70% m70-80% m80-90% m90-100%%

Source: SBM Quantitative Survey, STEM SSL Quantitative Survey
Figure 25: Environment Score Change for SBMs and STEM

Further analysis of environment scores indicates S5Ls Based on Colleague Mentor Training Status

that the presence of a trained deputy head teacher

is significantly associated with an improved = SBM NOT TRAINED Gk
school environment score, with 30% of those &Y SBM TRAINED  [IEZE
without a trained deputy head teacher scoring the - STEM SSLNOT TRAINED 8%
school environment at 90% or greater, whereas @ b
33% of those with a trained deputy scored their STEM S5 TRAINED 3"
school environment at 90% or greater'?. |2_(' MENTOR NOT TRAINED

2 MENTOR TRAINED

The majority of SBMs and STEM SSLs (56%) rated
their school environment higher at endline as
compared to baseline while 40% rated their
school lower at endline as compared to the Source: SBM Quantitative Survey, STEM SSL Quantitative Survey
baseline. While not statistically significant, those
who report that either their fellow SBM or STEM
SSL were trained, were more likely to increase the
school environment rating between baseline and

m Decreased m Remained Constant  m Increased

Figure 26:Environment Score Change by Number of Trained
Staff at School at Endline

3 - 4 STAFF TRAINED

eqdllne (see Figure 25). Similarly, those §choo|s (NCLUDING SELF) 58%

with more trained staff were also more likely to | | |
increase their rating of the school environment 1-2 STAFF TRAINED p—
between baseline and endline (see Figure 26). (INCLUDING SELF) | ‘

Interviews with teaching staff find that the
majority believe that their “school is a place
where teachers take I‘iSkS, seek out and try new Source: SBM Quantitative Survey, STEM SSL Quantitative Survey
ideas and strategies, and discuss their work

openly; a school where teachers positively thrive on collaborating with and learning from each other”. One
quarter of NQTs specifically mention the role that CoPs or CPD plays in creating this environment.

m Decreased m Remained Constant  m Increased

Yes, because usually courses at our school starts 8:00 A.M., but one day we came up with a new idea of helping
those students who were about to take their national exams and as teachers we agreed that from 7:00 to 8:00
A.M. we will be helping those specific students. This tells you that here teachers take risks to try new ideas and
strategies. And again, we do work openly, we collaborate, we learn from each other from those CoPs. So, this
statement is true. NQT, Male, Rubavu

" Chi Squared equals 43.18 with 1 degree of freedom, two-tailed P value < 0.0001
12 Chi Squared equals 189.184 with 1 degree of freedom, two-tailed P value < 0.0001
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Yes, this statement is a reality to our school because we do share ideas as teachers and together, we became
more creative. When there is a new idea, we support each other so that we can implement it. And these bring us
together for more and more collaboration and for learning from each other. Actually, CoPs are the living
evidence of this statement. NQT, Male, Nyanza

Half of NQTs interviewed also feel that their school prioritizes their professional development, while others
note that lack of time during the school schedule, compounded by the added Covid-19 measures
contribute to their perception that the school does not fully prioritize their professional development needs:

I may say that the school prioritizes my professional development needs at a moderate extent and this mainly
due to lack of time as | mentioned. . . Apart from induction, there is no other professional development
opportunity | attended. No, | didn’t have an opportunity to attend any training because I arrived there when the
needed a lot a new teacher. NQT, Female, Rusizi

3.1.1.  Shared leadership

Nearly all school leaders interviewed reported a change in leadership style as a direct result of their
participation in the Diploma Program. The biggest change noted is that they now engage more with other
teachers and staff at their school than previously. Many head teachers realized that they needed to trust
their staff more and that it is not necessary for them to be responsible for all decisions or carry out all
management activities on their own. The training also helped them to fully understand the responsibilities
of their staff. As a result of this shift in perspective, many noted that their jobs have become easier, and that
staff are more engaged and responsive because of these changes. Most also reported an increase in
confidence and satisfaction in their work as a result.

In learning there is power delegation, whoever can do something, he/she takes that responsibility and performs
it, if  am around or not. | feel safe because everyone at school can fulfill school responsibility on my behalf and
then | monitor what has been done. Sharing leadership has reduced my tasks and being overloaded and has
increased the communication between all of us within the school. Head Teacher, Female, Musanze 1

Yes, | experienced changes in job satisfaction. Before | took all the responsibilities that are supposed to be shared
and performed with the involvement of stakeholders as my responsibilities and the work was a lot, | was
overloaded by work. But, when [ started working with others, my work became easy to perform which increased
my job satisfaction. Head Teacher, Male, Nyanza 1

Before | was overloaded by my job as a school leader because | didn’t know how to prioritize, or even share
responsibilities with others. But now, | don’t do everything at the same time, | do prioritize, and delegate when
necessary and | am not still overloaded which made me more satisfied in my job as a head teacher. Head
Teacher, Male, Karongi 1

Deputy head teachers also reported similar changes in their leadership approaches, with a few noting that
these changes have made their work easier. In addition, while noting increased confidence and satisfaction
with their work as a result of these changes, they were also more likely to mention that they were either
actively looking or would leave their position for a better paying position, whereas this was not brought up
in any of the head teacher interviews.

Because now we cannot do anything without consulting the committee and getting from different views. We put
our ideas together and make a decision, not like before where we used to make decisions from our views.
Deputy Head Teacher, Male, Nyamasheke

| started working more closely with teachers, we are planning everything together, and this is increasing the way
we communicate and help each other at school. . . When [ started working closely with teachers and delegating
responsibilities my workload reduced and it is even easy to achieve the set goals as more teachers feel more
involved. Deputy Head Teacher, Male, Nyanza

When working with others, I am more informed about the school. For example, | can assist the Head Teacher
and accountant today, easy their work burden and even inform myself regarding school finances and even
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contribute to the well management of the school. Moreover, my work became easier because now | know the
methodology to use and | am aware of my responsibilities . . . Prior to attending the Diploma Program, | was
taking on all obligations and performing them alone when it was intended to be shared and executed with the
engagement of stakeholders, my work felt very boring and demanding, but once | started working with others,
my work became easier to complete, which boosted my job satisfaction. Deputy Head Teacher, Female,
Rwamagana:

And this has increased my confidence, because now | apply for different job vacancies because of the skills
learned. Deputy Head Teacher, Male, Kamonyi

Rather than commenting on changes in leadership style when engaging with teachers, deputy head
teachers interviewed reported on their change in leadership over students, focusing on supporting students
with disabilities and promoting gender inclusiveness.

Before I never cared about inclusiveness and gender promotion. . . | am encouraging girls to take leadership
positions. Deputy Head Teacher, Male, Kamonyi

Changes in school leadership were also noted by the SEls who acknowledged improvements in
collaboration amongst school leaders and staff. Some report that this change has reduced the level of
engagement required by the SEI at the school.

Yes, there is a big change because the school leaders and staff are no longer working in competition or directing
what they must do like before. Today, they do an open discussion, they collaborate, and they learn from each
other, they no longer feel fearful to express their weakness among each other. This helps them to have clear
meetings and discuss the needs and opportunities in CPD. SEI, Male, Ngororero

Three years ago, | had an understanding that the school will operate effectively while | fully supervised. But this
has changed now. This is because there are many departments at school that can support operations even if the
school leader is not around. Therefore, my understanding was changed, even if | don't provide full supervision,
the schools can operate and achieve more because it is now taken as an organization, they improved in
collaboration and togetherness. SEI, Male, Nyabihu

More than half of school leaders reported increased engagement with their SEls. This primarily takes place
through PLCs, however some noted that this is happening during school visits as well. However, only one
third of deputy head teachers noted changes in their engagement with SEls and that the changes are
primarily in how they view the role of and/or engage with the SEI themselves. They did not report changes
in the actual quality or quantity of support provided by the SEI, with two noting that there was already
strong collaboration previously.

Because we have learned those lessons with the SEl, they have changed the way they interact and work together,
because we got to know how we can work together to improve the education standards and solve the problems
we face. Deputy Head Teacher, Male, Rusizi

It changed a little bit because before we were linked/ connected by reporting only, and we saw inspections
negatively as controls, but now we see inspections in form of school visits as the way to know what we are doing
great, and where we are failing. And then we benefit the support in form of advice on how to improve in the
areas that our school is failing. Deputy Head Teacher, Female, Rwamagana

Yes, it changed on time mainly after we attended the diploma program, we started updating him more often
about the development of the school, our needs, and consulting him before talking and reporting to the district

and in case of challenges while before we were only reporting to the SEl. Deputy Head Teacher, Male, Karongi

Participating in the training changed the way we communicate with SEI because we all understood that we
should work together and be involved in school plans. Deputy Head Teacher, Male, Kayonza
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In-line with comments from head teachers, SEls also note that there is now better communication and
collaboration between themselves and head teachers, with some reporting that school leaders are no longer
intimidated by SEls. And, as noted previously, SEls report that their jobs have become easier as head
teachers are now able to resolve more of their problems internally.

We work together with the school leaders, by attending the meetings at school, the school leader leads the
meeting, and we facilitate these meetings by providing advice, identifying the possible solutions for the raised
issues or challenges. Now the school leader and teachers are no longer intimidated by our presence, they feel
free to express their ideas and get the support they need. SEI, Male, Nyabihu

Because now head teachers are not afraid to approach us. Before the trainings you would find that | am always
the one to visit schools and see if they have a challenge but, nowadays they are the ones to approach me even
when [ am at the office, they find me there. What | liked most about the trainings was that they increased the
knowledge to the Head Teachers where you find that now they can solve some problems on their own and this
has made my work much easier. SEI, Male, Musanze

Nowadays many activities are being done by the school leaders my involvement has reduced. Yes they have
become more responsible, am so much willing to do things on their own. SEI, Female, Rwamagana

As [ had said earlier nowadays my support is to supervise and the whole power is now left to the head teachers
and the SBM, because they are the ones who lead these sessions which is different because before the trainings, |
would be the one to lead them and even the participation of teachers was still down but now they are the ones
who leads them. SEI, Male, Gisagara

Half of the head teachers interviewed report also engaging with district level officials, however, very few
elaborated on what this engagement looked like. No deputy head teachers interviewed reported any
engagement at the district level aside from sharing reports. And, while more than half of male head teachers
noted engagement with district level officials, only one female head teacher reported engagement at this
level. However, female head teachers were more likely than their male counterparts to report that they
involve other head teachers in supporting them in their leadership role.

I think that at the district, they haven't been given the training because when they visit, they have their priorities.
However, we haven't reported anything, and they refused to work on it. There is a good climate for working
together with them. Head Teacher, Male, Nyamasheke 1

Working with other leaders SEI and DDE has changed as well, before they used to come only focusing on what is
not going well and reacted negatively but now when they come to visit us, if they are not going well, they advise
us and help us to find the solution together. Head Teacher, Male, Nyaruguru 2

It has changed because we now do PLCs, we work together with the sector and we look at where we have our
weaknesses and look how we can get support, we work together for improvement. Head Teacher, Female,
Kamonyi 1

While school actors, SEls and district level officials note positive changes in school leadership, the primary
challenge noted is the transferring of school leaders. Many respondents note that the transferring of a school
leader negatively impacts engagement within both the school and the sector level.

It is hard to say that there is a big change because many headteachers who were trained were transferred before
three years. We are remaining with only two headteachers who attended the courses. However, because the
SSLs, SBMs, and some teachers attended the courses which enabled them to contribute to the improvement and
changes in the schools’ management even though the headteachers were new. The school closure affected the
changes because that is when most of SSLs, SBMs, and Head Teachers were transferred to the other schools in
the other sectors. This affected the improvement of school management and leadership in general. SEI, Male,
Ngororero
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Focus group discussions with parent, student and teacher representatives also highlighted changes in
leadership practices within schools reporting that school leadership actively engages with stakeholders in
the management of the school. Respondents attribute this increased engagement to more efficient and
responsive school management.

There have been significant changes in the last 3 years, as school leaders attend various trainings aimed at
imparting knowledge on good school leadership, implementing them as collaborators with others in school
development. You find that in general they are more social with students and teachers than ever before, and it
helps children to love school and teachers because they find that school is for caring them, it motivates them at
their work. Parent Representative, Male, Kamonyi

The changes that exist are visible and many. First, it is the way in which the school values everyone’s opinion, the
students, the teachers and the parents. Things which are different from before because it didn’t exist, the school
belonged to the school leaders. Teacher Representative, Male, Karongi

The change has been the establishment of various committees that assist in sensitization and monitoring of school
development activities. For example, as a parent committee it became increasingly clear its role in teaching other
parents that they should be involved in school development activities, and it was productive because they were
so involved through monitoring student learning and providing support where needed for the school to continue
to thrive. Student Representative, Male, Karongi

One of the main reasons for these changes was the head teachers and dean of studies who participated in
trainings, who then came to apply what they learned and shared it with us. Also, after implementing it we saw a
positive change as the days went by, we put more effort into it. Parent Representative, Male, Karongi

Another change is about sharing responsibilities. Before that period, teachers were not aware of what is going on
in their school either school plans or activities taking place but now, teachers and students’ representatives are
informed on everything to be done. This shows the good collaboration between school leadership and partners.
Teacher Representative, Male, Musanze

Before I used to take decisions on my own, but after the training I learned the importance of a shared decision
with the objective of improving the school. The impact of all this is that | have been able to get along with the
community around the school by increasing community engagement. Head Teacher, Male, Rubavu 2

3.2. Effects of Multiple Trained School-Based Actors on Knowledge, Attitudes and

Practices
Findings indicate that there is a positive effect of having more than one trained school actor on confidence
and efficacy. Further analysis of SBM findings indicates that confidence is positively affected by the
presence of other trained colleagues (see Table 27) as having a trained SSL is statistically associated with
the SBM reporting high confidence as compared to those without a trained SSL."

Table 27: Trained Staff and SBMs exhibiting positive attitudes, high confidence and high efficacy at endline

Trained Staff Positive Attitude High Confidence High Efficacy Count of SBMs

Trained SSL 71% 90%* 96% 112
No Trained SSL 90% 71%* 100% 21
Trained DHT 73% 87% 97% 116
No Trained DHT 76% 88% 94% 17
Trained HT 72% 87% 97% 102
No Trained HT 81% 87% 97% 31

Source: SBM Quantitative Survey *Designates a statistically significant association

'3 Chi Squared equals 4.022 with 1 degree of freedom, two-tailed P value equals 0.0449
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Similar to the findings from analysis of SBM survey data, findings from the STEM survey indicate that
confidence is positively affected by the presence of other trained colleagues (see Table 28) as having a
trained SBM is statistically associated with the STEM SSL reporting high confidence as compared to those
without a trained SBM."* In addition, having a trained deputy head teacher was associated with the STEM
SSL reporting a positive attitude towards coaching and mentoring'” and a trained head teacher was
associated with greater reported efficacy'®.

Table 28: Trained Staff and STEM SSLs exhibiting positive attitudes, high confidence and high efficacy at endline

Trained Staff Positive Attitude High Confidence High Efficacy Count of STEM SSLs

Trained SBM 74% 93%* 97% 115
No Trained SBM 84% 74%* 84% 19
Trained DHT 81%* 91% 96% 97
No Trained DHT 62%* 86% 95% 37
Trained HT 77% 93% 99%* 89
No Trained HT 73% 84% 89%* 45

Source: SSL Quantitative Survey *Designates a statistically significant association

3.3. Teacher Satisfaction and Motivation

At baseline and endline, perception of general teacher satisfaction and motivation was assessed through
surveys for School Leaders, SBMs and STEM SSLs through a series of four questions scored on a five-point
Likert scale (see Table 29). Perceptions of teacher satisfaction and motivation has shifted from a mean of
14.4 (SD: 2.6) at baseline to 15.6 (SD: 2.3) at endline, or an average increase of 1.2 points (change is
statistically significant, two-tailed P value < 0.001).

Table 29: School Leader, SBM and STEM SSL Perception of Teacher Satisfaction and Motivation between Baseline and
Endline

To what extent do you agree with the following statements aboutlAverage at Baseline  |Average at Endline  |Average
your school? (Standard Deviation) |(Standard Deviation) [Change

Teachers at my school complain about the pressures of their

work 2.9 (1.3) 25(1.2) -0.48
Teachers at my school are respected by others in the community 4.0 (0.88) 4.2 (0.76) 0.18
Teachers at my school are motivated in their job 4.4 (0.66) 4.4 (0.61) -0.02

Source: School Leader Quantitative Survey, SBM Quantitative Survey, STEM SSL Quantitative Survey

While agreement around statements on respect and motivation were similar across all respondents at
baseline and endline, there was a notable difference in respondents agreeing/strongly agreeing with

Figure 27: % of Respondents that Agree/Strongly Agree with Figure 28: % of Respondents that Agree/Strongly Agree with

the Statement: | am worried about retaining teachers at my the Statement: Teachers at my school complain about the

school pressures of their work
80%

52% 43%
4% 21% 18%  33% 41%  46% 319 27% 33% 29% 20%  34% 20%
SBM STEM SSL DHT HT SBM STEM SSL DHT HT
Baseline Endline Baseline Endline
Source: School Leader Quantitative Survey, SBM Quantitative Survey, Source: School Leader Quantitative Survey, SBM Quantitative Survey,
STEM SSL Quantitative Survey STEM SSL Quantitative Survey

1 Chi Squared equals 4.708 with 1 degree of freedom, two-tailed P value equals 0.0300
15 Chi Squared equals 13.722 with 1 degree of freedom, two-tailed P value <0.001
16 Chi Squared equals 4.607 with 1 degree of freedom, two tailed P value equals 0.0318
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statements on concern over teacher retention and teachers complaining about pressures of their work. At
endline, school actors are particularly less worried about retaining teachers (average reduction of 0.53
points from the baseline), however deputy head teachers still express concern about retaining teachers with
33% reporting that they agreed or strongly agreed with the statement at baseline compared to 41% at
endline (see Figure 27). In addition, while there is a general decrease in school actors noting that teachers
complain about the pressures of their work, SBMs who agreed with this statement increased from 27% to
33% at endline, in addition, while baseline figures were high, 43% of STEM SSLs still agreed or strongly
agreed with this statement (see Figure 28).

3.3.1.  Newly Qualified Teachers

The endline survey repeated the Work-Related Figure 29: NQT Work-Related Basic Needs Satisfaction, by

Basic Need Satisfaction scale (W-RBNS) was Gender, between Baseline and Endline

included during the baseline survey to measure

NQT need satisfaction in three domains: need for w  ENDLINE

competence, need for relatedness and need for Z

autonomy (Van den Broeck et al., 2010). According EELINE | | | |

to the self-determination theory all three aspects W ENDLINE | | | | '

play a role in determining motivation and d [ [ | | ,

satisfaction at work. The version of the W-RBNS W BASELINE | | | | |
1 I I I

scale included in the NQT survey included 18
items scored on a five—point Likert scale, from Sufficient work-related basic needs satisfaction
strongly disagree to strongly agree (see Annex 5). At
baseline, both the competence and autonomy sub-
scales showed low reliability, therefore the endline  Source: NQT Quantitative Survey
only presents the analysis of the composite W-

RBNS scale and the relatedness sub-scale.

High work-related basic needs satisfaction

At endline, findings indicate a shift in overall work-related basic needs satisfaction as compared to
baseline. While mean composite W-RBNS score at baseline was 4.2 (SD: 0.35) increasing to 4.3 (SD: 0.24)
(change is statistically significant, two-tailed P value < 0.001). When applying Bloom’s cut-off points,
findings show an overall increase from 76% of respondents reporting high work-related basic needs
satisfaction at baseline to 91% at endline with little difference between female and male NQTs (see Figure
29).

With-in the scale, some questions exhibited greater change between the baseline and endline surveys, that
may be driving the change in W-RBNS findings, including:
* The percentage of teachers that strongly disagreed with the statement they doubt that they are able
to execute their job properly increased from 49.3% at baseline to 63.7% at endline,
* The percentage of teachers that strongly agreed with the statement that they are good at the things
that they do in their job increased from 40.9% at baseline to 55.6% at endline,
*  While the majority of NQTs still wish that they could do things differently at work, there was an
increase in those who disagree with this statement from 34.7% at baseline to 43.9% at endline,

Analysis of the relatedness sub-scale shows a mean increase from 4.5 (SD: 0.45) to 4.6 (SD: 0.33) between
baseline and endline (change is statistically significant, two-tailed P value < 0.001), and an increase from
92.4% of respondents showing high relatedness at baseline to 97.7% at endline.

A second scale, the Work Role Motivation scale for teachers (Fernet et al., 2008), was also re-administered
during the endline survey. This scale looks at how motivated teachers are to conduct various tasks that are
specific to the teaching profession and specifically looked at motivation for teaching and instruction, lesson
preparation and administrative tasks. For all tasks, a similar set of 10 questions was asked using a 5-point
Likert scale. The scale was eventually divided into three subscales: intrinsic motivation (2 items), extrinsic
motivation (6 items) and a-motivation (2 items).
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Findings show increase in intrinsic motivation and
amotivation across all three tasks assessed (see
Figures 30, 31 and 32). The change at endline is
most apparent when applying Bloom'’s cut-off points
to assess intrinsic motivation. Respondents
exhibiting high intrinsic motivation increased from
71% at baseline to 92% at endline and high extrinsic
motivation increased from 79% to 87%. There was
also little change in amotivation, with 99% surveyed
exhibiting low amotivation at baseline and 100% at
endline.

Findings from the survey show that NQTs were less
likely to consider leaving their school at endline as
compared to baseline, with 54% of teachers at
baseline reporting that they never think about
leaving the teaching profession, to 80% at endline.
However, the number that always thinks about
leaving has remained relatively constant (2.7% at
baseline and 2.9% at endline).

When asked if they ever thought of leaving the
teaching profession, only one out of 13 NQTs
interviewed said that they had ever thought of
leaving the profession as the work was more difficult
than they had expected it to be and the pay too low.
The main reason cited for leaving a school was
related to being closer to their home or looking for
future promotions. NQTs report that a strong,
collaborative school leadership keeps teachers at
their schools, with other motivating factors including
the availability of resources and strong induction
programs.

No, I don’t think about leaving this school because |
am happy to be here. Everything is fine starting from
leaders. For example, our leaders are social. Whenever
you have a question, you are free to ask and compared
to other schools, we have enough materials like
computers when never you need to do research you
are free to do that not fighting over one computer.
NQT, Male, Kamonyi

I think that they are motivated to stay at this school

because the school leaders and other teachers' commitment. People who work here are all committed, their

Figure 30: NQT Motivation for Administrative Tasks
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Source: NQT Quantitative Survey
Figure 31: NQT Motivation for Lesson Preparation
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Source: NQT Quantitative Survey

Figure 32: NQT Motivation for Teaching and Instructing
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Table 30: INDICATOR Improved Teaching
Competencies of New Teachers

Total 71%
Female 69%
Male 72%

Source: School Leader Quantitative Survey

% of new teachers reporting high intrinsic
motivation to conduct main teaching roles

92%
92%
92%

commitment become a motivation to everyone who come here. NQT, Female, Rwamagana

I would say that my interest in teaching profession increased compared to the time [ arrived at this school
because | was supported, | also had time to read books especially when I am planning lessons and | gained good
people around me who are supportive, and | learned from them. NQT, Female, Rusizi

I cannot know each one's reason but what | think that keeps them here is the best leadership of the school, they

do really care for teachers. Our head teacher collaborates with us, and he understands our needs. NQT, Male,

Nyanza
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4. Effects of Covid-19 on CPD Support Systems and Competences of Educational

Actors

Survey and interview findings show that Covid-19 has had a significant impact on CPD support systems for
secondary education resulting in a reduced capacity to support teachers. School closures in response to the
Covid-19 pandemic and shifting priorities resulted in a reduction of CPD opportunities for teachers across
all districts during the 2020-21 school year with 79% of SEls report that there is a reduction in CPD
opportunities for teachers. Similarly, despite the increase in provision of higher quality coaching and
mentoring support for teachers, some school actors do note that the Covid-19 pandemic has reduced the
level of support, including CoPs, due to increased teaching demands because of shortened terms. In
addition, those who completed training immediately before or during school closures were unable to
practice these skills.

There are few changes because we don't have enough time to work on it and most of the teachers are very
discouraged due to a lot of credit hours in teaching. STEM SSL, Male, Musanze:

The Certificate Program in Education Mentorship and Coaching has changed the way I support STEM teachers at
my school at a low level due to the lack of implementation. After completing the course, the Covid-19 pandemic
started. So, it wasn’t easy to implement the skills that we learned. STEM SSL, Male, Rwamagana

Many respondents highlighted that the return to school brought about challenges that required significant
amount of their time. As many students turned to income generating activities to support their families
during the period when schools were closed, school actors reported that students found it difficult to return
to classes and that much effort was required to return their focus to academics.

Due to the closure of schools, when we returned to school we had to start from scratch. | had other important
concerns that | didn’t focus on helping teachers to improve their teaching methodologies and approaches.
Instead, | was focused on student’s discipline and motivation. Head Teacher, Female, Karongi 2

The majority of headteachers (53%) and SEls (69%) also reported a reduction in the frequency of PLCs. Less
than a quarter of head teachers interviewed reported that PLCs made use of digital technologies such as
WhatsApp to keep in touch and few noted that they would like to further explore options to access PLCs
using online forums and video conferencing. However, during interviews with head teachers, most reported
that PLCs re-started once lockdowns ended and schools re-opened, with one reporting that PLCs are still
not taking place and another noting a decreased emphasis on PLCs post-Covid.

PLCs have really changed since Covid-19. . . when we come back to school, we put more effort on lessons not
on the meetings and this decreases the effectiveness of PLCs. Head Teacher, Male, Nyanza 2

When asked for examples of how PLCs have supported them in their work, head teachers interviewed gave
examples of how PLCS have supported the transition back to school post-Covid. Responses highlighted the
challenges of both students and teachers re-adjusting to school after the extended school closure.

For example, in December when students and teachers came back to school, it was not easy for them to feel
comfortable in class because they had been engaged in small business and other activities. Hence, | used
experiences gained in PLCs like social activities and financial saving groups, as a way to gain back their attention
from those small business activities. Head Teacher, Male, Nyanza 2

I can give you an example: after Covid-19, some of the students came back to school with unpleasant manners
and we raised the issue in the PLC. We decided to start clubs at school that would help those students and we
asked teachers to approach those students and talk to them. This was done and the results were positive. Head
Teacher, Male, Rwamagana 1

Lack of time for inductions was particularly noted by SBMs who were also more likely to report that Covid
intensified this issue. They primarily cited the shortened school terms and the influx of new teachers in
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combination with an already full workload as a teacher leaves them with little time left to support other
teachers.

Covid really changed the way we support them. We used to take a week focusing on them and then in the
following days we had one day in a week to check on them, to listen to them, to know more about the support
they may need. But, with Covid, we could have only one day in a week because there were many new teachers
at school, and we were behind . . . Everyone was under pressure. So, we all put our attention to teaching to
make sure that we used our time efficiently during the shortened trimester. SBM, Male, Rwamagana:

Covid changed the support that we provide for new teachers because of the time. Everyone is in rush. Even the
new teachers because, at the end of the day, they need to deliver. We cannot take much of their time because of
the pressure of the shortened trimesters. SBM, Female, Rubavu

Covid changed the support provided to new teachers because we received a lot of new teachers as a way of
reducing large number of students to minimize their risk of getting Covid. As a person who oversees supporting
them, but also with a fulltime workload, it was very ditficult to help them all in that induction program. SBM,
Male, Gisagara

SSLs also noted they struggled with the time to support inductions for new teacher due to Covid, as well as
with the expectation to carry out more functions via online platforms.

Because of Covid, the government has encouraged teachers to adapt coaching programs to be delivered
remotely. However, some new teacher doesn't really have tech skills to be able to engage with online platforms.
So, the support has reduced as the engagement has also reduced. SSL, Female, Nyaruguru

The impact of Covid is still the same and the amount of support that were provided to new teachers has reduced.
For example, | have a new teacher who was assigned to me, but during the first week, schools were closed, and
it was very challenging to induct a new teacher online. Literally, it seems to be impossible. SSL, Male, Nyanza

The impact of Covid on support for new teachers was also mentioned by the NQTs, noting both the
workload of the SBM as well as the influx of new teachers reduced support.

I may say that the school prioritizes my professional development needs at a moderate extent and this mainly
due to lack of time as | mentioned. . . Apart from induction, there is no other professional development
opportunity | attended. . . I didn’t have an opportunity to attend any training because | arrived there when they
needed a lot of new teachers. NQT, Female, Rusizi

I can say that as new teachers we didn't get enough time of having induction program, our SBM is the one who
oversaw this and he usually has a lot of work, we could see that he has a very short time to combine all of the
things. NQT, Female, Rwamagana

In addition, Covid-19 prevention measures have greatly limited the ability of schools to engage with parents
as meetings were not allowed and Umuganda, the country-wide mandatory community service which
some schools relied on as a way for schools to involve communities in school improvement activities, was
no longer taking place. Parent and student representatives also note that they have not been able to meet
with the school which has negatively affected collaboration since the start of the pandemic.

Yes, Covid-19 changed parents and community engagement because now community events like Umuganda still
do not take place, and meetings with parents are not also allowed and we can only meet with the parents’
committee. Most of the ways we engaged with parents are not still possible. Now the only possible way is when
a parent takes an initiative and come to school individually. And many parents are now very busy looking for
jobs those that lost their past employment because of covid-19, others working hard to pay debts of days of
lockdowns when we were not working. Deputy Head Teacher, Female, Rwamagana

That is to say [because of Covid-19], the relationship between parents and the school as a whole has diminished
today. Student Representative, Female, Kamonyi
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Conclusions and Recommendations

CPD Support Systems

CPD s still a relatively new concept in Rwandan education, with the Teacher Development and
Management Policy in Rwanda (TDM) initially drafted in 2007, setting the stage for the development of the
CPD framework. With the adoption of the new CBC curriculum, the focus of CPD is currently centered on
enhancing the professional competencies of teachers to deliver the new curriculum and develop
proficiency in ICT, English and promotion of active learning and inclusion strategies. Under this new CPD
initiative, teachers are expected to assume the responsibility for their own professional growth and District
Directors of Education, District Education Officers, SEls and head teachers need to be empowered to
monitor learning. In addition, there is a recognition that newly appointed teachers participate in two years
of school-based coaching and mentoring (MINEDUC 2018).

The LTLT Baseline Assessment (2019) found that those schools that reported having CPD, activities were
primarily formal timetabled meetings where staff members from departments come together to discuss a
case study. These were noted to be primarily knowledge focused and left little opportunity for personalized
or needs-based support. In other schools, CPD was not timetabled at all and occurred on an ad hoc basis or
not at all. However, at endline, most schools reported having CPD on the formal timetable and note a set
time during the weekly school schedule for CPD activities, with few still noting that they take place on an
ad hoc basis. In addition, the understanding of what constitutes CPD has changed. Rather than formal
timetabled meetings, CPD at the school level is now primarily seen as school organized trainings for
teachers in response to teacher-identified needs and CoPs. Leaders noted that they previously based their
support on what they thought teachers needed, rather than facilitating processes for teachers to identify
their own needs. Many note that teacher needs are often identified through CoPs.

Baseline findings noted that school based CPD for teaching staff was limited and that there was an
inequality in provision of CPD and that some school actors, such as the head teacher and SBM had greater
access as compared to other school staff. However, at endline, despite Covid, there was a demonstrated
increase in access to CPD opportunities for both STEM SSLs and NQTs, two groups that previously had
little access in the past. While head teachers reported increased access to various CPD opportunities, there
was a reduction for both the deputy head teacher and SBM over baseline figures.

Additionally, at baseline, inductions were not widely offered for new teachers or consisted of giving the
teacher teaching materials and introducing them to the staff. While endline findings show that there is little
standardization across schools as to what constitutes a formal induction, there is a demonstrated increase in
the number of schools offering inductions for new teachers and there is a consensus that new teachers need
specialized support during their first year and beyond and that inductions develop better teachers.

The biggest barrier to effective CPD, including induction programs, mentioned at baseline, midline and
endline was the limited time available to SBM and SSLs due to concurrent teaching responsibilities (VVOB
2019). SBMs and STEM SSLs both continue to teach full course loads while concurrently organizing,
conducting and evaluating CPD for school staff and conducting inductions for new teachers. While STEM
SSLs are responsible for aspects of CPD processes within their own departments, primarily consisting of
CoPs and supporting induction processes for new STEM teachers, the bulk of the responsibility falls upon
the SBM. As CoPs and trainings are often included on the school timetable and can be facilitated by others,
coaching and mentoring are not. Therefore, the SBM needs to find the time during their already full
schedule to coach and mentor both new and existing teachers. This likely explains why SBMs exhibit a less
positive attitude towards coaching and mentoring as compared to STEM SSLs. In addition, findings from
both the survey and interviews indicate that SBMs are the least satisfied of all school actors likely due to the
expectations placed upon them.
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While there has been a recommendation for schools to reduce SBM teaching hours to allow them to
dedicate more time to CPD, this has not been carried out in the majority of schools due to lack of teachers
to fill this gap and only 3% of SBMs surveyed at baseline note having a reduced teaching load.

Ultimately, it is likely that CoPs will have the most lasting impact on school level CPD due to their
sustainability. CoPs can be led by trained mentors or by the teachers themselves. Interviews with staff
highlight the importance of CoPs for developing a teaching community, sharing best practices and solving
problems encountered in the classroom. CoPs ultimately help teachers teach better.

PLCs perform a similar role as the CoPs. The problem-solving cycle of the PLC has helped head teachers
develop problem analysis and solving skills in addition to identifying and implementing practices to
improve educational outcomes in their schools, including increasing attendance of students and teacher.
PLCs have also created a support network for head teachers. PLCs proved to be very relevant and effective
for head teachers in the context of Covid-19 as they provided the opportunity to adopt best practices for
Covid prevention as well as support the return of students to the classroom.

However, without continued financial support for transportation, the current model of PLCs may be
threatened. Despite widespread appreciation for PLCs and an interest in continuing participation, there is
little indication that PLCs are being included in sector performance plans and budgets. Additionally, as
other PLC models are currently in use in Rwanda as promoted by development partners such as the FCDO
funded Building Learning Foundations program, the sustainability of PLCs may ultimately depend upon the
adoption of a singular model by REB.

Recommendations

e Advocate to REB to encourage schools to reduce the teaching requirements for SBMs to have
sufficient time for CPD and include content in the Diploma Program on the importance of reducing
teaching hours for SBMs.

e Advocate to REB to develop formal guidelines on the content of inductions and provide further
support at the sector level to ensure that new teachers are inducted. Some sectors noted that new
teachers attend a formal pre-service training, however this did not seem to be widespread.

e As many respondents report that the deputy head teacher is responsible for coaching and mentoring
teachers, consider offering the Certificate Course in Educational Mentorship and Coaching to
deputy head teachers in order to supplement the role of the SBM.

e As multiple models for PLCs currently exist in Rwanda, as promoted by different development
partners, there is a need to develop a standardized PLC model, based on best practices, for
adoption by MINEDUC and REB. If included within the ESSP and performance plans, PLCs will be
included in education budgets.

e Work with REB to develop a simple standardized CPD reporting formats and schedules to ease
reporting and ensure data collected is useful for decision making.

Competences of School Based Actors

As a result of participation in the Diploma Program in Effective School Leadership and the Certificate
Program in Educational Mentorship and Coaching, findings from the endline evaluation demonstrate a
change in competences and efficacy to lead and support CPD of teachers within secondary schools across
the 14 program districts. Ultimately, one of the greatest changes as demonstrated through qualitative
findings is the shift in behavior from simply fulfilling a requirement, or doing without understanding and
intention, to meaningful behavior, where actions are undertaken with both knowledge and purpose. These
changes are evidenced not only in interviews with those who were trained, but in interviews with
supervisors, teachers and other key educational stakeholders, who report more effective leadership and
support for teaching and learning.
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School Leaders

School leaders, including head teachers and deputy head
teachers, play an important role in creating the
conditions for effective teaching and learning. The
literature shows that the quality of school leadership has

a significant impact on the quality of education sm'te;i'f::::sﬁon
(Robinson et al., 2008). School leaders who develop, for the school
support and evaluate the quality of teaching influence
student learning outcomes and that effective leadership is ST
critical for student achievement, particularly in poor Wellbeing &
performing schools. However, appointed school leaders
are often former teachers and do not necessarily have the
competences to become an effective school leader. With
support of VVOB, REB developed National School
Leadership Standards that form the basis of VVOB’s
support to school leaders since 2014:

Figure 33: Five Standards of School Leadership

Achievement of high
expectations

Creating strategic direction for the school

Leading learning

Leading teaching and training

Managing the school as an organization

Involving parents and the local community in the school
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In 2019, the LTLT Baseline Assessment found that when looking at individual standards for school
leadership, school leaders gave themselves a medium to high rating on the application of the standards,
only one-third of the school leaders reported competence in all five standards simultaneously (VVOB,
2019). At Midline, findings from in-depth interviews with head and deputy head teachers, highlighted
changes in their role as a school leader as a direct result of their participation in the diploma program and
indicated significant progress towards achieving expected outcomes. This includes changes in their
understanding of their role in managing the school in the context of the five standards of school leadership
as set forth by REB, as well as changes in their perceived capacity to effectively lead.

Both quantitative and qualitative findings from the endline evaluation also support the midline findings
noting positive changes in leadership in line with all five standards, with the greatest change seen in
confidence in leadership, which increased from 64% of head teachers reporting high confidence at
baseline to 84% at endline. Changes in overall confidence were fueled by improved confidence to promote
the prevailing values of the community in the school and motivating teachers. Most school-based actors
and stakeholders interviewed noted changes in leadership style, including greater engagement in the
development of the school’s mission, vision and core values as well as strategic planning. In addition,
teachers noted changes in the accessibility and engagement of school leadership, through participation in
CPD including induction programs and CoPs. Skills acquired through participation in the Diploma Program
and changes in school leadership style has led to greater collaboration at the school level and has likely
reinforced school leader confidence in their role.

Endline findings also showed a shift in the role of deputy head teachers following their participation in the
Diploma Program as they have adopted a greater role in the management of the school. As head teachers
began to delegate responsibilities, deputy head teachers, who are often also referred to as the dean of
studies, took on a greater role in resource management. There is also indication in the findings that these
new responsibilities coupled with qualifications earned through participation in the Diploma Program has
encouraged deputy head teachers to seek out head teacher positions.

Sector Education Inspectors
While SEls are responsible for monitoring schools within their sectors, they are not employed by REB, and,
therefore, are often pulled in many (non-education) directions by their supervisors. Following their
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participation in the Certificate Program, SEls report that they are better able to support schools in planning,
including developing SIPs and action plans. Through the development of plans and increased reporting
from schools, SEls find that they are better able to demonstrate their role to their superiors and focus on
education.

SEls are also now leading PLCs in their sectors. Findings from the quantitative survey highlight that SEls are
now more confident in their roles, with the biggest change in the ability of the SEI to tailor support for
different head teachers and schools and lead meetings and delegate leadership of meetings to head
teachers, which have been reinforced through their role in facilitating PLCs. In addition, improved problem-
solving capacity of school leaders developed through participation in PLCs has eased the workload of SEls
as schools are now able to resolve more problems on their own rather than seeking the support of the SEI.

School Based Mentors and STEM School Subject Leaders

At the start of the LTLT Program, while the majority of schools had a SBM many schools did not have a
designated STEM SSL. When asked to send someone to the training, staff were identified to fill these roles.
Baseline findings showed that a little over half of the SBMs and STEM SSLs were highly competent to coach
and mentor (new teachers), reflecting the newness of the position for many. While, at endline, many of
those identified to participate in the baseline survey were ultimately not trained, 25% of SBMs and 21% of
SSLs surveyed, as the school likely selected a different person to attend the training. However, for those
who were trained, the course served as a necessary introduction to the function of a school mentor.

The most significant shifts for both SBMs and STEM Figure 34: Competences of SBMs and STEM SSLs at Baseline
SSLs is in their confidence and perceived efficacy to ~ and Endline

coach and mentor teachers. Reflecting the STEM SSL
differentiation in roles within the school, SBMs

exhibited the greatest change in their confidence to Positive Attitude = 76% | 74% 57% 76%

lead CPD within their schools whereas STEM SSLs High Efficacy 54% 97% 59% 95%
exhibited greater confidence to lead induction High Confidence| 53% | 87% 52% 90%
programs for new STEM teachers. Source: SBM Quantitative Survey, STEM SSL Quantitative Survey

While there was little change in those exhibiting a “positive” attitude towards mentoring and coaching for
SBMs (76% of SBMs at baseline and 74% at endline), the percentage of STEM SSLs with positive attitudes
increased from 57% at baseline to 76% at endline. The most significant change for both is in the
understanding that new teachers shouldn’t be expected to teach well from their first day on the job. This is
also reflected in positive perceptions and widespread adoption of induction programs as seen elsewhere in
this evaluation. The biggest barrier for SBMs and, to a lesser extent SSLs, remains as the limited time
available for organizing, facilitating and reporting on CPD activities, including coaching and mentoring
teachers, inductions and trainings. Ultimately, the high efficacy and confidence to perform their role as
leaders of CPD in their school is complicated by the lack of time, which is reflected in reported changes in
attitude as well as in qualitive interviews where SBMs are less positive about their ability to affect change
and their school environments as compared to STEM SSLs.

Recommendations

e Changes in individual competences as well as in overall school management highlights the
relevance and effectiveness of the Diploma Program in Effective School Leadership for school
leaders. VVOB should continue to advocate for the inclusion of program content into pre-service
trainings and offer as in-service training as a pre-requisite for newly appointed head teachers and as
an optional course for newly appointed deputy head teachers.

e SEls participated in the Certificate Program in Coaching and Mentoring with the intent to gain skills
needed to effectively support school leaders. While the content of the training included leadership
components, SEls may have benefited more from the Diploma Program in Effective School
Leadership, which includes content on coaching and mentoring, as they provide significant support
to schools in developing their strategic direction and in management. Rather than assigning SEls to
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participate in one course over the other, SEls could choose which course to participate in
depending on their existing skill set and availability of time.

e Evaluation findings highlight the positive school level changes that take place at school with strong
support for CPD. As the leaders of CPD within their schools, SBMs have a lot of expectations
placed upon them and skills to be effective leaders but lack the time to fully inhabit this role. Only
3% report not teaching a full course load. For CPD to be effective, SBMs need time in their
schedule to develop, facilitate and evaluate CPD at their schools.

e In addition to STEM SSLs, other teachers should be offered the opportunity to participate in the
Certificate Program to increase school capacity for CPD, reduce reliance on the SBM and ensure
that there are trained staff in the event of staff turnover.

e Asa UR-CE course, there is evidence that content from both the Diploma and Certificate courses
are being incorporated into existing course offerings by trainers. Therefore, if the courses are
ultimately not formalized as a component in-service training, course content can be further and
more systematically incorporated into existing curriculum or depending on student interest, offered
as standalone course offering.

e Explore different modalities to expand course coverage, including offering the online course to
mentors and teachers within the same school to create a peer network during the course, with
individualized group support offered by at UR-CE tutor, either provided in-person on online.

School Environment

Studies of leadership in schools show that leadership practices that directly target improving instruction, or
leading teaching and learning, have a positive impact on teachers’ working relationship and ultimately
creates a school climate that encourages student achievements (Louis et al., 2010). Through collective
actions educators can influence students’ results and enhance their achievements, therefore, when teachers
work together with a clearly set mission and vision, there can be a lasting and significant impact on learner
outcomes (Scharatt, 2018).

Findings from the endline evaluation highlight significant changes in leadership within the schools. School
leaders report changes in how they engage staff, away from a top-down approach towards a distributed
leadership approach that engages relevant stakeholders in decision making processes. In addition, school
leaders better appreciate the roles that others can play in the management of the school and are more likely
to delegate authority than prior to their participation in the Diploma Course. As a result of these changes,
school leaders report that they find their job easier and are more motivated. Stakeholders also note that
changes in management style have led to better communication and understanding of the objectives and
decisions made by leadership and are, therefore, more likely to support the school in achieving these
objectives and contributing to improved learning environments. Ultimately, these changes have created a
better work environment where teachers feel that leadership is approachable and that their ideas are
respected and contribute to the success of their schools.

Additionally, quantitative findings illustrate the benefit of having multiple trained actors within the school
on confidence and efficacy as well as the school environment. Qualitative findings from both the midline
and endline also highlight the successful transfer of learning from the course to practical implementation at
the school level is dependent upon having a trained head teacher. Specifically, the midline found that
effectiveness was improved by training the head teacher prior to or concurrently with the SBM, SSL and
deputy. This ensured that educational actors had the necessary support to effectively implement what was
learned during the course.

However, due to high transfer and turnover rates amongst school leadership, gains may be short-lived as
new leaders who are not trained are brought in as replacements. Turnover may stall or reverse positive
changes seen within schools, particularly with regards to CPD systems. These changes also reduce moral
amongst staff as, once again, their voices are not heard or respected by leadership.
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Recommendations

e Continue to support school leaders in effective school leadership through mandating the Diploma
Program in Effective School Leadership as a requirement for all head teachers and suggested for
deputy head teachers.

e When implementing training programs or expanding the program into new districts, train the
school leader first or concurrently with other school-based staff.

e Look at how to retain leadership at schools and/or promote from within to ensure that good
practices remain in the school and are not lost when head teachers are transferred.

Impact of Covid-19

Covid-19 has had a significant impact on the education sectors. Once schools resumed in-person studies,
terms were shortened in order for students to catch-up and make up for lost time in the classrooms. The
busy timetable combined with restrictions on gatherings have reduced the CPD opportunities for teachers
since March 2021. In addition, both quantitative analysis of survey participants by training cohort and
interviews indicate that Covid has limited the ability of participants to practice and reinforce skills learned
during the course and that there may be need for further refresher trainings, particularly for those in Cohorts
2 and 3.

However, qualitative findings demonstrate how the skills gained through participation in the Diploma and
Certificate courses have helped schools effectively and efficiently respond to the Covid-19 pandemic. PLCs
provided school leaders with the ability to share best practices in supporting both student and teacher
return to the classroom while CoPs helped teachers to ensure discipline in the classroom.

Recommendations
e Offer online refresher trainings or refresher content trained school-based actors, particularly on
content that was more challenging or had the highest fail rates. This could also be in the form of
weekly reminders.
e Engage UR-CE trainers or even TTC tutors to support and provide refresher content to head teachers
during PLCs
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Annexes

Annex 1: Evaluation Matrix

STEM
Evaluation Question HT DHT | SBM St s A SEI DDE/ URCE Students
SSL Teacher | Teacher DEO
FGD
X X X X X X X X X X

What (longer-term) effects did the program have on the CPD support system for

DDEs/DEOQOs, SEls, school leaders, SBMs, STEM SSLs and (new) teachers?

CPD support systems for DDE/DEO P X
CPD support systems for SEls

CPD support systems for HTs/ School Leaders X X X
CPD support systems for SBMs X
CPD support systems for STEM SSLs X
CPD Support systems for Teachers (and NQTs) X X X X X X
. Coaching/ Mentoring X X X X X X
e CoPs X X X X X
. Induction Programs X X X X X
What (longer-term) effects did the program and CPD support systems have on
the school environment and on the school as a learning organization? X X X X x X X x x
e 5 Standards of School Leadership X X X X X X X X
e  Shared Leadership within the school X X X X X X
e  Shared Leadership with SEI/ DDE/DEO X X X X X
e School Culture/School as a learning Organization X X X X
e Quality of Teaching X X X P
e  Support for STEM
e  Confidence in teaching the STEM curriculum
. Learning Outcomes X X X X
Overall, how did the Covid-19 pandemic and the subsequent closure of schools’
X X X X X X X X X X X X

influence program implementation and effects?

To what extent did the program have differential effects on different sub-groups

of beneficiaries or schools (females vs. males; rural vs. urban; public vs. X X X X X X X X X X X X
government-aided vs. private, etc.)

Are any non-effects or unintended/unexpected effects observed? If so, what

explains these findings?

What (longer-term) effects did the program have on competences and on

motivation of key education actors?



Annex 2: Endline Survey Demographics

Table 31: Endline Survey Participant Demographics

Total

Head Teachers
Deputy Head Teachers
Mean Age (SD)

Level of Education
Finished S3
A2 in Education
A1 in Education
Bachelor of Education (AQ)
Post-Graduate Diploma in Education
Masters
Mean years (SD) working in current role at the school
Mean years (SD working as a head/deputy teacher
Mean years (SD) working as a teacher at this school
Mean years (SD) working as a teacher
Which Training Cohort were you in?
Cohort 1
Cohort 2
Cohort 3
Not reported
Access to computer/ laptop
Yes, only for myself
Yes, sharing with others
No
Access to internet
Yes, at home and in school
Yes, at my school only
Yes, at my home only
No
Which STEM subjects do you teach?
Mathematics
Physics
Chemistry
Biology

Computer Science

Female
35
29

6
44 .4
(7.4)

0.0%
0.0%
0.0%
97.1%
0.0%
2.9%
4.7 (3.4)
9.6 (5.3)

60.0%
28.6%
8.6%
2.9%

68.6%
20.0%
11.4%

57.10%

31.40%
8.60%
2.90%

School Leaders
Endline
Male
141
96
45
43.5
(7.0)

0.7%
0.0%
3.6%
84.4%
2.1%
9.2%
5.3(3.5)
10.1 (5.0)

50.4%
32.6%
14.9%

2.1%

75.9%
18.4%
5.7%

61.00%
18.40%
7.80%
12.80%

Total
176
125
51
43.7
(7.1)

0.6%
0.0%
2.8%
86.9%
1.7%
8.0%
5.1(3.5)
10.0 (5.1)

52.3%
31.8%
13.6%

2.3%

74.4%
18.8%
6.8%

60.20%

21.00%
8.00%
10.80%

Female
24

41.3
3.8)

0.0%
0.0%
0.0%
75.0%
0.0%
25.0%
8.8 (2.1)

5.3(5.5)

75.0%
25.0%
0.0%
0.0%

SEI
Endline
Male

84

43.3
6.1

0.0%
0.0%
0.0%
97.6%
0.0%
2.4%
8.5 (2.6)

7.5(5.7)

77.4%
22.6%
0.0%
0.0%

Total
108

42.9
(5.7)

0.0%
0.0%
0.0%
92.6%
0.0%
7.4%
8.6 (2.5)

7.0(5.7)

76.9%
23.2%
0.0%
0.0%

Female
20

40.7
(8.5)

0.0%
10.0%
40.0%
50.0%

0.0%

0.0%

4.4(2.2)

12.1 (8.6)

30.0%
45.0%
25.0%

0.0%

25.0%
55.0%
20.0%

5.0%
65.0%
5.0%
25.0%

SBM
Endline
Male
113

37.6
(6.3)

0.9%
6.2%
36.3%
51.3%
2.7%
0.9%
5.2(3.6)

8.6 (6.2)

32.7%

50.4%
16.8%
0.0%

16.8%
63.7%
19.5%

3.5%
66.4%
9.7%
20.4%

Total
133

38.1
6.7)

0.8%
6.8%
36.8%
52.6%
2.3%
0.8%
5.1(3.4)

9.1(6.7)

32.3%

49.6%
18.0%
0.0%

18.1%
62.4%
19.6%

3.8%
66.2%
9.0%
21.1%

Female
29

35.6
(6.6)

0.0%
6.9%
34.5%
58.6%
0.0%
0.0%
6.0 (3.4)

9.0 (4.4)

17.2%

69.0%
13.8%
0.0%

17.2%
62.1%
20.7%

34.5%
31.0%
20.7%
13.8%

58.6%
17.2%
27.6%
31.0%
3.5%

STEM SSL
Endline
Male

105

35.8
(5.5)

1.0%
1.9%
32.4%
62.9%
1.0%
1.0%
7.1(3.5)

9.7 (4.6)

32.4%

39.0%

28.6%
0.0%

30.5%
55.2%
14.3%

38.1%
28.6%
20.0%
13.3%

53.3%
22.9%
36.2%
31.4%
2.9%

Total
134

35.7
5.7

0.7%
3.0%
32.8%
61.9%
0.7%
0.7%
6.9 (3.5)

9.5(4.5)

29.1%

45.5%

25.4%
0.0%

27.6%
56.7%
15.7%

37.3%
29.1%
20.2%
13.4%

54.5%
21.6%
34.3%
31.4%
3.0%




Table 32: Newly Qualified Teacher Survey Participants at Baseline and Endline
Newly Qualified Teachers
Endline

Baseline
Female Male Total Female Male Total
Total 70 155 225 66 106 172
Head Teachers
Deputy Head Teachers
30.5 30.5
Mean Age (SD) 6.4) (5.5) 30.5(5.7) 29.5(5.5) 30.7 (5.2) 30.2(5.3)
Level of Education
Finished S3 0.0% 0.0% 0.0% 1.5% 0.0% 0.6%
A2 in Education 17.1% 5.8% 9.3% 12.1% 11.3% 11.6%
A1 in Education 45.7% 53.5% 51.1% 21.2% 33.0% 28.5%
Bachelor of Education (AQ) 32.9% 35.5% 34.7% 60.6% 54.7% 57.0%
Post-Graduate Diploma in Education 4.3% 3.2% 3.6% 1.5% 0.9% 1.2%
0.0% 0.7% 0.4% 3.0% 0.0% 1.2%

Masters
Mean years (SD) working in current role at the school
Mean years (SD working as a head/deputy teacher

Mean years (SD) working as a teacher at this school 1.3(10) 1.3(1.2) 1.3(1.10 1.2(0.7) 1.3(0.8) 1.3(0.7)
Mean years (SD) working as a teacher 3.9(6.1) 3.5(5.3) 3.7 (5.5) 3.1(4.8) 3.03.4) 3.0(4.0)
Which group of subjects do you teach?
STEM 51.4% 48.4% 49.3% 42.4% 53.8% 49.4%
Humanities 10.0% 13.6% 12.4% 18.2% 17.9% 18.0%
Languages 22.3% 32.3% 29.8% 37.9% 20.8% 27.3%
Entrepreneurship 11.4% 11.6% 11.6% 9.1% 9.4% 9.3%
General Studies 14.3% 11.6% 12.4% 6.1% 5.7% 5.8%




1. School Leaders (Head Teachers and Deputy Head Teachers)

Table 33: School Leaders Included in Endline Surve
Female Male Total

School Leaders (all) 35 (20%) 141 (80%) 176
Head Teachers 29 (23%) 96 (77%) 125
Deputy Head Teachers 6 (12%) 45 (88%) 51

Table 34: Status of Baseline School Leader Survey Participants at Endline

% of Total

Exclude:

Exclude:

Exclude:

Exclude:

Exclude:

Exclude:

Exclude:

Exclude:

Exclude:

Exclude:

Exclude:

Exclude:

Cohort 4

Dropped out of course

Failed

no longer in education

no longer in education (Retired)
No Record of Training by VVOB
other (changed position)

other (Refused Participation in Endline Survey)
other (Sick at Endline)

Outside of Districts

Passed Away

TTC

Include in Endline Survey
Grand Total

Figure 35: Distribution of School Leaders at Endline
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2
2
16

Baseline School Leader: 256 Total

31% Reduction over baseline

0.8%
0.8%
6.3%
2.3%
1.2%
14.1%
0.8%
1.6%
0.4%
0.8%
0.4%
2.0%
68.8%
100.0%
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Figure 36: Age Distribution of School Leaders Surveyed at Endline (44 Years Average)
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Figure 37: Education of School Leaders Surveyed at Endline
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Table 35: School Leader Experience
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Average Years as School Leader at Current School

Average Years as School Leader in Total

Figure 38: School Leader Training Cohort
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2. Sector Education Inspectors

Famalz ke Total 20% Reduction over baseline
SEls 24 (22%) 84 (78%) 108
Table 37: Status of Baseline SEI Survey Participants at Endline

% of Total

Exclude: Dropped out of course 1 0.7%
Exclude: Failed course 4 3.0%
Exclude: Inconsistency with baseline data 2 1.5%
Exclude: No longer in education 2 1.5%
Exclude: No longer in education (Retired) 1 0.7%
Exclude: No Record of Training by VWVOB 6 4.4%
Exclude: Other (arrested) 1 0.7%
Exclude: Other (changed position) 6 4.4%
Exclude: Outside of Districts 3 2.2%
Exclude: Passed Away 1 0.7%
Include in Endline Survey 108 80.0%
Grand Total 135 100.0%

Figure 39: Distribution of School Leaders at Endline
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Figure 40: Age Distribution of School Leaders Surveyed at Endline (43 Years Average)
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Figure 41: Education of SEls Surveyed at Endline
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Table 38: SEI Experience
e rerae | Male | Tow |
Average Years as SEI 8.8 8.5 8.6
Average Years as Teacher before becoming an SEI 5.3 7.5 7.0

Figure 42: SEl Training Cohort
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3. SBMs

Table 39: SBM Included in Endline Surve Baseline SBM: 232 Total
Female Male fotal 43% Reduction over baseline
SBMs 20 (15%) 113 (85%) 133
Table 40: Status of Baseline SBM Survey Participants at Endline

% of Total

Exclude: Cohort 4 13 5.6%
Exclude: Duplicate 1 0.4%
Exclude: Failed 7 3.0%
Exclude: no longer in education 3 1.3%
Exclude: No Record of Training by VWVOB 57 24.6%
Exclude: other (arrested) 1 0.4%
Exclude: other (changed position) 2 0.9%
Exclude: other (Refused Participation in Endline Survey) 1 0.4%
Exclude: Outside of Districts 7 3.0%
Exclude: TTC 5 2.2%
Exclude: Unknown, unable to verify person 2 0.9%
Include in Endline Survey 133 57.3%
Grand Total 232 100.0%

Figure 43: Distribution of SBMs at Endline
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Figure 44: Age Distribution of SBMs Surveyed at Endline (38 Years Average)
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Figure 45: Education of SBMs Surveyed at Endline
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Table 41: SBM Experience

Average Years as Teacher at Current School 8.0 7.6 7.7

Average Years as SBM 4.4 5.2 5.1
Average Years as a Teacher before becoming an SBM 12.1 8.6 9.1

Figure 46: SBM Training Cohort
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4. STEM SSLs

Table 42: SBM Included in Endline Surve
Baseline STEM SSLs: 249 Total
STEM SSLs 29 (22%) 105 (78%) 249 46% Reduction over baseline

Table 43: Status of Baseline SSTEM SSL Survey Participants at Endline

Categoy . [Count _S%ofToul

Exclude: Cohort 4 22 8.8%
Exclude: Dropped out of course 3 1.2%
Exclude: Duplicate 3 1.2%
Exclude: Failed 8 3.2%
Exclude: no longer in education 7 2.8%
Exclude: No Record of Training by VVOB 51 20.5%
Exclude: other (arrested) 2 0.8%
Exclude: other (changed position) 2 0.8%
Exclude: other (Unable to track down at Endline) 1 0.4%
Exclude: Outside of Districts 7 2.8%
Exclude: Passed Away 1 0.4%
Exclude: TTC 5 2.0%
Exclude: Unknown, unable to verify person 3 1.2%
Include in Endline Survey 134 53.8%
Grand Total 249 100.0%
Figure 47: Distribution of STEM SSLs at Endline
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Figure 48: Age Distribution of STEM SSLs Surveyed at Endline (36 Years Average)
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Figure 49: Education of STEM SSLs Surveyed at Endline
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Table 44: STEM SSL Experience
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Average Years Teaching at Current School
Average Years as Teacher in Total 9.0 9.7 9.5

Figure 50: STEM SSL Training Cohort
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5. Newly Qualified Teachers

Table 45: NQTs Included in Endline Surve
Baseline NQTs: 227 Total
NQTs 66 (38%) 106 (62%) 172 24% Reduction over baseline

Figure 51: Distribution of NQTs at Endline
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Figure 52: Figure 45: Age Distribution of NQTs Surveyed at Endline (30 Years Average)
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Figure 53: Education of NQTs Surveyed at Endline
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Table 46: NQT Experience

Average Years Teaching at Current School 1.2 1.3 1.3
Average Years as Teacher in Total 3.1 3.0 3.0

6. Schools at endline:

— Total numbar of respondents pr schoo
otal number O respon en sper {{eig[e]e) TotaI Sch00|s
|+ [z | s | &+ | 5
86
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Annex 3: Endline Qualitative Data Collection Demographics

Table 47: Focus Group Discussion Participant Demographics

Parent, Student Teacher Representatives STEM Students
Female Male Total Female Male Total
Total 39 39 78 38 40 78
District
Gicumbi 4 2 6 3 3 6
Gisagara 2 4 6 2 4 6
Kamonyi 3 3 6 3 3 6
Karongi 2 3 5 2 3 5
Kayonza 2 3 5 2 3 5
Musanze 8 3 6 3 3 6
Ngororero 3 3 6 3 3 6
Nyabihu 2 4 6 2 4 6
Nyamasheke 3 3 6 3 3 6
Nyanza 3 3 6 3 3 6
Nyaruguru 3 0 3 3 0 3
Rubavu 4 2 6 4 2 6
Rusizi 1 4 5 1 4 5
Rwamagana 4 2 6 4 2 6
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Table 48: In-Depth Interview Participant Demographics

Deputy Head

Head Teacher

Teacher

Total

District
Gicumbi
Gisagara
Kamonyi
Karongi
Kayonza
Musanze
Ngororero
Nyabihu
Nyamasheke
Nyanza
Nyaruguru
Rubavu
Rusizi
Rwamagana

Age
20-24
25-29
30-34
35-39
40-44
45-49
50-54
55-59

Level of Education
Finished S3
A2 in Education
A1 in Education
Bachelor of Education (AQ)
Post-Graduate Diploma in Education
Masters

Which Training Cohort were you in?
Cohort 1
Cohort 2
Cohort 3
Not reported
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Annex 4: 5 Standards of School Leadership Composite Score and Findings

Figure 54: Questions included in Analysis of the Five Standards of School Leadership

At baseline, Cohort 1 participants had already participated in the Diploma Program, however their baseline
scores were lower than those in Cohorts 2 and 3 (with 83% of both categories scoring high competency at
baseline). While all three cohorts increased competency scores at endline, those in Cohort 1 exhibited the
greatest increase in those reporting high competency (20%) as compared to Cohorts 2 (17%) and Cohorts 3
(13%). These findings suggest that Cohorts 2 and 3 were subject to the Dunning-Kruger effect and that
there is a time component required for improved competency.

Figure 55: School Leader Competency by Cohort for the 5

Figure 56: School Leader Competency for the 5 Standards of £ School L hio at Baseli Endli
School Leadership at Baseline and Endline Standards of School Leadership at Baseline and Endline

ENDLINE
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ENDLINE

BASELINE

ENDLINE

BASELINE

m Low Competency m Sufficient Competency

m High Competency m Low Competency m Sufficient Competency

m High Competency

Source: School Leader Quantitative Survey

Source: School Leader Quantitative Survey



Annex 5: World-Related Basic Need Satisfaction Scale for Newly Qualified
Teachers

Table 49: Work-Related Basic Need Satisfaction Scale for Newly Qualified Teachers

Average at | Average

Baseline at Endline | Average
(Standard (Standard | Change

Deviation) Deviation)

Competence Sub-Scale 4.4 (0.48) 4.5 (0.38)

To what extent do you agree with the following statements?

I doubt whether | am able to execute my job properly (REVERSE SCORED) ~ 4.2(0.99)  4.6(0.70)

| am good at the things | do in my job 4.3 (0.83) 4.5 (0.65) 0.24
| feel competent at my job 4.5 (0.63) 4.7 (0.52) 0.13
| really master my tasks at my job 4.5 (0.70) 4.6 (0.63) 0.11
| don't really feel competent in my job (REVERSE SCORED) 4.6 (0.88) 4.7 (0.80) 0.09
| have the feeling that | can even accomplish the most difficult tasks at work 4.2 (0.67) 4.3 (0.70) 0.07
| feel free to do my job the way | think it could best be done 4.2 (0.85) 4.4 (0.61) 0.23
If | could choose, | would do things at work differently (REVERSE SCORED) 2.7 (1.25) 2.9 (1.22) 0.22
The tasks | have to do at work are in line with what | really want to do 4.1(0.78) 4.3 (0.64) 0.14
| feel like | can be myself at my job 4.4 (0.70) 4.5 (0.54) 0.13
In my job, | feel forced to do things | do not want to do (REVERSE SCORED) 4.3 (0.96) 4.3 (0.91) 0.02
At work, | often feel like | have to follow other people’s commands (REVERSE

SCORED) 3.1(1.35) 2.7 (1.31) -0.45
Some people | work with are close friends of mine 4.1 (0.94) 4.4 (0.59) 0.24
| don't really feel connected with other people at my job (REVERSE SCORED) 4.5 (0.71) 4.7 (0.45) 0.20
At work, | can talk with people about things that really matter to me 4.5 (0.63) 4.6 (0.57) 0.11
| don't really mix with other people at my job (REVERSE SCORED) 4.6 (0.51) 4.7 (0.61) 0.09
At work, | feel part of a group 45(0.72) 4.6 (0.65) 0.09
| often feel alone when | am talking with my colleagues (REVERSE SCORED) 4.5 (0.75) 4.6 (0.77) 0.08

Source: NQT Quantitative Survey.
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