





Creating H.O.P.E.

Hope — The best days are in the future

Optimism — Things are getting better

Purpose — People count on me

Empathy — The pain of other people affects me deeply

HOPE Inventory — rate each factor 1 to 25 and provide evidence, examples, or
interactions to support your rating
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How Leaders Build H.O.P.E.:
Make an EXTERNAL focus part of every staff meeting, board meeting, and public forum
Treasure Hunts — identify, document, and replicate effective practice

Personal and specific appreciation
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Resilience and Renewal for

Leaders

® “Moon Shots” [Hamel, Gary. Moonshots for
Management. Harvard Business Review. Feb 2009]

—1) Serve higher purpose

—2) Community and citizenship

—3) Reconstruct foundations

—4) Eliminate pathologies of hierarchy
—5) Reduce fear and increase trust

m Resilience Inventory [Reeves, D.B. & Allison, E.
(2009). Renewal Coaching: Sustainable Change for
Individuals and Organizations. Jossey-Bass.]

Hallmarks of Resilience

m Balance rigidity and flexibility

m Reciprocity - integrally related to
Resilience

m Sense of history — from adversity to
renewal

m Exercise of control, mastery, impact in
decisive, consistent, and visible ways

[From Reeves & Allison, Renewal Coaching: Sustainable
Change for Individuals and Organizations, Jossey-Bass,

2009]
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Closing Arguments
Before the Jury

m Standard of Evidence
m Hung Juries
m Choice of Mistake

It's all Good in Theory, but
Does It Work in Practice?
Free resources:

PowerPoint slides, research evidence,
white papers, articles, and downloads:

www.LeadandLearn.com
Assessments for Renewal Coaching
www.RenewalCoaching.com

Change Leaders, Book Reviews,
Presentation Ideas

www.Changeleaders.com

About The Leadership and
Learning Center:

The Leadership and Learning Center has worked
with educational systems at the national, state, provincial
and local level. We've worked in all fifty states and every
continent on the globe. We are committed to a single goal:
extraordinary performance through extraordinary
learning. In addition to thousands of seminars, institutes,
and conferences, the Center provides one-to-one
Leadership Performance Coaching, policy consultation,
and our exclusive Implementation Audits.

To contact Dr. Reeves or anyone at the Center, call toll-free
from anywhere in North America 866.399.6019, ext. 512, or
call his office directly at (01) 978.740.3001, ext. 11.
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FEEDBACK FOR FACILITATOR

WORKSHOP TITLE:

LOCATION & DATE:

FACILITATOR:

Your feedback is very important. It fosters continuous improvement for me and for this work.
Feel free to make additional comments on the back of this page.

What was the most helpful thing you learned as a result of this session?

What would have helped you learn more effectively/efficiently?

What questions do you still have about the discussion?

What else would you like the presenter to know about this session?

Please visit our web site at www.LeadandLearn.com for more information about:
-The Leadership and Learning Center

-Center workshops, institutes, and conferences

-Scheduling staff development for my school district, conference, or convention
-Catalog of books and videos

-Performance assessments linked to my state’s standards

-Additional resources and downloads

SCHOOL DISTRICT:

NAME:

TELEPHONE: E-MAIL:

SCHOOL WEBSITE:

SCHOOL NAME/ORGANIZATION:

JOB TITLE:

ADDRESS:

CITY, STATE, ZIP:

FAX #:

The Leadership and Learning Center * 866.399.6019 ext. 512
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Leading to Change / How Do You
Sustain Excellence?

Douglas B. Reeves

It's not hard to find examples of short-term success in high-poverty
schools. Such cases have been documented in the recent work of -
Chenoweth (2007) and in my own studies of 90/90/90 schools—those November 2007
with 90 percent poverty, 90 percent minority enroliment, and 90

percent of students meeting or exceeding academic standards (Reeves, 2004). Earlier studies
by Edmonds (1979), Carter (1999), and Haycock (1999) also identified schools that were
succeeding despite the fact that they enrolled large numbers of students in poverty.

These case studies are admirable and amazing. But when I share them with teachers and
education leaders, they typically respond, “"Great—those ideas worked in one place at one time.
Why should I believe that they'll work in my school or that such success will last?” Critics have
questioned whether schools can consistently overcome the pervasive impact of poverty and
other conditions that influence student learning (Rothstein, 2004). In the face of continuing
challenges, can high-poverty schools really achieve long-term academic excellence? The case
of Mead Valley Elementary School suggests that sustained excellence is possible even in the
face of profound demographic challenges.

Mead Valley's Challenges

Located in the Val Verde School District in Riverside County, California, Mead Valley is among
the poorest schools in the United States. More than 95 percent of the students are eligible for
free or reduced-price lunch, and more than 70 percent are English language learners. The area
has high rates of drug abuse and violent crime. Evidence of poverty is stark and pervasive:
Some homes lack sewage services, and many children are chronically hungry. Yet in this
environment, the school has sustained a level of educational excellence that transcends
student demographics, transitions in teaching staff, and changes in school leadership.

A Culture of Commitment

Some schools that have been labeled as “successful” engage in a particularly disturbing
practice: They focus on improving the performance of students who, with a bit of intensive
intervention, can get to the proficiency cutoff score. The unfortunate result of this strategy is
that students performing significantly below grade level are treated as beyond hope, and those
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performing far above the proficiency cutoff are neglected.

Mead Valley's strategy is quite different. The school has a clear commitment to all students,
including the lowest-achieving students whom some schools ignore. This culture of
commitment extends to all members of the school community, including not only
administrators and teachers, but also the noncertified staff. Custodians, bus drivers, and
cafeteria workers all take pride in student success, questioning, challenging, and encouraging
students at every opportunity. In talking with former principal Earl Shore, I learned that Mead
Valley's success is the result of a combination of practices and people.

Practices and People

The professional practices successfully applied in Mead Valley are clearly defined and
potentially replicable. But to be effective over time, they require a notable degree of
schoolwide dedication and consistency. The first strategy was developing common curriculums
and assessments for all students at all grade levels, greatly reducing the variation in teacher
expectations from one classroom to the next. The school uses a combination of homegrown
and externally developed common assessments given throughout the year. The key, Shore
suggests, is using assessments that are consistently more rigorous than the final state
assessment.

Second, the school sets aside three hours of “sacred time” each day for literacy. There are no
pullouts or peripheral activities to interrupt students' most important task—learning to read
and write in English. The school uses the prescribed reading texts and also incorporates specific
interventions for English language learners. In addition, students practice writing daily.
Initially, some teachers resisted this idea and clung to what Schmoker (2001) calls “the
Crayola curriculum.” Shore explains, "We love the arts, and you can see them all around the
school, but we don't do arts and crafts during sacred literacy time.”

The concept of “sacred time” also applies to teacher collaboration. Every Wednesday, the
students are dismissed at 12:30, and teachers meet from 1:00 to 3:00 p.m. to focus on
student achievement, content, and teaching strategies. There are clear and specific norms for
the meetings, including universal participation and a focus on the learning agenda. The agenda
focuses on examining all available data, including not only test scores but also recent teacher
observations; identifying students in need of intervention; and discussing the faculty's most
effective teaching practices. Clear achievement targets have been established for every
student, for every grade, and for the entire school. For example, at the end of the year, every
kindergartner should be able to write three sentences; every 3rd grader, three paragraphs;
and every 5th grader, five paragraphs.

Third, the school builds emotional confidence for students and faculty. Regular ceremonies of
recognition and reward throughout the year send the message that this is a place where
students can thrive, irrespective of conditions outside the school. Seven years ago, when Shore
first arrived, there was a culture of defeat and a sense of hopelessness. Today, teachers have a
relentless enthusiasm and confidence. This confidence is reflected in their daily discussions
focused on student success.



Fourth, the school sets and enforces standards of professional responsibility. Inadequate
teaching is not tolerated. Of the 27 teachers at Mead Valley, three were terminated and two
were transferred at the end of the first year the school launched these reforms. Decisions
about contract renewal, transfers, performance improvement, and terminations can be an
emotional, legal, and financial challenge for a school system. But effective instructional
leadership depends on recognizing and rewarding professional excellence and, when necessary,
eliminating ineffective practice.

Sustained Results

In California, the Academic Performance Index (API) measures student performance in English
language arts and mathematics. In 2000, Mead Valley's API was 450. By 2004, it had jumped
to 695. In many cases, such a dramatic improvement is followed by flat or declining scores, but
Mead Valley's record of sustained excellence is reflected in the scores for subsequent years:
729 in 2005; 746 in 2006; and 774 in 2007.

Special education students and English language learners also made substantial gains. This fall,
the school was named a California Distinguished School for the first time in its history. The
school is poised to break 800, an API score more commonly associated with wealthy suburban
schools.

What is particularly noteworthy about these scores is that the last gain happened after Shore
left to take a position as assistant superintendent. The new principal, Ruth Salazar, fully
embraced the culture of commitment and successful professional practices, proving that even
after a key leader departs, effective school culture and instructional strategies can endure.

Can Mead Valley's success be replicated? For three compelling reasons, I believe the answer is
an emphatic yes. First, the techniques used in this school were not idiosyncratic, but rather
were culled from the research on successful practices of other high-poverty schools, including
the 90/90/90 schools. Second, the improvement was not the result of a short burst of energy
by a few people who soon burned out, but rather the result of steady, sustained efforts for
more than half a decade. Third and most important, although there was some staff turnover—
which happens in most high-poverty schools—a significant number of staff members remained
at the school and were part of its successful turnaround. Most challenging schools are staffed
by the same kind of competent, hard-working professionals; at Mead Valley, they produced
dramatically improved results through new practices and a culture of commitment.
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Domino's Pizza estimates that it delivered more than 1.2 million pizzas
on Super Bowl Sunday. I estimate than more than a million of those
pies were delivered to people like me who had, only a few weeks March 2007

earlier, resolved to give up pizza. If our annual tradition of leaving our

New Year's goals in tatters has any redeeming value, it's the lesson it offers about the
foolishness of believing that creating a list of goals is enough. Just as New Year's resolutions
rarely survive until February, many promising school plans never break out of the confines of
three-ring binders. We have the goals and the plans. The challenge is closing the
implementation gap.

The good news is that we know what to do. Education research has equipped us with abundant
evidence on instructional and leadership strategies that are likely to result in improved student
achievement (Marzano, Waters, & McNulty, 2005).

Evidence, however, is strikingly powerless against the forces that drive human behavior.
Despite medical research establishing the association between cigarette smoking and lung
cancer, educated people, including physicians, still smoke. The same people who would never
buy a washing machine without consulting Consumer Reports sometimes use risky, untested
medications in response to late-night television testimonials. And yes, teachers and school
leaders persist in using ineffective teaching strategies, toxic grading policies, and
counterproductive leadership tactics despite an avalanche of evidence that suggests better
alternatives. The challenge before us is not a shortage of evidence or a lack of goals, but a
collective failure to implement strategies to reach those goals.

Every organization—indeed, every person—suffers to some degree from a gap between
intention and action. Leadership can make the difference. Here are a few specific strategies
that school leaders can employ to bring implementation closer to reality.

Create short-term wins. Psychologist Martha Beck (2006) marshals impressive evidence that
individuals need immediate, continuing reinforcement to sustain meaningful changes. Tom
Peters (2003) makes the same case for organizational change. Too many school initiatives
provide their chief feedback through annual test score reports—results that are almost never
delivered until it's too late to reinforce or modify teachers' or leaders' behavior.



Effective leaders design plans in the spring and summer that will produce short-term wins
within the first few weeks of school. For example, counselors can post behavioral data,
signaling that as expectations have been communicated more consistently during the early
days of the semester, the school climate has improved. Teachers can post visible evidence of
interdisciplinary assignments and the resulting student work, showing colleagues and students
a commitment to professional collaboration.

Formative assessment (Ainsworth & Viegut, 2006; Stiggins, 2004) is another important way to
provide short-term wins throughout the year. Formative assessment provides meaningful
feedback that students and teachers can use to improve professional practices and student
achievement. Formative assessment need not be long or formal. Consider what happens in
music classes every day. When a student plays a note incorrectly, the music teacher does not
record the error in the grade book and inform the student's parents nine weeks later that the
student really needs to work on F-sharp. Music teachers continually assess student
performance, stop when necessary to give specific feedback, and then immediately use that
feedback to improve student's work.

The key to effective short-term wins is that the objectives are meaningful, are attainable, and
provide immediate feedback to reinforce effective practice and modify ineffective practice.
Without short-term wins, the pain of change often overwhelms the anticipated long-term
benefits.

Recognize effective practices simply and clearly throughout the year. The Connecticut
Department of Education holds an annual “adult science fair” in which professional practices
that teachers have carried out and the achievement data of their students are displayed on
simple three-panel boards showing student data on the left-hand panel, adult actions in the
middle panel, and inferences and conclusions on the right-hand panel. Last year, more than
200 schools contributed displays.

In Clark County, Nevada, 81 teams of teachers and administrators are involved in action
research projects. They display not only achievement scores on formative assessments, but
also the professional practices associated with the scores. For example, one teacher found that
during the first semester, his students who made the most extensive use of Cornell note taking
scored twice as high on a national physics test as those who made the least use of this
technique. These displays are living documents, updated to provide a regular focal point for
celebrating best practices.

Emphasize effectiveness, not popularity. Too many change efforts fail because leaders have
underestimated the power of the prevailing culture in undermining change. To challenge that
culture, leaders must be prepared to stand up for effective practice even if changes are initially
unpopular. Teachers in every school know right now which students are in danger of failure at
the end of the year, and they know that with immediate intervention and extra time, many of
those failures could be avoided. Yet one of the least popular actions any teacher or school
leader can take is to change a student's schedule or curriculum during the year. It is easier to
wait for failure at the end of the year and even attempt the same practices in the following



year, all the while hoping for different results.

If the litmus test for goal achievement is the short-term popularity of the changes necessary to
implement the goals, then the strategy is doomed. Change inevitably represents risk, loss, and
fear, a triumvirate never associated with popularity.

Make the case for change compelling, and associate it with moral imperatives rather than
compliance with authority. An announcement that “"We have to do this to comply with state and
federal requirements” will never arouse the emotional engagement of the school staff. Instead
of citing administrative requirements, inspire staff members with a call for their best: Student
literacy is a civil right. Faculty collaboration is the foundation of fairness. Learning communities
are the essence of respect.

You won't close the implementation gap with another set of three-ring binders or
announcements about the latest initiative. Close the gap with immediate wins, visible
recognition of what works, a focus on effectiveness rather than popularity, and an appeal to
the values that brought us all into this profession in the first place.
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If you wanted to make just one change that would immediately reduce THINK)_ - (

student failure rates, then the most effective place to start would be

challenging prevailing grading practices. How can | be so sure? Try this February 2008
experiment in your next faculty meeting. Ask your colleagues to

calculate the final grade for a student who receives the following 10 grades during a semester:
C, C, MA (Missing Assignment), D, C, B, MA, MA, B, A. | have done this experiment with
thousands of teachers and administrators in the United States, Canada, and Argentina. Every
time—bar none—I get the same results: The final grades range from F to A and include
everything in between.

As this experiment demonstrates, the difference between failure and the honor roll often
depends on the grading policies of the teacher. To reduce the failure rate, schools don't need a
new curriculum, a new principal, new teachers, or new technology. They just need a better
grading system.

Ineffective Grading

The results of my experiment are not surprising. Guskey and Bailey (2001) and Marzano
(2000) have synthesized decades of research with similar findings. Neither the weight of
scholarship nor common sense seems to have influenced grading policies in many schools.
Practices vary greatly among teachers in the same school—and even worse, the practices best
supported by research are rarely in evidence.

For example, the most effective grading practices provide accurate, specific, timely feedback
designed to improve student performance (Marzano 2000, 2007; O'Connor, 2007). In the best
classrooms, grades are only one of many types of feedback provided to students. Music
teachers and athletic coaches routinely provide abundant feedback to students and only
occasionally associate a grade with the feedback. Teachers in visual arts, drafting, culinary
arts, or computer programming allow students to create a portfolio to show their best work,
knowing that the mistakes made in the course of the semester were not failures, but lessons
learned on the way to success. In each of these cases, "failures" along the way are not
averaged into a calculation of the final grade.



Contrast these effective practices with three commonly used grading policies that are so
ineffective they can be labeled as toxic. First is the use of zeroes for missing work. Despite
evidence that grading as punishment does not work (Guskey, 2000) and the mathematical flaw
in the use of the zero on a 100-point scale (Reeves, 2004), many teachers routinely maintain
this policy in the mistaken belief that it will lead to improved student performance. Defenders
of the zero claim that students need to have consequences for flouting the teacher's authority
and failing to turn in work on time. They're right, but the appropriate consequence is not a
zero; it's completing the work—before, during, or after school, during study periods, at "quiet
tables" at lunch, or in other settings.

Second is the practice of using the average of all scores throughout the semester, a formula
that presumes that the learning early in the semester is as important as learning at the end of
the semester (Marzano, 2000; O'Connor, 2007). Interestingly, when teachers and
administrators have been students in my graduate courses, they routinely insist that they
should be evaluated on the basis of their understanding at the end of the semester rather than
their work throughout the term.

Third is the use of the "semester killer"—the single project, test, lab, paper, or other
assignment that will make or break students. This practice puts 18 weeks of work at risk based
on a project that might, at most, have consumed four weeks of the semester.

A small but growing number of school systems are tackling the issue head-on with
comprehensive plans for effective grading practices. (The policy developed by one such district,
Grand Island Public Schools in Nebraska, is available at http://wikiassessments.editme.com/
files/GradingandReporting/G%26R%20Guiding%20Docs.pdf.)

But even in districts that have attempted to put effective grading policies in place, enforcement
is often inconsistent. Grading seems to be regarded as the last frontier of individual teacher
discretion. The same school leaders and community members who would be indignant if sports
referees were inconsistent in their rulings continue to tolerate inconsistencies that have
devastating effects on student achievement.

High-Stakes Grading

The Alliance for Excellent Education estimated that the annual cost of high school failure
exceeds $330 billion ("An Economic Case," 2007). Some of these failures are no doubt caused
by excessive absences and poor student performance. But, as the experiment at the beginning
of this column clearly indicates, many failures are caused by the differences in teacher grading
policies.

Do another experiment: Randomly select 30 course failures from the last semester, and
determine the cause for failure. Two common causes are missing homework and poor
performance on a single major assignment—a term paper, lab, or project. What would it mean
to your school if you could reduce the number of failing grades resulting solely from
uncompleted homework?

The stakes of grading practices are not limited to student failure. When grading policies
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improve, discipline and morale almost always follow. For example, Ben Davis High School in
Indianapolis, Indiana, achieved a remarkable reduction in course failures through focused
attention on improved feedback and intervention for students (Reeves, 2006). | recently
checked in with the school, and Principal Joel McKinney reported that the success of this
challenging urban school (74 percent free and reduced-price lunch, high mobility, and
increasing numbers of English language learners) did not stop with reducing 9th and 10th
grade failures. As of fall 2007, enrollment in advanced placement classes had increased 32
percent; suspensions had declined 67 percent; elective opportunities in music, art, and
technology had increased; class cuts and tardiness had fallen significantly; teacher morale and
school climate had noticeably improved—and the course failure rate had continued to decline
(personal communication, December 5, 2007). When schools take steps to reduce failures, lots
of good things happen.

The Steps to Take

Although changing grading systems is a challenging leadership task, the benefits are so great
that it's worth doing.

First, create a sense of urgency. ldentify the exact cost of inconsistent grading practices. How
many failures can we prevent this semester if we improve our grading practices?

Second, identify teacher leaders who are already improving policies. Chances are that some
teachers in your school have already eliminated the use of the average and the zero on a 100-
point scale and created meaningful opportunities for corrective feedback outside of grades.
Provide a forum for these teachers to share their insights with colleagues and lead the effort to
develop improved policies.

Third, get the facts; gather evidence that will create a rationale for decision making. At the end
of the day, your choices about teaching practice must be guided by evidence, not opinions. For
example, although many people sincerely believe that giving poor grades as a punishment is
effective, Guskey (2000) has marshaled 90 years of evidence to the contrary.

Fourth, reassure parents, students, and teachers that certain things will not change. Students
will still have letter grades, transcripts, honor rolls, individualized education plans, and
everything else that they have counted on as part of their grading system. What they won't
have is irrational grading policies that give students widely different grades for the same work.

The benefits of effective grading practices are not limited to a reduced failure rate—although
that benefit alone is sufficient to justify change. When student failures decrease, student
behavior improves, faculty morale is better, resources allocated to remedial courses and course
repetitions are reduced, and resources invested in electives and advanced courses increase.
When was the last time a single change in your school accomplished all that?
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