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Model Schools Network Program

Capacity-Building Interventions in Leadership

This report is the fourth of four final reports each highlighting important
thematic outcomes of AMIDEAST’s Model Schools Network (MSN)
Program. This report presents findings from capacity-building
interventions aimed at enhancing the quality of school leadership
through in-service professional development and networking among
school principals, supervisors and district -level staff. Extensive
evaluation of the USAID-funded, AMIDEAST-administered three-year
engagement with 40 public schools has produced the following
evidence-based policy recommendations. These draft policy
recommendations are based on the statement that leadership
development programs work best when:

Recommendations

Improved instruction in the classroom becomes the focus of leadership support from principals,
district support staff and supervisors.

The newly accredited Leadership Diploma Program (LDP) implemented by the National Institute of
Education and Training (NIET) becomes a mandatory credential for all principals. Variations of the
framework and curriculum should be adapted for new and experienced principals.

NIET receives the necessary budgetary support and human resources to scale-up the Leadership
Diploma Program to include routine cohorts of principals throughout the year.

Administrative mechanisms at the district and school level are linked to the Leadership Diploma and
are targeted to support a process of school-based management reform.

The Ministry of Education’s Effective School Standards are institutionalized as a basis for school
planning and improvement.

Professional networking of principals is strengthened through a system that clusters schools so that
neighboring principals benefit from shared experience, as well as to support collaborative practice as
a mechanism for improvement.

An incentives structure is developed and aligned with school, district, and MoE policies to provide
clear motivation for participation in professional development by principals and other administrative
staff.

Ministry of Education policies ensure a principal's tenure at a school is a minimum of three years in
order to provide consistent leadership throughout school-based management reforms. Principals
should not be transferred to another school while earning the Leadership Diploma.

The Ministry of Education develop and codify Principal Standards and link them to performance
indicators that have relevance and substance to career enhancement.

Community engagement in schools is strengthened through renewed consideration of approaches
and policies linking parents, principals and teachers. This could be informed through a
comprehensive study focused on how to improve existing approaches.
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BaC kg I'O U n d and Research Approach

The primary aims of MSN’s Leadership Development Program were to significantly improve the quality of
school leadership in MSN schools, enhance instructional leadership, as well as develop a culture of
school-based reform and continuous professional development among school principals. The program
focused on three key actors within Palestinian basic education: principals, district administrative staff and
supervisors. The framework for this approach was the Leadership Diploma Program (LDP) for the 40
MSN public school principals. This pilot program is now accredited by AQAC and was implemented in
conjunction with the National Institute for Education and Training (NIET).

The LDP for principals required a total of 320 hours divided among a practicum, action research,
face-to-face training, reflective learning circles, virtual learning, and a school leadership project. These
components took place over eighteen months. Half of the components involved face-to-face meetings with
homework assignments. The other half encompassed an on-the-job practicum. The LDP involved eleven
monthly face-to-face, full-day sessions and eleven bi-weekly learning circles lasting 2-3 hours. The
learning circles were a venue for principals to begin reflecting and acting upon a shared vision for school
improvement. The content of LDP sessions integrated real issues in the daily life of school principals with
theories of leadership in order to be relevant for participants. Importantly, the LDP was designed and
delivered locally with NIET staff leading the effort supported by MSN staff. The features of this program
were designed for sustainability and scalability.

Successful school improvement led by the principal was further supported through a collaborative district
structure. MSN's approach involved the creation of two types of leadership teams: School Improvement
Teams (SITs) and District Leadership Teams (DLTs). A key rationale for these teams was the belief that
decentralized management and control is essential for school management to improve and expand. The
major objective of the SITs was to lead the school-based improvement effort. Each school’s SIT was
comprised of the principal, teachers, and parent representatives who participated in a pre- and post-school
self-assessment. The SIT lead the improvement planning process at each school.

These efforts were linked to the DLTs in order to take advantage of the considerable influence resting with
district education offices, as well as to formalize the institutional support for the school improvement
process. Each DLT was headed by the district director, their two deputies, and the heads of sections
relevant to the school improvement domains. These departments included: supervision; student affairs;
technology; school building and construction; public relations; and school principal representatives. Each
district assigned a coordinator whose role was to be a liaison between the district and MSN staff. The
objectives of the DLTs included reviewing, revising and approving all school improvement plans jointly with
each school.

Finally, district supervisors were a third
important element to encourage
continuity between the district and the
school. Supervisors were included due
to their important role in instructional
leadership at the schools Vvis-a-vis
subject specific teachers and the
overlapping role of the principal. The

Table 1 Sample Sizes of Research groups

MSN Schools Control Schools

Teachers 521 655 146 104
Principals 57 40 13 10

supervisors were integrated into this
framework and received resources and
training to better support the MSN
teachers participating in a teacher
professional development program,
which occurred over 18 months.

Parents 918

Students,grades 4-5 147
Students,grades 6-9 739

Pre Post
1603 180 364
726 111 96

17989 215 314

The sample of principals in the pre-study indicated a subsample of deputy
principals: 17 from the MSN schools and 3 from the control schools.



In order to explore the impact of these interventions, the MSN Monitoring and Evaluation team (M&E), which
included technical input and data gathering from the MoEHE’s Assessment and Evaluation Department,
designed a robust mixed-methods approach for data collection. Quantitative methods included a satisfaction
survey administered at four intervals, a survey of randomly-selected district supervisors who monitored
classroom instruction in MSN schools, and a pre-post survey developed by MSN’s External Assessment team.
Qualitative data from focus groups and in-depth interviews with principals, teachers, district supervisors,
students, and parents helped to explain and contextualize findings from the quantitative research.
Furthermore, a number of statistical scales were created from the surveys which strengthened the quantitative
analysis. These included the following: the Scale of Principal’'s Leadership; the Scale of Educational
Leadership; the Scale of Principals’ Satisfaction with Professional Development; and the Scale of Satisfaction
with School Management and Leadership. Finally, a school self-assessment instrument was also utilized by
each school’s SIT.

MSN Principals’ Satisfaction with their
Professional Development Experiences

=

Based on internal evaluation surveys, principals' satisfaction with the
LDP experience was consistently high. The most significant
percentage changes between the beginning (pre-) and end of program

(post-) evaluations were reflected in the overall framework and

logistics (4%) and results (3%), as well as the role of facilitators (3%). AMIDEAST also created the Scale of
Principals’ Satisfaction with Professional Development, which consisted of seven questions designed to
gauge principals’ perceptions about the effectiveness of their professional development experiences on their
relationships with teachers, students, and other principals; how new ideas and skills improved their work
performance; how well professional development aligned with the objectives of the school improvement plan
(SIP); and how satisfied they were with the overall quality of the professional development activities. Based
on these indicators, principals' overall satisfaction with the impact of their professional development
experience on their leadership capacity increased 7.6% at the conclusion of the program.

Table 2

Professional development experiences |
|

Changes in the mean scores for the
individual questions on the Scale indicate,
as seen in Table 2, that MSN principals
credit their professional development
experiences with improving two key
dimensions of school management and
leadership. Firstly, their experiences
fostered more productive and meaningful

i i
" Pre | Post |%change
this year... ; : i

Included opportunities to work productively

with teachers at my school 3.74

4.25 14

Helped me understand my students better 3.8 | 4.19 10

Included opportunities to work productively

376 | 4.14 10

relationships with teachers, students and
fellow principals. In other words, MSN'’s
Leadership Development provided
conditions in which principals could
enhance their connection with their own
school as a community of learning, as well
as with principals from other schools in a
broader community of practice. Secondly,
MSN principals were not only exposed to
new ideas about school leadership, but

with principals from other schools

Led me to make changes in my work

Included enough time to think carefully
about, try, and evaluate new ideas

Were closely connected to my school's
improvement plan

Were sustained and coherently focused,
rather than short-term and unrelated

4.02

3.7

43

4.17

4.39

4.03

4.36

4.22

many felt motivated to apply their new learning in ways that resulted in substantive changes to their work as
principals. Finally, MSN principals indicated their professional development experiences were closely aligned
with their SIP, an opinion that remained mostly consistent from the beginning to the end of the MSN program.

A principal from the Hebron District noted, “/t was good training. The newest aspect for us was the

participation of teachers, students, and the local community in writing the vision of the SIP. It was hard
at first to do the planning, but by the end we were really happy.”




Stakeholders’ Views about the Overall Quality of School Leadership

MSN created the Scale of Principal’s Leadership. Figure 1
This scale consisted of six questions designed to
assess the perceptions of principals, teachers
and parents on the quality of school
management and leadership’. The questions us

elicited opinions about the leadership role of 67
principals in promoting school reform; new 46 —“'%

Assessment of principal's educational leadership by
principals, teachers, and parents

methods of instruction; professional 44

development of teachers; shared decision 42

making; the school as a community of learning; 4 402 : el 208 “=Principals
and parental and community involvement. . / 7 389 @wTeachers
Results overall for the three groups of 3.7 AParents

stakeholders were generally positive, as shown  *®

in Figure 1. Principals offered the most positive 34

opinion of their leadership, a view that remained 32

constant throughout the study. The mean score 3

for teachers - the stakeholder group with the Pre Post
most instrumental contact with principals - was
not only positive, but also improved 8% by the end of the study. The results for parents showed a slight
decrease of 3%, a finding that is discussed in last section of this report.

Table 3

A review of the individual questions
within the Scale, shown in Table 3,
reveals that the principals believe
they encourage teachers to try new ST e
methods of instruction, an opinion | pethods of instruction. 482 | 493 | 2 1399/427| 7 (412 412 0
substantiated by survey results for |Works to createa sense of community | , o) | o3 | o 374 4020 7 | 405 387 -4
teachers and parents. Results also |in this school.
ir:‘dicate prin(Cjil?[?S bf?”evet theé’ ::;‘feess;f’::ls‘:;:ll‘:;g:;tt‘:ftt';:chers 461 | 478 4 (376 414 10 | 401 378 -6
ave improved their efforts towar :
increaSing parental and Community Promotes parental and community
involvement. Principals also |involvement in this school.
indicate they are taking more direct
interest in the professional
development of teachers. Indeed, |Is strongly committed to shared 453 | 445 2 331 366 11 415 395 -5
teachers appear to agree fully that ~|decision making.

Principals

At this school, the principal...

i i i
ost | e | Post |

iPosti % | % %
; : Change i i Change i i Change

43 | 453 5 3.74 | 4.07 9 4.04 (386 -4

Is a strong leader in school reform. 449 | 45 0 3.78 | 4.07 8 4.15 | 3.95 -5

their principals’ attention to their professional development increased markedly. Likewise, they also credit
principals for being more proactive about encouraging parental and community involvement.

The Scale of Principal’'s Leadership also points to a promising change. When asked to assess the extent to
which principals are strongly committed to shared decision-making, the mean score for teachers increased 11%
by the end of the MSN program. This surprisingly strong increase suggests that MSN’s LDP has had a measure
of success in helping principals use multiple opportunities for engaging teachers about school reform through
the SITs and DLTs.

A principal from Ramallah District commented, “When [ first became a principal, | concentrated on the
administrative side of things. The MSN leadership course made me focus on educational improvement
and the needs of the teacher. | went and observed the classes and instead of asking about the light bulb
and if it is working and if the window is closed, | started asking, ‘Why aren’t you getting the students to

participate? Where is the critical thinking? Where are the questions? You are talking too much.” The MSN
leadership program opened my eyes to these things. The workshops and training made me a better
leader.”

1. The scale was based on a5 points Likert agreement scale.



I
LEAD E RS H I P and Teacher Performance

Enhancement of student learning outcomes
was a major goal of the MSN Program.
Consequently, the LDP focused on instructional
leadership which pertains to how a principal
encourages educational achievement by
making instructional quality the top priority for
schools.

The Scale of Educational Leadership was
designed to gauge the perceptions of both
principals and teachers about their schools’
capacity to enhance teachers’ instructional
performance through the provision of greater
autonomy, supportive  supervision, and
constructive feedback?. Thus, the scale sheds
light on the effectiveness of the principal in
creating a supportive professional environment
for teachers to practice good teaching and take
more responsibility in making decisions on
matters of curriculum and instruction.

Figure 2

The results of the Scale shown in Figure 2 Quali - -
o o i , uality of school leadership and management in the
indicate that principals rate their school’s promotion of effective instruction and learning
leadership in support of good teaching to be 5
quite positive. Even though this assessment |,

remained virtually unchanged by the end of the 420 {Pr—lly 427

MSN program, it highlights how seriously ¢ &@=MSN
principals take their role in providing 35 dﬁi Principals
educational leadership to support teachers’ s @@MSN
efforts to improve their instructional Teachers
performance. Results for the teachers on this 23
same scale support this conclusion. Although 2
teachers were more restrained in their G
assessment, their recognition of educational
leadership rose 9% by the end of the MSN
program. This increase suggests that teachers
perceived their principals were making an increased effort to support their work in the classroom. Interviews
with principals highlight the prominence of this aspect of the LDP training. A principal from the Jerusalem
Suburbs District observed, "I became more involved in how teachers teach and how students learn, my
observations and follow-up is no more limited to administrative issues but expands to other academic
issues.”

Pre Post

A Ramallah District principal: “/ started to see changes in the quality of assessment in my school, exam
papers and worksheets are different than what they were before the program. | see more focus on

critical thinking. Teachers start to share their papers and only after they get the feedback from their
colleagues they the final design version. Teachers use the resource library a lot.”

2. The scale consisted of 11 questions and was based on a 5 points Likert agreement scale. 5




Table 4

A review of specific questions Pre  Post % Change
comprising the Scale of
Educational Leadership, as [School leadership makes a sustained effort to address

. 3.78 | 4.09 8
shown in Table 4, reveals that [teacher concerns about new teacher support.
teba Cr}[eﬁ] = ”?tOSt prSrl:[ IVeI Teachers receive constructive feedback that helps 3.65 401 10
Ia Odu h'e CtapaCI ?]l ¢ SCthO(? them improve teaching. ' :
ea e.rs o toenhance elr Teachers feel empowered by the leadership of this
teaching performance through school 3.68 | 3.98 8
supportlvg supervision and  |School leadership promotes an atmosphere of trust 358 | 3.97 1
constructive feedback. For  |and mutual respect within the school. : :
instance, teachers gave the |Teachers feel comfortable raising issues and concerns 367 | 3.94 7
highest scores in the case of [that are important to them. ’ ’
support offered to new |Procedures for teacher performance evaluations are 366 | 3.82 4
teachers; the provision of applied fairly and consistently
constructive feedback to |Teachers pursue opportunities to participate in school 3.07 339 10
improve  teaching; feeling. (leadership roles

empowered; fostering an atmosphere of trust and mutual respect within the school; feeling comfortable
raising issues and concerns important to teachers; fairness in how teacher evaluations are conducted; and
finally, opportunities to participate in leadership roles

Table 5
On the other hand, Tabl_e 5 Pre Post % Change
shows that questions
measuring the extent of |Teachers are provided with opportunities to
teachers’ autonomy in matters |determine the content of in-service 2895 3.34 13
of curriculum and instruction |professional development programs
EEgVed Uil o Igwest Teachers are integrally involved in decision-
assessments - an indication of : : . 259 | 291 12
. . . making about educational issues.
some dissatisfaction. However,
the percent change on the three | Teachers are trusted to make sound 207 553 .
questions is significant and can  |professional decisions about instruction. i '
be explained as a result of

program interventions. For example, although teachers did not feel they had sufficient opportunity to
determine the content of their in-service professional development program, they did take advantage of
their opportunity to provide feedback and evaluate the modular curriculum.

Four different evaluations over the course of their
training provided important feedback and led to
some changes in content and delivery methods.
Teachers also registered a 12% increase in their
involvement in decision-making, which may reflect
their contribution to the school improvement
planning process. Finally, teachers also showed an
8% increase in terms of being able to make
decisions about classroom instruction. This may be
a reflection of an increase in their knowledge and
skills based upon MSN's teacher in-service
professional development program. In sum, the
reflective and participatory nature of the in-service
leadership and teacher professional development
programs clearly provided new opportunities for
teachers to increase their feeling of autonomy in
matters of curriculum and instruction, although there
is also room for improvement.




Figure 3

MS_N a!so greated a_ scale to _measqre the Satisfaction with Educational Leadership in MSN
satisfaction with education leadership. This scale schools

consisted of three questions from the surveys given @ 3
to principals and teachers. The questions explored
stakeholders’ perceptions of overall school
management and leadership; the school's capacity

to support teachers and provide for professional
development; and, the school’s capacity to consider | 2 smPrincipals
the needs of teachers®. The surveys were seleachers
administered at four intervals over the course of the
MSN Program. The results suggest the MSN
professional development programs targeting both
principals and teachers reinforced a common vision | 1 ‘ :
toward improving teaching and learning. Evidence B R I 201

of this common vision is illustrated in Figure 3. At the inception of the MSN program, a substantial gap in
perception existed between principals and teachers. However, during the course of the LDP, principals
broadened their view of their responsibilities to include instructional leadership and better responding to
teachers’ needs. In other words, MSN's professional development programs created opportunities for
principals and teachers to see the important interrelationship between school leadership and classroom
instruction, particularly the principal's role as an instructional leader. A principal from a Jerusalem suburb
made these remarks about this process: “I feel that | have a better understanding of what | do. | learned
that | should do things in comprehensive ways that include students, teachers and administrative staff. As
a school leader, | am now more aware for my role in teaching and learning in addition to administration
role."

225!

1.5

Figure 4
School Improvement Teams

The School Improvement Teams were charged with

two core responsibilities. First, they conducted a 3:
school self-assessment based upon a set of seven | .
Effective School Standards developed by M&E. The | ,
school self-assessment helped set school priorities | s i
and was linked to the second responsibility of | . e
participating in a school improvement planning | os

results from 0

process. Survey teachers and

principals representing 30 of 40 pre - and & * A A A
post-school self-assessments revealed an average ¢ &, &7 ﬁa"”
38% increase across the seven domains*. Figure 4 & S

illustrates these dramatic increases between

January 2010 and May 2012. Use of technology for both administration and teaching and learning
purposes registered the largest gain, 54%. Two other domains that changed dramatically were planning
based upon a school vision and mission, which increased 42%, and changes in school climate, which
increased 44%. The areas of alternative assessment and external relationships changed the least and
need further support from the MoE. Overall, the perspective of teachers and principals who served on
their school's School Improvement Teams highlight their strong belief that their schools are more
effective institutions as a result of participating in MSN's interventions.

3. The alpha reliability coefficient for the three items in the Principals’ scale: alpha = .603 ; and for the Teachers’
scale: alpha = .857.

4. All 40 MSN schools conducted a pre-self-assessment; however, 10 schools did not submit the
post-self-assessment. Thus, these results reflect a completion rate of 75%. Principals from five of these ten
schools were transferred to other schools during the MSN program which affected the continuity of this process. 7




The school improvement planning process involved
creating a comprehensive improvement plan that
outlined school priorities and needs. The outcome was
a plan that detailed each school's major priorities;
specific areas of improvement; and institutional
initiatives which would be revised annually. It also
included an explanation of the school’s vision, internal
professional development needs, and detailed new
equipment and renovation needs. This document was
then used as a blueprint for the MSN program to
procure high priority items for each school. Based on a
pre- and post-evaluation from each School
Improvement Team, 32 schools (80%) of MSN public
schools completed at least 70% of their school
improvement plans. A further eight schools believe they '
accomplished at least 90% of their goals. Given that more than a third of MSN schools saw a transition
in leadership during the program , as well as the fact that AMIDEAST was not able to fully fund some
school improvements due to funding limitations, this outcome is considered quite positive.

The following impressions of a principal in
Hebron illustrate the value of this process:
“In the beginning, we studied the needs of
the school, both material and otherwise.
Then the local community got involved
and we met to get the opinions of the
teachers, the families and the students.
Step by step. Before we would meet only
with the teachers, but MSN got us to
consult with the community and the
students as well. What changed is our
way of thinking. Before everything was
routine, but now we have a work plan to
change the atmosphere, to remove
violence and make students love school.”




The Role of SUPERVISION

The MoE assigned 42 district supervisors to
follow-up with the math, science and English
teachers in MSN schools. The supervisors
participated in four orientation sessions relevant to
the aims of the teacher in-service professional
development program. Each supervisor, as well as
the head of the supervision department in each
district, received a netbook in order to facilitate
communication with teachers and colleagues. The
supervisors also conducted at least two classroom
observations per teacher in their respective
disciplines. To assess the impact this component
had within MSN’s leadership initiative, a
questionnaire consisting of 29 closed - ended and 3
open - ended questions was administered to 14
randomly selected supervisors. Though small in
size, the sample of 6 women and 8 men was
stratified to provide a balanced representation of
supervisors of math, science, and English subjects
from schools in all seven districts of the West Bank.

Results of the closed-ended questions indicate the supervisors were very pleased with the impact of
MSN’s interventions on enhancing their professional capacity and skills. In particular, the program
significantly improved the capacity of supervisors to use ICT to carry out their work more efficiently and
effectively. Responses to the open-ended questions revealed that the use of technology and the
Internet was credited with enhancing the supervisors’ capacity to network with fellow supervisors and
facilitate follow-up communication with teachers after classroom observations. With regard to the
formal process of conducting classroom observations, the supervisors uniformly agreed that MSN’s
classroom observation form was practical, easy to use, and comprehensive. Supervisors found it
consistent with the MSN observation form used by principals.

An important result from the survey indicates the
supervisors’ agreement that MSN’s workshops
helped advance their self-confidence in providing
not only improved supervision to teachers, but also
increased the role supervision plays in fostering
4 positive change in the classroom. This perception
)} of a more cooperative working relationship with
teachers is highlighted in the open-ended
responses whereby several supervisors credited
. MSN’s leadership training in creating an
| atmosphere of professional trust and respect
between supervisor and teacher. In the words of
k one supervisor, the MSN workshops for supervisors
| “broke down the barrier of fear between the
supervisor and the teacher, and helped restore
teachers’ confidence and courage.”




A majority of the findings in this report point to the
effectiveness of MSN’s Leadership Development

HALLEN E Program in terms of significantly improving the

. . quality of school leadership. The focus of this
(N BIIV/EN [o]o]lp[o STl [oTo] MMETTo [STES gl (oM program was to foster a culture of school-based

reform. However, clear challenges exist to

improving upon this effort and scaling it to more than forty schools. For example, the structures AMIDEAST
put in place involving District Leadership Teams and School Improvement Teams supported the
implementation of the program in important ways. Sustaining these structures and their school-based
reform mandates will require changes in MoE policy and practice. These teams need to become part of the
district structure so that an official mechanism focuses on school improvement and is tied to in-service
professional development. This in-service professional development should include both school leaders
and teachers.

Furthermore, although MSN's leadership structure
attempted to integrate the community in the planning of
school improvement, parents had misgivings about this
effort. As noted in Figure 1 and Table 3, the view of
parents decreased over the length of the program
regarding the following areas: the capacity of principals
to promote broader educational reforms in their
children's schools and the capacity to build stronger
connections between schools, students’ homes and the
larger community. On the other hand, anecdotal
evidence revealed many positive examples of
engagement from parents. Nevertheless, the MSN
experience highlights that the nexus between parents,
principals and teachers needs further research,
awareness raising, advocacy and action.

Another critical source of uncertainty seen by all
stakeholders was the rupture in leadership caused by the 1
unexpected transfer of principals by the MoE. Over the ) Jsd s Jol oo gyl piglad
course of MSN's leadership program, 35% of the TN
principals were transferred to other schools. This
instability occurred even after specific understandings
had been reached with the MoE about the importance of
continuity in school leadership. Clearly, Ministry policies
and procedures regarding principal and teacher transfers
need to be revisited for any nationally-scaled program of
in-service professional development.

g Schools and Futures in Palestiné

A principal noted the following: “At the start of the MSN project, we were told that we wouldn’t be
transferred and that we would be able to continue our [school improvement] plans to fruition. | feel | am
playing catch-up here and there is no time. Three out of five of the MSN principals in my district were
transferred during the course of the project.”




