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Preface

By reading these words, you have already demonstrated some of the
daily disciplines of leadership. You are willing to acknowledge that
there are things you need to learn, so you are practicing the disci-
pline of introspection. You are willing to undertake the challenge
of acquiring new knowledge and skills, so you are practicing the dis-
cipline of learning. Whether you are a chief executive officer, board
member, department head, teacher, parent, community leader, or
business person, you are engaged in leadership. Leadership is nei-
ther a title nor merely the obvious activities of a person of author-
ity; it is who you are and who you do every day. Thus there are
people with the title of leader who do not practice leadership, and
there is an enormous reservoir of leadership talent among those
who have no leadership title. The daily disciplines of leadership
allow today’s leaders to become more effective and tomorrow’s lead-
ers to begin their pattern of successful leadership practice today.

Although I do not know you personally, I have encountered
your colleagues who bear the burden of the leadership of complex
educational systems throughout the United States as well as in
Europe, Asia, and Africa. You are busy to the point of exhaustion
and therefore I realize that [ have only a minute or two to convince
you that the following pages are worthy of your time. Thus, [ will
do two things in the next few sentences. First, [ will tell you what I
already know about the challenges and frustrations that you face.
Second, I will explain how this book offers practical strategies to
enhance the impact of your leadership every single day.

xiii
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Here is what [ know about you. Your time is limited; each day
you face competing demands not only for scarce financial resources
but also for one of the most important resources of all, the time and
attention of leadership. Moreover, your choices are rarely clear-cut
and you must confront the fog of ambiguity regularly. You are weary
of the hype and tripe that masquerades as educational policy analy-
sis, and you are intolerant of one more fact-free debate. You know
that the worlds of education, business, government, and nonprofit
organizations can all contribute wisdom to one another, even while
you acknowledge that the challenges of all these sectors differ. You
are frustrated and sometimes angry at the pabulum that passes for
educational research, and you get very, very cranky with the
patronizing sophistry of the purveyors of doom as well as with bland
reassurances that all is well. You can handle the truth, and you pre-
fer it with unvarnished complexity and ambiguity. You know, in
sum, that Einstein was right when he said that things should be
made as simple as possible, but not more so.

How can this book help you? You will learn five critical insights
that every senior leader and policy maker must have. First, you will
learn how to create change even if there is initially no consensus in
favor of change. Second, you will create a leadership profile of your-
self, using the Leadership and Learning (L?) Matrix. In this way,
you systematically analyze the decisions that you and other leaders
make so that you focus your energies and those of your organization
on the practices with the greatest impact on success. In this way,
you learn what you can stop doing. If this book lengthens your to-
do list, then take it back for a refund. I have been successful only if
you are able to focus your efforts and those of your colleagues; the
discipline of focus requires abandoning initiatives that are ineffec-
tive, obsolete, and superfluous. Every school system has such ini-
tiatives, and among your most important duties is coaching leaders
and teachers on what to stop doing.

Third, you will master management of your most valuable
resource, your own time; you will inject relentless respect for the
value of time and intolerance for wasted time throughout your
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organization. Fourth, you will learn to create a new accountability
system that goes far beyond the traditional litany of test scores and
offers you and your stakeholders meaningful insight into the
antecedents of excellence for your organization. You cannot lead
test scores; you can only lead people. You will not motivate your
colleagues with vague promises and illusions. You will motivate
them with truth—both the tough truth of where they are now and
the inspiring truth of their own successes and how they can be bet-
ter tomorrow than they are today. Fifth and finally, you will learn
to identify the next generation of leaders and begin the mentoring
process immediately. In this book you learn how to evaluate, coach,
and develop more leaders. You know how exhausting the profession
of educational leadership is. You know that the shortage of effec-
tive leaders is the next crisis in education. In the short run, you can
continue to raid neighboring districts and states to meet your lead-
ership needs, but in the long run you must identify and develop the
next generation of educational leaders. You will help tomorrow’s
leaders practice the daily disciplines of leadership long before they
have a leadership title. While other new leaders react in panic to
new responsibilities, the leaders in your system relish the challenge
knowing that you have prepared them well for the journey.

One more thing. If no one has said it recently (and chances are
that no one has), thanks for what you do. I cannot vote for you or
extend your contract, but [ notice your commitment and the fact
that a paycheck or an election night cannot possibly compensate
you for the job you do. In many communities, those in educational
leadership positions are the Bo-Bo dolls of public policy, expected
to absorb every blow without changing expression. I grew up in a
world in which teachers; principals; board members; legislators;
superintendents; and other local, state, and national policy makers
were respected for their sacrifice and response to a call of duty.
Today it is open season, with jokes, personal attacks, and ques-
tioning of motives the blood sport of journalists and assorted
cranks. You persist not because your job is popular but because it
is important. You endure not because it is fun but because it is
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necessary. You think that you have outgrown or outlasted the need
for appreciation, and perhaps that is true. But as a parent and as a
citizen, let me offer it nevertheless. Thank you.
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Chapter One

Students Are Not Customers

The Unique Elements of Educational Leadership

Leadership Keys

Students are not customers

Leaders are architects of improved performance
Results are not enough

Leaders understand the antecedents of excellence
Equity is not optional

Values and principles: a harbor during the inevitable storm

Leadership is an intimidating subject and an even more challeng-
ing role. There are more than twenty-six thousand books in print
that claim to be about this subject; thus if description and instruc-
tion were sufficient, one would think that the world is filled with
successful leaders. Nevertheless, when I ask people to name as
many truly successful leaders as they can—those they know and
those they have only become acquainted with through newspapers
and history books—the tally is rarely more than one or two dozen.
When I further challenge them to identify whether the leader was
merely at the right place at the right time—the lucky leader, as we
shall call them in this volume—the list is cut by more than half.

This leads me to bad news, worse news, and good news. The
bad news is clear: excellent leadership is rare. The worse news is
that you do not become an excellent leader by reading this or any
other book. We authors hate admitting that our books do not cure
wrinkles, induce weight loss, and ignite the hidden qualities that
had, before a trip to the bookstore, been dormant.



4 THE DAILY DISCIPLINES OF LEADERSHIP

This brings us to the less obvious good news: excellent leader-
ship is an acquired skill. It is not a talent endowed at birth. It is not
a character trait developed in childhood by parents. It is not a
matter of luck, at least if we define leader appropriately as the archi-
tect of sustained improvement of individual and organizational
performance.

Students Are Not Customers
The Enduring Impact of an Educational Leader

“I never told you this before, but you helped me to stop being afraid
of school, and that changed my life.”

[ did not recognize the tall young man near the bargain table of
the Tattered Cover bookstore, my favorite hangout during the time
[ lived in the Rocky Mountains. He then extended his hand and
explained, “I'm Marcus, and you were my teacher in sixth grade.”

Ah, yes—Marcus. He was the smallest kid in the class, and as
often as not recess ended in tears. The transition from playground
to the classroom was not much better, where many of the other
kids needed him for his ability to translate their questions into Eng-
lish but appeared not to return the favor when Marcus needed help.
Every exercise was a struggle and every mistake was a terror that
reminded him of his inadequacies. If there had been any doubrt, his
peers (and apparently his parents) reinforced his self-doubt. Marcus
responded to encouragement and small victories, routinely staying
after class or coming in early to ensure that he had not only solved
a problem but understood it.

As the year went on, the students took more responsibility
for blackboard work; I learned that daily demonstrations that
[ knew the Pythagorean Theorem were less meaningful than those
moments when my students assumed the role of teacher and
demonstrated their own understanding. This was hardly a risk-free
endeavor, as student mistakes were accompanied by catcalls
from peers. Skeptical administrators wondered aloud about who
the teacher was when they observed children, rather than the
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appointed expert, holding the chalk and addressing the class. More
than once, Marcus had stumbled and retreated to his desk in tears.
Perhaps a kinder teacher would have relieved him of the obligation
to present a lesson, but I knew that my task was a difficult balance
between gentle encouragement and uncompromising demands.

The day that Marcus presented in clear and precise language,
using numbers, symbols, and words, that the square of the
hypotenuse was equal to the sum of the square of the two sides of a
right triangle, he did not know that the principal, Mr. Robinson,
and his mother were outside the door listening. A moment after his
successful presentation of the proof, the eavesdroppers entered the
room. Mrs. Bencista was beaming. Mr. Robinson added in his
typical businesslike fashion, “That was excellent.” Marcus said
nothing, but from that day forward, his confidence and demeanor
changed.

In our brief encounter in the bookstore, Marcus explained that
he had become a successful diamond merchant, a business in
which visual acuity was second only to business acumen. “I use
what you taught me every day,” he said. “Thank you.” Perhaps
Marcus meant that he used mathematics, but [ suspect that he also
benefits from the resilience, perseverance, and tenacity that I
attempted to instill in all of my students. I am fairly certain, how-
ever, that the thanks Marcus offered would not have been merited
if [ had created a classroom characterized by false reassurance and
the absence of challenge.

Delayed Gratification: The Essential Difference Between
Students and Customers

If you have been an educator for several years, perhaps you have
enjoyed the experience of a student thanking you for something
that you did five, ten, or fifteen years ago. The unexpected and sat-
isfying encounter typically occurs when a former student is only
now recognizing the importance of our insistence on quality,
perseverance, and risk taking. Veteran educators know that if we
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curried favor with our students through low expectation, profligate
reward, and scant challenge in the classroom, the transient appre-
ciation from students would soon be replaced by contempt. We
knew from our own experience that we never thanked our least
demanding teachers during chance encounters at a bookstore. Of
course, the appreciation of students that is fifteen years after an
event does not appear on a teacher evaluation. Most leaders live in
the present, with today’s complaints and tomorrow’s praise. Rather
than inquire into the long-term consequences of a strategy, the
educational leader is much more likely to ask, “What have you
done for me lately?”

Adopting the vernacular of the business world, we wonder if the
customers are satisfied. Our focus is on the short-term; in other words,
it not only obscures consideration of the long-term but can be a per-
verse incentive at cross-purposes. A customer needs instant gratifi-
cation; a student needs challenge. A customer needs to be happy; a
student needs to be provoked into deliberate dissatisfaction, reflec-
tion, and hard work before the genuine happiness of discovery and
learning can take place. Customers can take revenge on a merchant
by withholding their money. Students take revenge on themselves by
withholding participation, withdrawing from learning, proving
with their failure the accuracy of their appraisal of the teacher as
incompetent.

There is one more distinction worthy of mention. The mer-
chant can advertise, develop new products and, she hopes, find new
customers. Educators and school leaders, by contrast, must face the
same students tomorrow, including those who are unhappy, dissat-
isfied, bored, unmotivated, nonparticipative, and without a strong
support system at home.

Educational leaders who view students as customers accept a
world of superficiality, mediocrity, instant gratification, and, as
a result, popularity. Educational leaders who reject this view risk
their short-term popularity but remain true to their values. They
replace superficiality with depth, mediocrity with excellence, and
instant gratification with appreciation years in the future. Some of
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the techniques in this book yield improved student results with
astonishing speed, but other strategies require commitment to the
unending enterprise of learning. The leader who pursues this path
does not ride into the sunset with a mission definitively accom-
plished but instead continues each day to make a difference in the
lives of the students, teachers, parents, and communities served.
This book does not help you make it as if there were a clear desti-
nation; rather, it assists you on an unending journey of leadership
excellence.

What Business and Educational Leaders
Can Learn from One Another

The contention that students are not customers is not a declara-
tion that business and educational leaders have nothing to learn
from one another. In fact, many innovations from business have
been useful in education. Just as the best business leaders know
that the proverbial bottom line does not tell the complete story of
business performance, the best educational leaders know that
accountability is more than a litany of test scores (Kaplan and
Norton, 2001; Epstein and Birchard, 1999). Consider the case of
Warren Buffet, frequently regarded as the world’s shrewdest
investor. Although his status in business circles as “the sage of
Omaha” appeared secure in the early 1990s and is certainly so
today, there was an interval when investors had their doubts.
Because he followed the rule that “I don’t invest in things that I
don’t understand,” Buffet failed to follow legions of other investors
into the Internet boom of the late 1990s. When small companies
without substantial assets and with multimillion dollar losses nev-
ertheless became stock market darlings, Buffet refused to follow
the fad. The stock market performance of his company, Berkshire
Hathaway, was stellar when viewed with the perspective of
decades, but the stock lagged significantly behind the typical dot-
com miracle company that appeared to enrich investors overnight
with triple-digit gains.
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Thus to his critics, the sage of Omaha became just another has-
been who clearly didn’t get it. There were, for the first time ever,
scattered boos at the 1999 annual meeting of shareholders of
Berkshire Hathaway, presumably from investors disgruntled that
Buffet heeded his rule to avoid investing where it did not, to him
at least, make sense. A year later, when the twenty-something
paper billionaires were hocking their BMWs, layoffs and bank-
ruptcies were a common event, and the bloom was off the dot-com
rose, Buffet’s wisdom was evident. He understood that a focus on
short-term results was an appealing but dangerous trap. Most
important, he saw that blind association of success with a rising
stock price represented a fundamental analytical failure to associ-
ate real causes with real effects.

This is a lesson the successful educational leader has long
known: results are not enough. Unless the leader understands the
causes associated with improved educational achievement, she
cannot make informed decisions in the future. Just as Buffet
endured the boos of disgruntled shareholders, the successful educa-
tional leader must accept some unpopularity as she challenges
time-honored tradition, insists on data to support prejudice, and
makes difficult decisions. A successful leader in any context, how-
ever, understands the fundamental importance of causal analysis
and thus does not chase every fad simply because it was in the
temporal or physical vicinity of apparent results.

In business, this complexity is recognized through use of the
“balanced scorecard” (Kaplan and Norton, 1996). As the dot-com
boom and bust instructed us, neither rising stock prices nor tran-
sient enthusiasm is sufficient to maintain an enterprise. In educa-
tion, applying holistic accountability (Reeves, 2002b) systems
allows similar understanding. It is not test scores alone that tell the
story of a successful classroom or school, but rather deeper under-
standing of the antecedents of excellence that reveals the factors
associated with student achievement. The problem with this
approach to leadership is that it elevates analysis of root causes over
superficial presentation of today’s effects. This dilemma is at the
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heart of what makes educational leadership unique: students are
not customers.

The Purpose of Leadership

Take a pencil—not a pen—and write in the space below your
response to this question: What is the purpose of educational
leadership?

When I pose this question to leaders without imposing a border
the size of a business card, I typically receive an answer that is (to
be charitable) ponderous, unfocused, and unrelated to the daily
activities of the leader who offered the explanation. Typically, the
training for such an unproductive exercise in loquaciousness was a
strategic planning process that culminated in a page-long mission
statement, a plan with hundreds of objectives, and administrators
who were able to walk authoritatively down the hallway, reeking of
leather as they carried THE PLAN with them.

Here are definitions of effective leadership from some of the
world’s leading experts on the subject:

Those who help us center our work in a deeper purpose are leaders
we cherish, and to whom we return love, gift for gift [Wheatley,

1999, p. 133].
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I’'m talking about leadership as the development of vision and strate-
gies, the alignment of relevant people behind those strategies, and
the empowerment of individuals to make the vision happen, despite
obstacles. This stands in stark contrast with management, which
involves keeping the current system operating through planning,
budgeting, organizing, staffing, controlling, and problem-solving.
Leadership works through people and culture. It’s soft and hot.
Management works through hierarchy and systems. It’s harder and

cooler [Kotter, 1999, p. 10; emphasis in original].

Leaders manage the dream. All leaders have the capacity to create
a compelling vision, one that takes people to a new place, and the

ability to translate that vision into reality [Bennis, 1999, p. 26].

Leaders produce consent, others seek consensus. Consent is given
to the confident and composed, those with firm and persuasive
convictions. Only people who believe in themselves generate
believers. Nor is it a matter of charisma. It is about inner strength
and clearly articulated views that are convincingly based on deep
experience and solid judgments. Arrogance and swagger sometimes
work, but then things fall apart [Levitt, 1991, p. 30].

We believe that, above all else, strategic leaders must have a sense
of vision [similar to Christopher Columbus]—an ability to set
broad, lofty goals and steer a course toward them, but with the
insight and flexibility to adjust both the course and the goals
as the horizon becomes clearer. They must be able to communicate
the goals and the course to well-educated, technically skilled
colleagues. And they must develop the internal and external
alliances and supporting communication and reward structures that
will ensure the appropriate resources are brought to bear on
achieving the organization’s strategic objective [Vicere and Fulmer,
1997, pp. 2-3].

The function of leadership is to cope with change. Leadership did

not have any real meaning in the marketplace until recently, when
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radical change became the norm. . .. To lead change, skills are
needed for creating an attractive vision of the future and making it
a real possibility. The test of good leadership is the achievement of
intended change in systems and people [Shtogren, 1999, pp. 2-3].

Most management writers agree that leadership is the process of influ-
encing the activities of an individual or a group in efforts toward goal
achievement in a given situation. From this definition of leadership,
it follows that the leadership process is a function of the leader, the
follower, and other situational variables—L = f(I, f, s) [Hersey and
Blanchard, 1993, p. 93; italics in original].

Leaders in learning organizations . . . focus predominantly on pur-
pose and systemic structure. Moreover, they “teach” people through

the organization to do likewise [Senge, 1990, p. 353].

The builders of visionary companies tend to be clock builders,
not time tellers. They concentrate primarily on building an
organization—building a ticking clock—rather than on hitting a
market just right with a visionary product idea and riding the
growth curve of an attractive product life cycle. And instead of con-
centrating on acquiring the individual personality traits of vision-
ary leadership, they take an architectural approach and concentrate
on building the organizational traits of visionary companies. The
primary output of their efforts is not the tangible implementation of
a great idea, the expression of a charismatic personality, the gratifi-
cation of their ego, or the accumulation of personal wealth. Their
greatest creation is the company itself and what it stands for [Collins

and Porras, 1994, p. 23; emphasis in original].

Management exists for the sake of the institution’s results. It has to
start with the intended results and has to organize the resources of
the institution to attain these results. It is the organ to make the
institution, whether business, church, university, hospital or a bat-

tered women’s shelter, capable of producing results outside of itself
[Drucker, 1999, p. 39].
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My addition to this list: leaders are the architects of improved
individual and organizational performance.

The Implications of the Leader as Architect

My ten-word definition has several important implications. First,
the architect designs, but does not do, the work of building.
Without welders, carpenters, electricians, bricklayers, engineers, sur-
veyors, painters, and host of other specialists, the architect is merely
a dreamer with drawings. In this context, we know not only what
the leader does but what the leader does not do—indeed, cannot
do. The leader cannot be simultaneously an expert in writing, cal-
culus, school finance, physics, assessment, personnel management,
European history, chemistry, parent engagement, child develop-
ment, classroom management, student motivation, and the host of
other expectations that we routinely expect of the educational
leader.

Second, the successful leader is, by definition, dissatisfied with
the status quo. Because the emphasis is on improvement at the
individual and organizational levels, the sentiment that “every-
thing is just fine, so please leave us alone” is alien to this leader.
Dissatisfaction with the present does not imply discontent. Indeed,
the effective leader appears to be addicted to celebration, whether
it is the first sentence attempted by a kindergartner, the first exper-
iment with alternative schedules by a fourth grade teacher, or the
twenty-eighth year of new learning by a veteran physical education
teacher. The context of the celebration, however, is never “Now
we can stop working” but rather “I can’t wait to see what you're
going to do next!”

The third and most important implication of my definition of
leadership is the inclusive emphasis on individual and organiza-
tional performance. There are a number of schools that have, by any
measurement—academics, climate, safety, attendance—terrible
performance. “But my people are really excellent,” the leader insists.
Conversely, there are scores of schools with the superficial indicators
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of successful performance in the form of high test scores that greet
with a blank stare the question, “What will you do differently next
year to improve?”

The Essential Role: Making Connections

Organizations commonly have hard-working and committed lead-
ers. Indeed, the leader may be at the point of exhaustion, noting
the increasing hours while knowing a deep sense of compassion and
commitment. Yet the leader is working exceedingly hard at the
wrong things. No matter how many hours the architect works,
the building does not rise from plans. No matter how passionate
and diligent the architect is about the building, it does not grow
from intention alone. The architect does something that no one
else in the business process does, and [ am not referring to drawing
pictures and making plans. The seminal contribution of the archi-
tect is not merely creativity and design, but making connections
among all the other contributors to the project. The building
owners, community design authorities, construction supervisors,
contractors, and a legion of inspectors all interact with the
architect.

The connections made by the successful leader endure, just as
the building does, long after the architect has departed the science.
You have never heard someone express the fear, “It’s a pretty good
building, but once the architect leaves town, I'm afraid it will fall
down.” In a typical leadership situation, however, the concern is
frequently expressed that the impact of successful leadership is tran-
sitory. Neither individual nor organizational success can endure,
the theory goes, without the presence of the leader. If we wish to
consider the impact of a leader of enduring quality, we should con-
sider not the results of the past year but rather the impact that this
leader had two, five, and ten years ago. These references, which
appear to be dated to most people who conduct job interviews,
might have the most insightful commentary on the enduring
impact of the leader.
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Results Are Not Enough

A common platitude in leadership literature is that the good leader
is the one who gets results. Although results in the form of student
achievement, organizational climate, safety, and staff morale
are certainly important, they are an insufficient description of effec-
tive leadership. Our myopic focus on results allows us to obscure the
more important and less noticed causes that precede those results.
The leaders of many high-tech firms produced spectacular results
in the form of rising stock price, but lacking profits, assets, and
sustainability. The illusory results stemmed not from the skills of
the corporate leader but from external market forces that elevated
stories over substance.

School can also show short-term results from changes in stu-
dent population; the smaller the school or class, the greater the
impact of a small change can be. The typical error is comparing this
year’s fourth grade results to last year’s fourth grade results and label-
ing the difference between those two numbers an indicator of the
quality of the teacher and principal. Of course, in most cases,
the two groups comprised entirely different children, and such
comparison is unwarranted. More to the point, if a school wants to
have higher scores, then it can do so by having the students with
the greatest academic challenges drop out, or (in an increasing
number of cases) having them receive an inaccurate and inappro-
priate special education label along with a recommendation for
adaptation or exclusion from the test. That is not leadership, but
gamesmanship in which genuine student success is sacrificed on the

altar of results (Gardner, 1999).

The Antecedents of Excellence

As the architect of individual and organizational success, the effec-
tive leader engages in a continuing quest to identify, understand,
and replicate the antecedents of excellence. Understanding of the
antecedents of excellence on the one hand and mere existence in
close proximity to successful results on the other is the essence of
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the difference between the leader who is effective and the one who
is lucky. Some antecedents are obvious:

e If attendance improves, student achievement improves.
e If student nutrition improves, attention in class improves.

e If parental support in the form of reviewing homework, daily
reading with students, and communicating clearly with
teachers improves, then student achievement improves.

Other antecedents of excellence are less intuitive and raise
important questions:

¢ [f we increase the number of extracurricular activities, does
this divert resources away from essential academic needs,
or does it improve student attendance and thus improve
academic achievement?

e [f we increase professional development funding, does it give
teachers and administrators vital skills for improved perfor-
mance, or does it merely take them out of the building and
reduce their contact with their students?

e [fwe increase our investment in technology, does it give stu-
dents the skills they need in the twenty-first century, or amount
to one more diversion from the academic essentials of the day?

The answers to these questions are typified by opinion rather
than evidence. The central thesis of this book is that leaders prac-
tice the critical thinking disciplines we attempt to impart to
elementary school students: they grasp the difference between fact
and opinion. For the effective leader, the foregoing questions do
not receive an immediate rejoinder in the form of a belief shaped
by casual conversation supported by opinion and resting firmly on
a foundation of prejudgment. Rather, the effective leader responds,
accurately, “I don’t know; let’s gather some data so that we can bet-
ter understand those relationships, test our preconceptions, and
formulate some supportable answers.”



16 THE DAILY DISCIPLINES OF LEADERSHIP

Here, then, is the stark contrast in definitions of the effective
leader. In one corner, there is the confident (read: bellicose and
loquacious) leader who knows the answers; bullies his troops into
submission; is popular; and feeds into the stereotype of military,
business, and even educational leaders about whom premature
biographies are written. He (the stereotypical strong leader is
almost invariably male) is barely distinguishable from the school-
yard bully, whose bravado exceeds his competence, as his successor
inevitably points out with a flourish. In the other corner, there is
the leader whose effectiveness stems from learning rather than from
pretending to have all the answers. This leader regularly answers
“I don’t know” and does not fear the embarrassing consequences
of having one’s presuppositions upended.

Grasping an understanding of the antecedents of excellence is
not the result of attending conventions and conferences, nor the
insight afforded by a video or book. It is the hard work of discovery,
precisely the same work we expect of our students as they learn to
read, explain a proof, or balance a chemical equation. Because it
has been a long time since most adults have engaged in this awk-
ward journey of error, trial, error, and eventual discovery, the mem-
ory of the joy of the insight may be faint, but the memory persists.
You could not have learned to read this page without having
encountered such a moment many times in your life. The effective
leader recreates those moments regularly, not through instant wis-
dom and profound judgment but through questions, errors, admis-
sion of ignorance, persistent investigation, and eventual discovery.
This book is not a set of answers, but the invitation to this essen-
tial voyage of discovery.

The Equity Imperative

Two centuries ago, Africans were enslaved and their rights in any
state were largely a fiction. One hundred years ago, we no longer
had slavery, though “separate but equal” was the law of the land and
people spoke with casual righteousness of the “white man’s burden.”
At the dawn of a new century, how far have we progressed? As
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[ write this, there is clear and persistent evidence about the
differences in academic opportunity and achievement between
Anglo and non-Anglo students, yet a curious debate rages in many
school systems as to reporting the gap in performance between
minority and majority children. This is the logic of the alcoholic
who reasons that “If I don’t count the number of drinks I have had
today, then it must not be too bad.”

During the past decade of working with educational leaders
across the globe, [ have adopted a rule that has served me well and
saved a great deal of time: [ spend all day and all night discussing,
researching, and learning strategies for improving the performance
of students, teachers, and leaders. I do not spend a single second dis-
cussing whether to improve performance. Once we have begun the
“whether” conversation about the performance of children who are
poor, whose skin contains melanin, whose parents are unemployed,
or who acquire and process information differently from other chil-
dren, then we have descended into the region of doubt and excuse.
In this cloudy territory, the focus is not on how adults can improve
but on clinical dissection of the faults of the children.

The architect does not despair about the inadequacies of the
carpenters but instead creates a vision that is so clear and engaging
that we build a place we and our kids will call home. The architect
does not give up because the electrician, on a previous job, missed
a connection but instead creates specifications that combine clar-
ity of expectation with relentless optimism. My brother, Stephen,
now a leader in the U.S. military chemical and biological defense
effort, once described marriage as the triumph of hope over experi-
ence, an aphorism he tossed off despite his three decades of
successful marriage to Katy. How little did he know that his descrip-
tion was supremely appropriate to his responsibilities in protecting
a vulnerable nation. Even as a general, he is a soldier, responding to
the call of duty when all logic would scream for him to run.

An effective educational leader must be both general and sol-
dier, a leader who is simultaneously obedient to her values. Defend-
ing the nation from an unseen enemy does not make sense.
Leading a school where children do not speak English, parents are
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not supportive, and safety is not guaranteed does not make any
more sense than attempting to protect a nation from an enemy that
is invisible with weapons that are calamitous in their consequences.
As my brother would say, “Soldier on.”

Values and Principles: A Harbor During
the Inevitable Storm

[t is easy for me to say “soldier on” when you are sitting at a desk
with a literal or figurative bullet hole in it. Clark Lovell, an inspir-
ing leader in his career at the Milwaukee public schools, took a
desk with him from one assignment to the next; it had a bullet hole
in it. This vivid symbol suggested, “Nothing you can say or do is
more difficult or challenging than what I have already endured.”
You need not have a bullet hole in your desk to feel fear and anxi-
ety. School leaders can count on shifting political winds, changing
priorities, and conflicting counsel. How, then, do they know how
to persist in the face of danger? How do they soldier on?

What are your fundamental values and principles? The ques-
tion does not refer to an externally imposed list created by sacred
texts of world religions or imperatives from influential teachers.
In the absence of any externally imposed requirements—no state
standards, no regulations, no parental or mentor expectations, no
tests, no inspections—what would you do in response to the singu-
lar requirement of your values and principles!? Most leaders I have
interviewed on this point eventually respond tentatively, as if lead-
ing a school on the basis of values and principles rather than devo-
tion to standardized tests and regulatory compliance is unthinkable.
With some prodding, however, they ultimately offer the hope that
they would lead a school or system of schools that is

e Creative
® Engaging
e Fun

e Respectful
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¢ Rigorous

e Full of reading, writing, thinking, and reasoning

Here is the best news in this book: commitment to your values
is neither iconoclastic nor a rejection of the rules and tests with
which we must live every day. A leader who understands the
antecedents of excellence finds techniques that are both related to
desired results and consistent with personal values. For example,
the leader who is committed to an academic environment that is
“creative; engaging; fun; respectful; rigorous; and full of reading,
writing, thinking, and reasoning” is not doomed to low test scores
because this leader failed to enumerate curriculum goals and aca-
demic standards as part of the goals for this ideal school. Rather, the
leader allows data analysis and not mindless tradition be the guide
to applying these ideals to an educational environment in which
students are creative and responsive to new ideas from ancient and
modern texts, passionately engaged in their individual pursuits
and willing to investigate subjects offered by teachers, and respect-
ful of one another’s need for emotional safety and challenging
themselves and their peers to excel.

This vision of educational leadership is not, in sum, a transac-
tion between merchant and customer, in which each tries to get
the better of the bargain through commitment to the least cost.
Rather, this model challenges the leader and every other partici-
pant in the educational system to identify and pursue values. This
model emphasizes effectiveness rather than popularity. This model
of leadership, more than anything, recognizes that our responsibil-
ity for students extends for more than six hours a day, 180 days a
year; it represents a lifetime commitment of leadership and learn-
ing. In the next chapter, we explore how the transition to educa-
tional standards requires change, how individuals and organizations
resist change, and how you can create effective change without
exhausting yourself by attempting to overcome every obstacle
during this long and challenging journey.






Chapter Two

The Leadership Dilemma

Building Consensus or Creating Change?

Leadership Keys

Change is essential
Consensus does not mean unanimity

Understand the sources of individual and organizational
resistance

Build change champions

Celebrate small wins

Create a data-friendly environment
Change with a “pebble in the pond”

Choose how to spend the last ten minutes of your day

If we used the bell curve as our guide to leadership success, then
only 49.9 percent of people buying this book really need it. After
all, these are the hapless folks who are “below average” and hence
in need of a raft of prescriptions to help them. If, on the other
hand, we approach leadership from the perspective of standards,
then every educational organization in the world must acknowl-
edge the need for improvement as there is not a single one that
uniformly produces completely exemplary results. Moreover,
because the very nature of an educational organization is that the
people involved in it are lifelong learners, there is always a distance
between our achievement today and our potential tomorrow.

[ devote a good deal of my professional life to working with
school systems that suffer from the effects of multigenerational

21
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poverty and low academic achievement. There is never a problem
in discussing whether change is necessary in such an environment,
though an astonishing amount of time is wasted on discussing
whether change is possible. Several times each year, however, I
visit school systems that have strikingly high achievement, as rep-
resented by an average percentile rank that places the student
body in the top 20 percent nationally. “We're in the 80th per-
centile again this year, so we really don’t have much to worry
about,” they claim. With the growth of standards-referenced
assessment, however, the leadership challenge becomes quite
different.

The complacency in these districts cannot be justified on the
basis of their test scores—which are, relative to neighboring dis-
tricts, quite good when one looks at the mean, or average, test
score. Rather, they must look at another metric, the percentage of
students who meet or exceed standards. It is not uncommon at all
to find a high-performing district that boasts an average percentile
rank of 80 and yet is surprised to discover that 40 percent of
students do not meet their academic content standards. How can

this be?

Using Standards to Defeat Complacency

The paradox of the district that simultaneously has a high per-
centile average score and a high percentage of students who fail to
meet standards can be quickly understood if we recognize the inac-
curacy of the bell curve to describe student achievement. Consider
the mythical data of Figure 2.1, in which the average of the 80th
percentile is neatly distributed in a symmetrical manner around the
average. A few students are higher than the 80th percentile, a few
students are lower, and most students are right at the average.
Everyone can be tucked into bed at night firm in the conviction
that, as Garrison Keillor assures us about Lake Wobegon, “All the
children are above average.”
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Figure 2.1. Normal Distribution with Mean of 80

Normal distribution with average score of 80
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When the actual data are analyzed, however, another picture
emerges. The same average percentile rank of 80 can represent an
entirely different set of results, as Figure 2.2 indicates.

Technically, this distribution is bimodal, with a large number of
students populating two places on the continuum of scores. I prefer
the more descriptive term “camel hump” distribution. There is one

Figure 2.2. Bimodal (“Camel Hump”) Distribution
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hump of the camel at the far right side of the scores, indicating a
significant number of students who scored in the nineties, and a sig-
nificant number of students who are in the thirties and forties. If we
look only at the average of eighty, we can be complacent. If we get
the story behind the numbers, we find a shockingly large number
of students who are not meeting academic standards and who need
decisive leadership attention. With each passing year, these differ-
ences widen; they are typically unmasked only late in high school,
when unsuccessful students have dropped out, inflicting a lifetime
of costs on themselves, their families, and society.

Dealing with the Failed Change Initiatives of the Past

This creates the leader’s greatest challenge: individual and organi-
zational change. In a high-performing district, many people think
that change is unnecessary. In a low-performing district, many peo-
ple think that change is not possible. In any organization, people
know that change is uncomfortable. Finally, every one of your col-
leagues has witnessed change initiatives that have failed. Against
this seemingly insurmountable set of psychological, organizational,
historical, and logistical odds, we expect the educational leader to
become the architect of successful change (De Pree, 1992; Benfari,
1999). Such a task is not impossible, but it is complex, difficult, and
challenging intellectually and emotionally.

Why Is Change so Difficult?

M. Scott Peck, M.D., opened his international best-seller The Road
Less Traveled with the words, “Life is difficult.” The leader who
bears the responsibility of transforming an organization must con-
front one of the most challenging parts of a difficult life: change. If
life is difficult, as Peck observes, then surely one of the most diffi-
cult parts of life is abandoning the certain past to embrace an
uncertain future. Change represents abandoning the past in pursuit
of an uncertain future, and it is change that a leader is most fre-
quently required to pursue. Few educational leaders are given the
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charge, “Everything here is running just fine, so please don’t make
any changes.” Far more common is the requirement that the leader
move the organization in a new direction, shake things up, build
staff morale, and of course improve performance. Soon the leader
recognizes that painless change is an oxymoron.

When confronted with a mandate for change, the best leaders
do not resort to a sophomoric pep rally, or convenient slogan, or
seductive mantra offered by the theory du jour. They recognize that
if Peck’s wisdom (“life is difficult”) has merit, then change is expo-
nentially more difficult. Effective leaders know that their task is not
to render a difficult task simple, but rather to render successful
accomplishment of a difficult task more rewarding than avoid-
ance of the task. In brief, the pain of change and accompanying
rewards of inertia must be exceeded by the rewards of change and
the concomitant pain associated with business as usual.

The Human Equation and the Motivation for Change

The term human equation has been used in various contexts by
scholars and philosophers. Pfeffer (1998) uses the term to advocate
the primacy of human capital in organizational performance. My
son Brooks, an observer of human behavior who is wise beyond his
years, offers an alternative understanding of the human equation
that has allowed me to rethink the issue. Most views of the rela-
tionship between organizations and people rely on the behaviorist
principle, which is, at best, a Newtonian fantasy of human rela-
tions: for every action by the organization, there is a reaction by the
individual. The fantasy is not that the individual responds to orga-
nizational decisions, but that the organization can manipulate both
parts of this interaction. Once we accept that the individual’s reac-
tion is neither identical nor manageable, we can see that the real
human equation is that individuals and organizations seek to max-
imize reward and minimize pain.

This simple equation has profound implications for the leader.
Change does not occur as a result of a splendid new strategic plan,
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richly bound in leather, and announced with effusive pride at
a staff meeting. Change does not occur as a result of inviting a
motivational speaker who beguiles the audience into laughter and
tears. Change does not occur because of administrative directives.
Change does not occur because of new scheduling. Change in indi-
viduals and organizations only occurs if there is conscious recogni-
tion that the human equation governs individual and collaborative
decisions.

In brief, our change strategies must explicitly address the ques-
tion “What's in it for me?” and offer a clear and direct answer. This is
neither mercenary nor cynical, but a recognition of how individuals
and organizations make decisions. Moreover, the response to the
question “What's in it for me?” need not imply a pecuniary reward.
Successful educators and school leaders can gain financial reward
outside of the profession. Nevertheless, we are all amenable to the
influence of meaningful rewards, including greater freedom and
autonomy, professional growth opportunities, improved working
environment, and more time to prepare for the complexities of class-
room work. Conversely, we react strongly to noneconomic sanctions,
including reduction in control of our work and reduced professional
independence, constricted opportunities for professional growth, a
toxic work environment that includes both physical and relationship
elements that are counterproductive, and the burdens of more tasks
with fewer hours to prepare to accomplish those tasks well.

Equity Is Not Equality

One important trait of effective leaders is their recognition that the
value in fair treatment of all of their colleagues does not require
identical treatment with respect to these noneconomic rewards
and sanctions. Indeed, the leader committed to equity constantly
uses a variety of incentives—allocation of rewards and sanctions,
encouragement and recognition, direction and freedom from direc-
tion, provision of time and restriction of freedom—all in a manner
that meets the individual needs of people in the organization. For
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greater elaboration on the principles of equitable leadership, two
excellent resources are First, Break All the Rules (Buckingham and

Coffman, 1999) and Situational Leader (Hersey, 1992).

Value Implications of the Human Equation

When leaders accept and understand the human equation, they are
not substituting manipulation for principle. Rather, applying the
human equation to leadership challenges conveys respect for
the fundamental principle that individual needs have value and
personal fears deserve consideration. Most important, the observa-
tion that we all consider an increase in reward and a reduction in
pain to be a good thing is not a statement of values, but merely an
observation of truth. Newton does not ask if we like gravity, nor
does Einstein inquire about the impact of relativity on human val-
ues. Physical principles just exist, and the behavior of bodies, from
planets to atomic particles, is consistent with those principles.

Such a clinical view of humanity as seeking reward and avoid-
ing pain may be unpleasant in a world that prefers the illusion of
pure altruism—and particularly in the world of education, where
pursuit of reward is frequently regarded with suspicion and accep-
tance of pain a badge of honor. The human equation holds that
even if people voluntarily submit to pain (as with protestors who
are arrested or employees who are fired as a result of failing to com-
ply with a requirement they believe to be immoral), then whatever
pain is associated with the penalty of arrest or unemployment is less
than the pain of submission to authority. Thus even in a case of
altruism, sacrifice, or self-denial on the basis of a moral principle,
the human equation is consistent with the behavior of the vast
majority of our species.

In the context of educational leadership, the human equation
has profound implications. Change in individual and organiza-
tional behavior occurs only when the members of the organization
perceive a change in the reward and pain associated with change.
Because any change, any disruption of routine, any departure from
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the comfortable involves some pain, then the leader must create a
reward that more than counterbalances the pain of change. In the
alternatives, the leader must make clear that the price of stagnation
entails pain that is greater than that associated with the proposed
change (Ciampa and Watkins, 1999). Such a view forces the leader
to take a far more analytical view of the implications of change.

The Implications of Change

The implications of change vary strikingly with the perspective
of the person rendering the analysis. Here are some comments on
a change to standards-based education, all in the same school:

“Finally we’ll have some clarity around here, and we don’t
have to guess what student success is supposed to mean.”

“Are you telling me that everything I've been doing for
twenty-eight years is wrong? That all my teaching awards
and letters of commendations were a fraud?”

“I'm already doing this, so there’s no need for me to do
anything differently.”

“Yeah, right, whatever. 'm seen a new initiative each year for
the last ten years, and this too shall pass.”

“I’ve labored for years to create this curriculum. I guess you
don’t need me anymore.”
y

“Colleagues used to ask me for help on student achievement
issues, but I guess that standards provide all the answers

”

now.

“Publish any standards you want. Once the classroom door
closes, it’'s my show.”

“I can’t influence what happens in the classroom. If I do, Ill
get a union grievance.”

Leaders reading this book have heard all of these objections
and many more. They hear them with such regularity that they are
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tempted to cringe and react abruptly: “Look—it’s nonnegotiable,
so just do it.” As frequently, demoralized and defeated faculty mem-
bers say half-heartedly, “Just tell me what to do so I can get it over
with.” Domination and submission are not the elements of effec-
tive leadership. In fact, one of the most critical roles every leader
plays is that of teacher (Tichy, 1997; Ackerman, Donaldson, and
Van Der Bogert, 1996). We do not want our students to become
submissive to mathematics, but to understand and apply the disci-
pline. We do not achieve our goals by yelling that “Topic sentences
are nonnegotiable!” Rather, we give students the power of written
communication that makes conventions of grammar, usage, and
expression something they embrace. In this context, teaching
and learning takes time, and so it is when leaders teach their col-
leagues about new values, visions, principles, and techniques.

Rather than react in an argumentative or dismissive fashion to
objections of this sort, a leader can begin with the premise that all
of these reactions are common and understandable. People per-
ceive change not in an organizational context but in an individual
one. Whether or not they articulate the question, their varying
analyses of the implications of change make clear that they are ask-
ing, “What does this mean for me?” The wise leader does not regard
these challenges as the first round in an endless debate, but rather
as an opportunity for investigation and discovery.

[ have found it useful to begin a session involving discussion
of academic standards by asking the audience to complete the
sentence, “Standards will not work here because. . . .” I carefully
note each objection on a large piece of paper and place it on the
wall. During the break, people are invited to add to the list. In
addition, if an objection has been satisfactorily answered, the per-
son who entered it has the opportunity to strike through the
entry, so that I can focus on those objections that are most trou-
blesome. With uncanny similarity, seminars follow a diamond-
shaped pattern in which the number of objections rises slowly
and then grows rapidly, almost to the point of discouragement.
But then the list starts to decline, as one objection after another
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falls. The objections are not removed by way of a speaker winning
debating points with the person who posed the objection. It is the
participants, not the seminar leader, who remove an objection.
There is a critical lesson here. Leaders do not remove objections
by fiat but through teaching, learning, shared vision, and mutual
ownership.

First Why, Then How

Reaction to the implications of change tends to be egocentric. The
implication is that I did something wrong, that I am inadequate,
and I will have to work more; my work is not valued. In discussing
the rationale for change, the leader can quickly become stuck in
playing a therapeutic role with colleagues. Rather than becoming
bogged down in a role that is unproductive and inappropriate, the
leader is better advised to move the rationale for change away from
an egocentric discussion (Barth, 1990). In other words, it isn’t just
about me, and it isn’t just about you; nor is the imperative for
change about any individual person.

The “Absence of Change” Myth

Resistance to change implies that there is a choice between chang-
ing and not changing. This is a myth. If an educational organiza-
tion is considered from a systems perspective, the absence of
change is not an option. Even in the case where individuals within
the system remain steadfastly committed to the status quo (bronzed
lecture notes, tried-and-true classroom activities, immutable lead-
ership practices), it is not accurate to say that these individuals are
stuck in an unchanged system. In fact, the system changes every
day as students, communities, the economy, the culture, and the
world all make changes, some of which are incremental and some
of which are violent and dramatic.

The fact that one element of that system fails to change does
not prevent the system from changing; each time the system
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changes, the relationships among the elements of the system
also change. Thus the entire concept that we have a choice
between change and no change is an illusion. In fact, we can only
choose either to change wisely on the basis of clear direction, care-
ful analysis of data, and commitment to fundamental values; or to
change unwisely, on the basis of whim, chance, prejudgment, and
guesses from the results of a fact-free debate.

There are many elements of the educational universe that have
changed in the past decade. Eavesdrop on the conversation of any
meeting of educators, administrators, or parents, and you will
notice abundant observations on the myriad ways in which stu-
dents, curriculum, and governance have changed. Each of those
changes has an impact on the other people in the system, includ-
ing leaders and teachers. It is those changes—not just changes in
individual behavior—that are the reason we need to also change
our organizational approach to academic achievement.

The Consensus Conundrum

As the “test doctor” of the Internet for almost a decade now, |
receive eighty to ninety questions each day from school leaders,
board members, teachers, parents, and students. In the course of
more than eighty keynote speeches each year, [ receive a number
of questions from the floor. Despite the large quantity of questions
that I hear, the similarities are remarkable. Without doubt, the
most frequent one I hear from school leaders is, “How do we get
buy-in for innovation?” The implication is that successful innova-
tion must be popular, and that the effective leader invariably uses
consensus as the best model for decision making. The consensus
model has become so commonplace that few people challenge it.
[t is, after all, much easier to lead a group when everyone agrees
with the decisions, isn’t it? The implication is that the best leader-
ship is also the easiest. Both of these implications of the consensus
model—elevation of popularity over effectiveness and ease over
difficulty—deserve a second look.
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Although I would not make a case for the arbitrary and capri-
cious leader, I would challenge the notion of leadership effective-
ness that accepts the criteria of popularity with colleagues and
lack of stress on the job (Hargrove, 1998; Calkins, 1994). In two
recent instances, | had the opportunity to observe educational
leaders discussing the deplorable state of literacy among their chil-
dren. They considered their options, most notably expansion of
the amount of time devoted to teaching children to read. To my
astonishment, these experienced and well-respected school lead-
ers said, “Of course, we can’t possibly do this unless there is buy-
in from all of my staff.” There were nods of agreement around the
room.

Only a couple of us challenged this presumption. “Wait a
minute!” we interjected. “Are you saying that if one faculty mem-
ber prefers to continue doing things the way you have in the past,
you won'’t give your kids the additional literacy assistance that they
need?”

“We've tried the top-down approach in the past and it just
doesn’t work,” they explained. “If you don’t have faculty buy-in,
you just can’t get anything done.”

This conversation made me wonder what would happen if one
day the food service workers decided that the most recent hygiene
requirements were just a passing fad and that, as a matter of per-
sonal freedom, they would decide not to buy in to those require-
ments. Or what if the school nurse and other health workers did
not buy in to the vaccination requirements for students? One can
only hope that there are values of health and safety greater than
these leaders’ needs for consensus. The essential question is
whether there are educational issues that rise to the level of “health
and safety” and thus are so important that universal popularity is
no longer the criterion for acceptance. In view of the enormous
costs to the individual and society when students fail in school, a
persuasive argument can be made that student success, and partic-
ularly student literacy, is a health-and-safety issue.
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Change Without Consensus

Leaders are human, and it is understandable that they want to be
popular with their colleagues. The consensus model of leadership,
however, renders the process of making a decision more important
than the decision itself. Because educational leaders must ulti-
mately focus on their core values and the children served, there are
times when consensus is neither necessary nor appropriate. Values,
not popularity, should govern educational policy. The use of values
does not imply a heavy-handed dictatorial approach to leadership.
The effective leader always explains the rationale for a decision and
equips colleagues with the knowledge and skills necessary to be suc-
cessful in every task. But the notion that the effective leader also
ensures that every decision is popular—or, worse yet, that a single
dissenting voice on a faculty is sufficient to scuttle a necessary
initiative—is a prescription for failure.

Suggesting that values are more important than popular assent
is heresy in contemporary leadership circles. This is a throwback to
the “theory X” style of the 1950s, in which leadership demands
were premised on a lack of trust of the factory workers, whose every
move must be managed and directed. The more enlightened “the-
ory Y” managers were able to create self-directed teams and, most
of all, were imbued with a fundamental humanitarian vision of the
workplace that their Neanderthal theory X counterparts failed to
achieve. Much of the leadership literature suggested that although
mere managers handle tasks and goals, real leaders work with loftier
visions and principles. The implication was mutual exclusivity
between the two terms, and there was no doubt that leaders were
superior to and more enlightened than managers.

When an organization must change—and every organization
must change at one time or another—then its leaders must be
guided by vision and principles, but they must also manage the
tasks at hand. Their job is not merely to persuade and cajole their
colleagues to do the work at hand but also to ensure that the essen-
tial tasks are accomplished (Ulrich, Zenger, and Smallwood, 1999;
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Useem, 1998). [ will do my best to educate cafeteria workers about
the need for hygiene practices and build internal motivation for
maintaining a healthy and safe food service area, but at the end of
the day I do not care if the people serving food to my students like
washing their hands. Perhaps in due course, as quality increases and
inspection results show excellent performance, washing hands will
not be a controversial issue. But we start with the essential behav-
ior; we do not wait for it to become popular, nor do we give a sec-
ond thought to the need for consensus on the matter.

Let’s return to the example of the need for improved literacy.
The evidence is absolutely clear in a majority of schools in the
nation: a substantial percentage of students do not have the read-
ing skills that allow them to be successful at the next grade. Writing
results are even more dismal, with some estimates ranging as high
as 70 percent of students not having the skills to communicate in
writing that are necessary for their grade level. We have the aca-
demic equivalent of dirty hands in the cafeteria line, yet when
the vocabulary changes from hygiene to literacy, educational lead-
ers are paralyzed. Consensus, rather than common sense, is the
criterion for the decision.

[t is important to note that this is not a controversy over
whether students should study Julius Caesar or Moby Dick. This is a
controversy over whether children’s need to read is more important
than the personal desire of those who find change inconvenient. To
understand how an organization becomes mired in inertia, it is
important to understand the two types of resistance to change that
the leader must confront. These are organizational resistance and
individual resistance to virtually any change effort.

Organizational Resistance to Change

An organization ought to be an inert being, composed of nothing
but the sum of the individuals in it. But as anyone who has
worked in an organization knows, there are other institutional
factors at work, among them tradition, history, and feelings that
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have been nurtured or bruised from age-old controversy. Each
new innovation faces potential resistance not merely from indi-
viduals but also from the system of relationships that have devel-
oped over time. Even if the proposed change is not resisted by an
individual, it almost always has an impact on systemic relation-
ships that involve the individual. For example, it may appear that
the academic standards movement has the greatest impact on
teachers. But school counselors, library media center specialists,
as well as special area teachers in art, music, physical education,
and foreign language all have been affected by the standards
movement.

Sometimes the impact is positive, as in those schools that have
used standards as an opportunity to make every adult in the build-
ing an educator of children, taking personal responsibility for stu-
dent success. In other cases, the impact has been unpredictable and
negative, as when standards are equated with testing and the focus
of attention therefore rests only on the grades and subjects that
are tested. This alienates the teachers, who feel as if they are under
the microscope from those who escape such scrutiny, and widens the
gulf between the teachers whose subjects appear as a score in
the newspaper for all to see and those whose performance remains
hidden from public view.

Individual Resistance to Change

Individual resistance to change is inevitable. Let me repeat that:
individual resistance to change is inevitable. A leader who makes
universal buy-in the price of any innovation is doomed to stagna-
tion (Goodlad, 1994; Anderson, 2001); he might make dissent suf-
ficiently unpopular that it is only expressed when he is out of
earshot, but this does not eliminate individual resistance. The
leader might make resistance go underground, but he does not
eliminate it. Thus the only rational method for the leader to deal
with individual resistance to change is to identify it, accept it for
what it is, and move on.



36 THE DAILY DISCIPLINES OF LEADERSHIP

Individual resistance to change may stem from several causes,
notably disbelief in the effectiveness of the proposed change, or a
set of personal experiences that make the proposed changes appear
unwise, or a fear of personal impact that can range from inconve-
nience to embarrassment. Each cause of individual resistance can
be dealt with respectfully and effectively if it is accurately identi-
fied. For example, if there is disbelief in the effectiveness of the pro-
posed change, it is reasonable for the leader to help the resisting
colleagues express their views as a hypothesis. Using the typical
“if, then” format, a hypothesis might state, “If this change is
enacted, then student achievement will decline” or “If this change
is enacted, then it will rob time from other areas and cause those
important programs to decline.” Using the hypothesis-testing
model, we can move from emotional argument to rational analysis
of the data.

For example, the leader might propose an increase in the
amount of time devoted to student writing, an initiative that is
supported by a great deal of evidence but that remains generally
unpopular with teachers. It is not that teachers are resistant to the
evidence of the impact of good writing; rather, they are well aware
of the multiple demands on time in their day and the incessant
requirements that they cover many other academic subjects in addi-
tion to writing. Because writing is quite time-consuming for both
students and teachers, the time devoted to writing is, they argue,
time taken away from some other equally essential subject. At first,
the resistance to the leader’s initiative might sound like this: “We
can’t do this writing program—it takes too much time and we just
don’t have any more time!” Upon further inquiry, we can find the
hypothesis that is behind the statement.

In fact, “We don’t have the time” is never a true statement,
unless the clocks and calendars in the location of the complainant
are remarkably different from the twenty-four-hour day, seven-day
week observed elsewhere around the world. The common con-
tention of insufficient time is actually the statement of a hypothe-
sis: if we spend more time on writing, then we will have less time
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to devote to other areas, and therefore our performance in those
other areas (math, science, social studies) will decline.

We have now transformed a complaint into a hypothesis. Com-
plaints lead to argument; hypotheses lead to testing. Perhaps the
hypothesis is true. If so, the data supporting the hypothesis should
look something like the graph in Figure 2.3. On the horizontal axis,
the leader has plotted the time devoted to student writing; on the
vertical axis, the leader has plotted the results of tests in math, sci-
ence, and social studies. As the hypothesized graph indicates, more
time on writing leads to lower scores on the other subjects, pre-
sumably because those other subjects were robbed of time that was
squandered on writing.

When confronted with a hypothesis, a leader does not respond
with rapier wit, clever debating points, or administrative dogma.
Hypotheses cannot be tested with leadership charisma; they can
only be tested with data. In this particular example, a number of
researchers (Calkins, 1994; Darling-Hammond, 1997; Reeves,
2000c) have found that the hypothesis that writing hurts perfor-
mance in other areas is unsupported by the data. Thus the response
to the hypothesis is simply comparison of the hypothesized data
analysis of Figure 2.3 with the actual data of Figure 2.4, which
shows that the actual data are the opposite of the hypothesis.

Figure 2.3. Common Hypothesis About the Impact of Writing

“More writing leads to worse
test scores” hypothesis

“If we spend more time on
effective assessment, we won’t
have time to cover all the
curriculum and our scores
will decline.”

Math, science, social studies,
multiple-choice tests

Writing assessment time and results
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Figure 2.4. Testing Hypotheses with Data

More writing does not hurt
multiple-choice content test scores

multiple-choice scores

Math, science, and social studies

Weriting frequency and proficiency

Note well that presenting data does not invalidate the individ-
ual who offered resistance to the leader’s program; it only tests one
hypothesis. This creates an environment of mutual respect and an
ethic that data, rather than administrative fiat, will resolve con-
tentious issues. These are not personal victories or defeats, but sim-
ply shared commitment to truth. The real test of the integrity of
this approach is when, more than a few times, the leader’s own
hypotheses are tested and found wanting, and the leader announces
without a moment’s hesitation, “It looks as if I was wrong, and I'm
very glad that we tested this hypothesis and learned something
from it. After all, as the researchers say, we learn more from error
than from uncertainty. Now that we have tested this hypothesis,
what other ideas can we explore and test in the same way?”

In addition to belief in an alternative hypothesis, other sources
of individual resistance are personal experience and fear of personal
inconvenience or embarrassment. Personal experience, extending
to childhood, is a powerful backdrop that forms the basis of today’s
firmly held beliefs. This is particularly true in education, where the
vast majority of people formed their judgments about the matter
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not from reading research but from recalling the most vivid expe-
riences of their own childhood. Rather than allow differing recol-

1w”

lections to dissolve into an unproductive “tis-"tain’t” controversy,
the leader can deal with personal experience and fear in an ana-
lytical and humane manner. For example, before discussing a
standards-based approach to evaluating student work, it might be
useful for the leader to allow each faculty member to share one of
her most vivid memories of grading and evaluation from when she
was a student. This powerful recollection helps all parties to the
discussion understand that there are emotions at work, and though
emotions should not trump data in a policy debate, a leader errs
gravely in being dismissive of the power of emotional history. By
recalling and discussing memories of an evaluative experience that
a teacher had in her own student days, the leader is able to help the
entire team recognize where emotional connections are interfering
with rational analysis of student achievement.

Emotional Sources of Resistance

The final source of individual resistance is fear and embarrassment.
This is rarely articulated by either leader or colleague, because the
mere suggestion that there might be fear and embarrassment as fac-
tors in the discussion seems accusatory (“What do I have to be
afraid of? I've been a successful teacher for eighteen years!”). If we
let our defenses down, however, it turns out that leaders and edu-
cators alike have several fears, and our unwillingness to discuss
them does not render the fear any less powerful. Once a safe envi-
ronment has been created, I hear comments such as these:

Even though I've been teaching a long time, I realize that I'm a mas-
ter of my curriculum. Now that the state has adopted academic
standards, the honest truth is that there are things in there that I
just don’t know. The standards make me feel stupid. 'm a master
teacher, and now I feel dumb in front of my colleagues, my princi-

pal, and even my students. It’s awful.
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I'm the best math teacher in the city, bar none. My students have
gone to Ivy League schools and have excelled. My kids regularly get
credit for college calculus courses, and I helped build the foundation
for that. But you know what? I’'m a lousy writer, and now that the
administration wants to do writing across the curriculum, I will no
longer be the great math teacher, but just one more lousy writing
teacher. | hate being incompetent at anything, and I can’t stand to

be embarrassed in front of my colleagues.

I've been the principal of this school for seven years. It’s a safe place,
with a great faculty and good kids. I devote a lot of time to building
parent relationships and supporting my faculty members. Nobody
seems to notice, but I also balance a $2.6 million budget every year
and always get a clean audit, I've never had a grievance, and never
had an equity complaint from personnel. But now I hear that the
principal is supposed to facilitate collaborative assessment confer-
ences. What the heck is that? I do all the things a principal is sup-
posed to do and then some, but now with one more requirement,

[ find myself starting over again. This is humiliating.

The emotional pain and necessary honesty associated with
each of these statements does not emerge in a climate of distrust
or if the issue of the day is decided by the volume of argument
rather than the content of the contention. Leaders who are too
busy expressing their opinions and announcing their decisions
never have the opportunity to hear the emotional roots of indi-
vidual resistance. Their failure to hear this resistance does not
make it disappear; it only forces resistance under the surface,
where the damage is even greater. By contrast, a leader who is
willing to hear individual resistance for what it is—alternative
hypotheses, fear of the unknown, concern over potential embar-
rassment, or a reflection of past personal experience—risks tak-
ing a little more time to implement a decision. The risk is more
than rewarded with insight and information, as well as the
motivation that inevitably accompanies deep personal respect
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conveyed only by quiet and attentive listening to another per-
son’s point of view.

Recognizing and Supporting Change Champions

In every organization, there are those few people who seem to get
it as if by osmosis. Before the leader suggests a new initiative, Anne
has already read about it and is spreading enthusiasm among her
colleagues. Before the leader has even heard of it, Larry is experi-
menting in the classroom and refining the next iteration of it.
These professionals are the change champions who exist in almost
every organization. Yet their efforts are frequently unrecognized.
Leadership researcher Tom Peters (Peters and Austin, 1995) docu-
mented the success of “skunk works” whose efforts in unglamorous
settings and unheralded achievements were able to create enor-
mous results for their organizations. Mike Schmoker (2001) has
identified similar successes among soft-spoken and unnoticed
educational professionals.

In my own experience, I have noticed a few classrooms or
schools that appear to perform strikingly better than others, and
the superintendent appeared to be surprised. “He isn’t somebody
[ would have thought of as one of our best teachers,” one superin-
tendent remarked, as he viewed the results of the fourth grade
teacher who, with demographically similar students, achieved aca-
demic results that were by far the best in the district. That teacher’s
classroom was remarkably different as well, with students practic-
ing daily what other fourth grade teachers did only a few times a
year. The teacher, however, was not visible at public meetings
either as a supporter or a complainer, but merely a quiet profes-
sional who achieved remarkable things in the classroom.

Change champions are not particularly popular. Their success
takes away the excuses used by others to prove that success is
impossible. Their enthusiasm and joy in their work is the rejoinder
to the contention that hard work and concomitant success is dreary
and painful. Their commitment to the work at hand and their
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conspicuous honesty makes them distinctly unsuccessful in the
game of office politics. They aren’t, after all, trying to impress
the superintendent; they are trying to help their students learn.
Thus the leader cannot wait for change champions to stand up and
identify themselves. Leaders must make a proactive effort to iden-
tify and nurture change champions, and help them find one
another. Because they may be isolated in a building or a district,
change champions must find their own network, using conferences,
professional development, leadership support, and the Internet as
mechanisms to demonstrate that they are not alone.

Celebrate Small Wins

The learning leader does not wait for annual test results to cele-
brate student achievement. He finds more frequent opportunities—
say, those days when the sun rises in the east. Change initiatives are
typically too complex and too time-consuming, with goals that
extend into years, if not decades. The goal of “100 percent student
proficiency in persuasive writing” is laudable and even necessary,
but the learning leader makes a point of celebrating each incre-
ment of progress toward that goal. Leadership researcher Jim
Collins (2001) presents a useful illustration in the incubation of an
egg. How silly it would be, he notes, if we were to observe the egg
from the moment it was laid until the instant it was hatched, and
then celebrate the hatching as an “accomplishment” that was
vastly more important than any of the days that preceded it. Each
step of development and each moment of nurturing were part of
the achievement of the hatchling, and those antecedents were no
less worthy of notice and admiration than the first chirp of the
chick.

In the context of education, we are much better at celebrating
the hatching than the nurturing. We stand and cheer for the vale-
dictorian, many years after a seventh grade teacher intervened in
the life of an unsteady adolescent. We marvel at the success of
our sixth grader, apparently unaware that a kindergarten teacher
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initiated a reluctant learner into the joys of reading. The learning
leader celebrates the first written words of a kindergartner with the
same enthusiasm granted to the valedictorian. The learning leader
applauds as much for the third grader whose attendance has
improved and whose reading has opened new doors as for the high
school football team that wins the state championship. There is
nothing wrong with football games and championships; they teach
us how to celebrate. The question is, Do we apply those lessons in
joyous celebration to the less noticeable victories in the everyday
classroom? Do we, in short, celebrate the small wins with the same
energy as we invest in the more obvious victories?

Create a Data-Friendly Environment

One of the pioneers in the effective schools movement, Larry
Lezotte, is famous for asking two questions that leave many listen-
ers speechless: What are you learning today? How will you know if
you are successful?

The number of students, teachers, and school leaders who can
answer both questions is, even after decades of Lezotte’s importun-
ing, relatively small. It is not that we are unwilling to respond to
these reasonable questions, but rather that we frequently lack the
information with which to give a coherent response. “How will we
know if we are successful?” he asks. If our response is a review of
grade cards or final examination scores, then we are no better than
the physician who examines the results of an autopsy to assess the
health of a patient. Lezotte’s questions cannot be answered with an
autopsy. He wants to know what we have learned today and how we
will know if we are successful today.

We cannot respond to this questioning with feelings or intu-
ition. “I think the kids are doing OK,” we might offer. “Yes, it went
pretty well today,” we add with a suggestion of hope. The question
remains: “How do you know?” In fact, we do not—unless we regard
data as our ally rather than a source of intimidation and embar-
rassment. To most educators and school leaders, the very word data
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conjures up test scores and the complexities of psychometric analy-
sis. It need not be so. In the most data-friendly schools I have vis-
ited, there is no patina of statistical sophistication, but rather clear
explication of the percentage of students who have met the most
important academic standards. Moreover, the data gathered and
analyzed do not apply only to the students.

A data-friendly environment indicates that children are not the
only ones who have responsibilities that can be measured. Next
to the chart of student attendance there is a chart that reveals
staff attendance. Next to a chart of student performance in writing,
there is a chart that displays the frequency with which teachers
require writing in classroom assessments. Next to a chart of the
performance of teachers, there is a chart showing the frequency with
which the leader has recognized best practices among the profes-
sional staff. Next to the chart of leadership performance there is a
chart showing the percentage of agenda items in the last school board
meeting that focused on student achievement. Finally, there is a
chart that displays the percentage of parents who have been actively
involved in direct support of student achievement at the school.

A data-friendly environment, in other words, is not merely a
school that measures and quantifies the activities of children. A data-
friendly school uses numbers not as a weapon but as a guide. The
data-friendly leader uses measurement not only to suggest how chil-
dren can improve their performance but more important how the
adults in the system can improve their leadership, teaching, and cur-
riculum strategies.

[sn’t there a risk that data can be wrong? Certainly. Isn’t there a
risk that the test scores don’t tell the entire story? Of course. The pos-
sibility, indeed the certainty, of those errors forms the rationale for
more data gathering, not less. As a cardinal principle of measure-
ment, it is better to measure a few things many times to compensate
for inevitable measurement error, than to attempt to measure many
things only once each year. The fewer times we measure something,
particularly something variable such as academic achievement, the
greater the risk of measurement error and inaccurate inferences
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from that measurement. Thus a data-friendly environment accepts
error as the inevitably human component of the educational enter-
prise. The response to this error is not the illusion of perfection or
perpetual excuse making, but rather provision of multiple sources of
measurement so that no observer—whether leader, policy maker,
parent, or student—need rely on a single data source to draw an
important conclusion.

Pebble in a Pond: An Alternative Vision of Change

Much has been written about the need for “systemic change,” but
it remains an illusion. At best, the leader might achieve what I
would describe as “systemic compliance”—that is, a measurable
increase in the number of people who complete a prescribed activ-
ity within a prescribed period of time. This is not at all the same as
changing the professional practices of thousands of people within
a system. The irony is not lost on those who contrast the language
of the job interview with the frustration of a leader pursuing sys-
temic change. During the interview, we seek people who are bright,
creative, and independent. During the systemic change initiative a
few weeks hence, we are dismayed to find so many people who are
bright, creative, and independent.

There is a better way to view systemic change, and that is to
acknowledge it is a myth. One of the best superintendents in the
nation, Terry Thompson, recently noted, “We have been success-
ful only here and there—how do we bring this success to scale?”
The only answer [ can offer is, “One classroom at a time.” This is
not what a driven and successful school leader wants to hear, but it
is the only answer that makes any sense. Change does not occur as
it does in a marching band, where the drum major gives a signal
and, in a quarter of a beat, the entire unit is transformed. It is far
more likely that change occurs like a pebble in a pond. The first
pebble cast into the water makes a few skips, and then settles into
the pond with a few ripples around it. The second pebble lands in
a slightly different place, making some additional ripples. Some of
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the ripples of the second pebble intersect with those of the first peb-
ble, while other ripples enter new territory of the pond. But before
too many pebbles have been cast into the pond, the number of
ripples (and, even more, the number of intersecting ripples) is
incalculable.

The metaphor is meaningful on several levels. First, the impact
of successful change is not unidirectional; it expands in multiple
directions with unintended and unnoticed impact. The physical
education teacher notices the impact of writing on students, while
the art teacher notices the relationship between his discipline
and the academic standards for measurement, scale, and ratio.
Meanwhile, the literature teacher notices that standards are hardly
anew innovation but, on the basis of a serendipitous conversation
with the soccer coach, finds that clear expectations that students
understand, interpret, and apply have been integral to successful
coaching practice for many years.

These insights, I regret to report, do not occur from an out-of-
town consultant preaching the virtues of academic standards.
Insight stems from observing, from comparing prejudgment with
data, and from concluding that the prejudgment may be wanting.
The learning leader does not create meaningful change by attempt-
ing to orchestrate a marching band, but by casting some pebbles
into the pond. The ripples can be unpredictable and, in the most
precise sense of the term, chaotic. Nevertheless, this is an accurate
illustration of the process of organizational and individual change.

The Last Ten Minutes of the Leader’s Day

Change is exhausting (Goleman, 1998; Parson, 1986). Having per-
sisted to the end of this chapter, you may be exhausted as well. So
let us assume that you have only ten minutes left at the end of this
very long day. Your voice mail, e-mail, and in-box are all full. You
are late, again, for dinner. You cannot possibly accomplish every-
thing, so you pack your briefcase and head for your car. As you
leave your office, there are two open doors on each side of the hall-
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way. Inside one door is a colleague who has yet another argument
to offer on why your initiatives are a waste of time—and, more to
the point, an insult to the professional integrity of every experi-
enced educator. Behind the other door is a little-noticed colleague
who, without fanfare or accolade, has listened, responded, worked,
and succeeded. In the ten minutes that separate the present instant
from your departure from the parking lot, what will you do? Will
you have one more fruitless argument with a malcontent, or will
you nurture your change champion?

In an astonishing number of faculty meetings and professional
development conferences, the conversation is defined by the mal-
contents, while the champions sit in silence, hoping only to return
to their classrooms, where they can accomplish something con-
structive. You have ten minutes left. You have developed the per-
fect rhetorical stiletto for the malcontent. You have the oratorical
skill to deliver it. You have the perfect time limit in which to
launch the verbal missile and escape before the counterattack. Or,
you can reject this aimless and vacuous contentiousness and walk
into the second door. Your change champion, not expecting you,
will be surprised and perhaps alarmed. For this person, you have no
prepared speech, no rhetorical flourishes. But you can say, “I know
that this isn’t easy for you, but [ want you to know that [ notice it
and I appreciate it. What you are doing for our kids is terrific, and
[ respect you a great deal. I'm on my way home, but would you
mind telling me about the best thing that happened to you today?”

Now envision your walk to the parking lot, your drive to the
house, and your evening at home. You only have ten minutes with
which you can either argue with a malcontent or nurture a change
champion. Choose wisely.
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The Leadership and Learning Matrix
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Combine causes and effects in a Leadership and Learning
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What Homer Simpson and Warren Buffet can teach us about
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Perfection is not an option
Luck is not a strategy
Leaders are not victims
Resilience is a choice

Apply the L? matrix to your own leadership decisions

Recent volumes on leadership assure the reader that Attila the
Hun, Jesus, Lao-tzu, Moses, Patton, or Shakespeare, to name only a
few, might have the keys to understanding the secrets of effective
leadership. Consider a less intimidating figure: Homer Simpson.
This creation of Matt Groening has done what few cartoon
characters can claim in that his trademark expression, “D’oh!” has
entered the text of the Oxford English Dictionary. With monosyllabic
precision, Homer’s expression encapsulates an important under-
standing of leadership effectiveness. First, the OED definition:

D’oh! Intj. Expressing frustration at the realization that things have
turned out badly or not as planned or that one has just said or done

something foolish.
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The etymologist responsible for the insertion, John Simpson
(presumably no relation to Homer), understands two distinct forces
to be at work in this expression. The first is the bad result that
frames Homer’s every action during a typical episode of TV’s
The Simpsons. The second is Homer’s indifferent ignorance to
the causes of the bad result. This combination of bad results and
absent understanding of the causes of those results embodies the
lower-left quadrant of the Leadership and Learning (L?) Matrix,
seen in Figure 3.1. On the vertical axis of the matrix is achieve-
ment of results, which might be profit, employee stability, customer
satisfaction, patient health, fundraising success, or any among a
variety of indicators important to an organization. On the hori-
zontal axis is the leader’s understanding of the cause of the results
or the antecedents of excellence. When one has bad results with-
out understanding, one does not find the intersection of ignorance

and bliss; one finds D’oh!

Figure 3.1. The Leadership and Learning (L?) Matrix
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The Lucky Leader: Results Without Understanding

Above Homer’s quadrant, we find the subject of much business
journalism: the leader who coexisted with good results and thus was
presumed to have caused them. Here one finds, for instance,
“Chainsaw” Al Dunlap, formerly of Sunbeam, whose best-selling
book extolled the virtues of massive layoffs while omitting mention
that accounting frauds are seldom the hallmark of lasting financial
success. Also in the quadrant that, at best, can be described as
“lucky” are some of the dot-com billionaires who convinced a
short-lived generation of investors that because today’s stock price
is higher than yesterday’s, tomorrow’s will inevitably follow suit. By
such logic, trees grow to the sky.

This quadrant has a dark side, in which the leader presumes that
present position is the result of eternal gifts. Tyrants from Louis XIV
to Stalin reveled in the presumption that short-term success auto-
matically validated their position, and that an understanding of
underlying causality was irrelevant. When those who evaluate
leaders indulge in a one-dimensional focus on results, they lose the
opportunity for a multidimensional understanding of antecedents,
often with tragic consequences.

Discovering the Value of Failures

In the lower-right quadrant, we have those who are apparent
failures. After all, as their low position on the vertical axis indi-
cates, success eludes them. But because these leaders understand
the antecedents of excellence, their failures are temporary. Dur-
ing the technology boom of 1999, investment wizard Warren
Buffet fell into this quadrant. Critics wondered if the world’s
second-richest man had lost his touch because he failed to follow
the stampede into stocks whose stories had more imagination
than earnings. Perhaps some of them wished that Buffet had
invested in a hot Houston company named Enron; it certainly
had better performance than the stodgy company from Omaha.
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Buffett played his hand carefully, enduring the criticism with
intellectual curiosity rather than defensiveness. “I do not invest
where I do not understand,” he said, and thus cast himself as the
archetype of the learner. Today he counts his billions while
his critics paper their bathroom walls with worthless stock
certificates.

Perfection Is Not an Option

Who occupies the upper-right quadrant, where the leader achieves
great results and understands the antecedents of success? History
does not record a leader who occupied only this portion of the L?
matrix. In fact, the knowledge that links results with understand-
ing was probably gained during an apprenticeship in the learning
quadrant. Buffet surely occupies not a quadrant but a continuum
between learning and leading.

The L? matrix offers no pat solution, no historical figure of
mythic proportions whose secrets reveal consistent wealth and suc-
cess. Rather, the matrix is a map for a journey that can be either
circuitous and futile or clear and fruitful. In no event, however, is
such a journey easy.

Researchers generate theories and test hypotheses; quite fre-
quently their hypotheses are wrong. Guided by the researcher’s
maxim that “we learn more from error than from uncertainty,” sci-
entists do not despair when a hypothesis is disproved; they rejoice
when one more stone is added to the mountain of knowledge
required for success. Such intellectual curiosity and learning per-
spective defines the resilience continuum between learning and
leadership. The central lesson of the connection between these two
quadrants is not the false hope of avoiding mistakes, but the prob-
able reward of learning from them. The central lesson of the matrix
is that we must avoid the search for the perfect leader and focus
instead on the search for the leader who consistently occupies
the right side of the matrix, the continuum between learning and
leadership.
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The Journey Between Leadership and Learning

To gain value from the Leadership and Learning Matrix, we must
not only label the quadrants but also consider the continua that
connect them (Figure 3.2). Because perfection eludes us, the
earnest efforts and sincere assurances of strategic planners notwith-
standing, it is neither sufficient nor realistic to aspire to the
leadership quadrant and regard every other location as a failure.
Rather, one must choose the right path to arrive at the leadership
quadrant as consistently as possible. The choice of the continuum
determines how we use leadership information and whether or not
the rest of this book is useful to you.

The Victim Continuum: Blaming Kids, Parents,

and the World

Traditional adherents to the business cycle presume that alternation
between good and poor results is as inevitable as the thythms of
nature. In an aimless journey that occasionally exchanges good

Figure 3.2. The Leadership and Learning Matrix Continua
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fortune for bad luck (neither related to intended performance),
these leaders ride the “victim” continuum, in which success and
failure (but especially failure) is the product of external circum-
stances over which the leader can exercise little control. In edu-
cation, a similar mood prevails among leaders who are certain
that the demographic characteristics of children, the indolence of
parents, the opposition of teachers, and the overwhelming demands
of the central office all combine to make academic achievement
impossible. Although all of these factors are indeed important con-
siderations, the leader riding the victim continuum is paralyzed by
externalities. He is frequently depressed, lethargic, angry, and nearly
destroyed by stress. If life is so miserable, why does he stay in the
game! Because sometimes the results are good. Cynical to the core,
he attributes his success to luck, mouthing insincere appreciation
and waiting for the next inevitable disaster.

Random Acts of Failure

Some leaders gain a glimpse of understanding of the cause of their
poor results, but they fail to apply the lessons they have learned,
which leads to an unpleasant journey on the “random-acts-of-
failure” continuum. These chronically low performers are found in
high-poverty and low-poverty schools, though they tend to con-
gregate in any environment where warm bodies are valued over
competent leaders. They survive in an environment of grim
despair; a growing national shortage of building administrators
allows them to participate in the annual “dance of the lemons” as
they are reassigned from one failure to another. One of the greatest
failures of public service in general, and public education specifi-
cally, is to identify and counsel out of the profession the leaders
who ride this continuum. Because they are not learning from their
mistakes, each year is another investment in failure rather than a
reasoned prospect for improved performance. Worst of all, these
leaders contribute to public antipathy toward every school.
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The Illusion Continuum: The Golden Touch

Those who believe that one can perpetually ride the “illusion” con-
tinuum that connects luck with leadership are also disappointed
in the late arrival of the Tooth Fairy. They sustain these aspirations
with a facile solution for everything and an attitude that extends
beyond optimism, to fantasy. Aspirants to the illusion continuum
frequently start in the lucky quadrant and are astonished that the
ride is neither consistent nor graceful. There are, in fact, no occu-
pants of this continuum. It is useful only for the recognition that is
apparent, not real. Aspiring to it diverts us from our central mis-
sion: leadership and learning.

The Resilient Journey of Leadership and Learning

We focus our efforts on the only continuum that offers a high prob-
ability of successful leadership: the path that connects learning
with leadership. This continuum offers neither perfection nor plat-
itudes, but resilience. Every failure is an investment in learning,
provided that the underlying causes are rigorously examined,
understood, and applied to future decision making. This contin-
uum is the heart of data-driven decision making and every effective
leadership strategy in this book.

Systematic learning from both success and failure is essential for
the resilient leader. To ride this continuum, the leader must value
honest bad news. Understanding that analysis of teaching, curricu-
lum, and leadership practices requires a range of results that are
associated with successful and unsuccessful practices, the resilient
leader takes a second look at each apparent student result. She asks,
“Is this particular success associated with a measurable improve-
ment in teaching and leadership? If not, how can we possibly sus-
tain it?” In analyzing failure, she asks, “Is this particular failure the
result of reduction in our effective practice? If so, that’s actually
pretty good news, because we know how to fix that. It’s the failures
we don’t understand that we can’t fix.”
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By evaluating leadership and teaching as cause variables, the
resilient leader moves away from blame in times of distress and
avoids giddiness in times of success. This leader is sustained not by
easy victory but by the challenges associated with linking her
efforts and those of her colleagues to improved results. She values
neither luck nor undefined success, but only those results that she
can associate with her own professional effort. This confidence is
the heart of resilience. When times are tough, the resilient leader
does not rely on platitudes, threats, or fantasy. Rather, she relies on
herself and her accumulated wisdom, which links leadership and
learning. Only the resilient leader grasps the essential meaning of
our next chapter: that leadership makes a difference.

Practical Guidelines for Using the L? Matrix

The Leadership and Learning Matrix need not be an abstraction.
Leaders can use it successfully if they conduct a self-assessment such
as the one in Exhibit 3.1. The essence of this assessment is
the answer to two questions. First, “How do I define success?” The
quantitative answers to this question, including test scores, student
persistence in school, attendance rate, students without discipli-
nary incident, and so on, represent the vertical axis of the L’
matrix. The second question is, “What specific professional prac-
tices, leadership practices, and curriculum policies did I employ
that are associated with these results?” Exhibit 3.2 and Figure 3.3
provide an example of how data can be gathered and displayed.

In Exhibit 3.2, the leader has focused on one variable involving
student results, the percentage of students proficient on the state
assessment of verbal ability. This is only one illustration of data
gathering using the individual teacher as the unit of analysis. In
some cases, the variables can be analyzed by building, by groups of
students participating in a particular program, or by individual stu-
dent. The key to identifying the unit of analysis is that the group
selected in the effect variable (in this case, the test score) must be
the same as the group selected in the cause variable (in this case, the
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Exhibit 3.1. Leadership Self-Assessment

Results—Vertical Axis

Student Achievement
Result Number Y-Axis Data Source

Antecedents of Excellence—Horizontal Axis

Teacher Professional

Practices (specify) Number X-Axis Data Source
Ordered Pairs for Graph
Line X-Axis Y-Axis

frequency of writing performance assessment). Because classroom
teachers vary widely with respect to their decisions on writing per-
formance assessment, the classroom teacher was the appropriate
unit of analysis in this case.

As Exhibit 3.2 indicates, some teachers assessed students only
once a year, while other teachers used semester, quarterly, monthly,
or bimonthly assessments. When we combine the information on
the top part of Exhibit 3.2 with the information on the bottom part
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Exhibit 3.2. Leadership Self-Assessment Illustration

Results—Vertical Axis

Student Achievement
Result Number Data Source
State test verbal 55 % proficient or higher (Jones)
State test verbal 60 % proficient or higher (Smith)
State test verbal 65 % proficient or higher (Sanders)
State test verbal 70 % proficient or higher (Sackett)
State test verbal 75 % proficient or higher (Cohen)

Antecedents of Excellence—Horizontal Axis

Teacher Professional
Practices (specify) Number Data Source
Frequency of writing Annual (1) Classroom assessment
assessment records (Jones)
Frequency of writing Semester (2) Classroom assessment
assessment records (Smith)
Frequency of writing Quarterly (4) Classroom assessment
assessment records (Sanders)
Frequency of writing Monthly (9) Classroom assessment
assessment records (Sackett)
Frequency of writing Bimonthly (18) Classroom assessment
assessment records (Cohen)
Ordered Pairs for Graph

Line X-Axis Y-Axis
Jones 1 55
Smith 2 60
Sanders 4 65
Sackett 9 70
Cohen 18 75

of the chart, we have a set of ordered pairs that can be displayed in
Figure 3.3. The leader must note that using a computer is not nec-
essary to perform this analysis. I have worked at teaching and lead-
ership retreats when we used only the blank Exhibit 3.1 to gather
data on causes and effects, and then posted the results of the
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Figure 3.3. Chart from Exhibit 3.2: Frequency of Writing
Assessment and Student Test Results
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ordered pairs by hand on a wall chart. It is not the elegance of the
display that matters nearly as much as the quality of the inference
that the teacher or leader can draw from Figure 3.3. In this case, it is
clear: the more frequently teachers use writing performance assess-
ment, the higher the percentage of students who are proficient
on the state assessment of verbal ability. In fact, the R? number near
the trend line suggests that about 86 percent of the variation in
student test performance is associated with the teaching decisions
surrounding the frequency of writing assessment.

How can we ultimately use this information as one piece of the
puzzle for the L? matrix? The learning leader must understand test
scores as well as the extent to which the antecedents of excellence
influence them. Therefore, as the L? matrix moves from theory to
reality, we can create the chart in Figure 3.4. The average test scores
from Exhibit 3.2 were not great; an average of only 65 percent of
students were proficient or higher. But as Figure 3.3 indicates, this
leader knows why some classrooms were proficient and others were
not. The understanding of the antecedents of excellence is superior.
Therefore, we can begin constructing the L? matrix for this leader
at the point displayed with an X in Figure 3.4.
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Figure 3.4. Sample L* Matrix
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The first X indicates that this leader’s analysis of the frequency
of student writing is solidly in the leading quadrant. If the average
scores had been lower, but the relationship between writing and
student achievement similarly strong, then the X would have been
in the learning quadrant. The key to traveling the resilience con-
tinuum (see Figure 3.2) is that even when student achievement is
down, the leader understands why this is the case.

With every strategy the leader employs, additional Xs can be
placed on the L? matrix. Certainly not all of them will appear in the
upper-right quadrant. Indeed, some of the most valuable lessons
occur from failure, where the vertical axis reveals low student
achievement. The difference between those who travel the con-
tinuum of resilience and those who are victims, however, is that the
learning leader has analyzed the reasons behind failure. This leader
continues to test relationships between variables until she finds a
high relationship between a cause variable and an effect variable.
She relentlessly asks questions until the relationship between strat-
egy and result is revealed.
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The victim merely announces results and assumes that demo-
graphics are destiny, blaming kids, families, and social conditions;
the learning leader asks, “What is the relationship between specific
strategies in teaching, leadership, and curriculum and student
achievement?” Student achievement results, whether good or bad,
do not just happen. They have antecedents. The L? matrix reveals
whether the leader is finding those antecedents. Only then can we
replicate the most effective strategies and discard those that are
unrelated to improved achievement.

To apply the L? matrix to your own leadership decisions, follow

these steps. Reproducible forms to support each of these steps can
be found in Appendix A, worksheets A.1 through A.6.

Step one: Identify measures of student achievement. The best
way to express these indicators is in the percentage of students pro-
ficient or better on a particularly important academic standard.

Step two: Define specific measures of teaching practice, lead-
ership, or curriculum. These indicators can be expressed numeri-
cally, such as the frequency of writing assessment, the percentage
of assessments using performance assessment, or the number of
assignments integrating technology. Once an indicator has been
established, record the percentage at each level of performance,
such as the percentage of teachers that evidenced distinguished
practice, the percentage that were proficient, the percentage that
were progressing, and the percentage that were not meeting
standards.

Step three: Create ordered pairs using the information in step
two, and plot the ordered pairs on a graph. The “cause” variable—
the teaching, leadership, or curriculum practice—is listed in the
first column and is used to identify the horizontal (X) axis. In
the example just introduced, the number of writing assessments
yielded the information for this axis. The “effect” variable—the
indicator of student achievement—is listed in the second column
and is used to identify the vertical (Y) axis. In the example, the per-
centage of students who were proficient or better produced the
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information for this axis. Using the ordered pairs, a series of dots
can be created similar to the graph in Figure 3.3.

Step four: Determine the relationship between the cause and
effect variables (see the sidebars “A Word About Relationships
Between Cause Variables and Effect Variables” and “Correlation
and Causation”). The easiest way to do this is with a computer
spreadsheet program where, with a few simple commands, the user
can plot the cause variables in one column, the effect variables in
the next column, highlight the two columns, and use the “insert
graph” function to create a graph. The “graph trend line” function
can then be used to automatically calculate the line of best fit and
the regression coefficient associated with that line. It is not neces-
sary for your staff to endure a statistics lesson about regression analy-
sis; common sense suffices. The relationship between the cause
variables and effect variables will be clear to the leaders and staff
members, and a rational decision can be made to replicate a sound
strategy, refine a measurement, or discard a strategy altogether.

Step five: Plot the relationship between cause and effect (the
measurement used in the example in Figure 3.4 was R?, but other
measures of association between the cause and effect variable will
do) along with the student achievement on your personal Leader-
ship and Learning Matrix. If you had uniformly great student
achievement results and every single cause variable that you mea-
sured had a high measurable relationship to those results, then
every dot on your Leadership and Learning Matrix would be in the
upper-right quadrant. In the real world, however, some indicators
of achievement are high and some are lower. Sometimes we choose
variables that are highly related to student achievement, and some-
times we choose variables that are completely unrelated.

Accumulating marks on your personal matrix tells you not only
about the quality of achievement but also about the quality of mea-
surement. Even if you have some instances of low achievement, if
the cause variables are highly related to achievement then at least
you have a blueprint for action and a deep understanding of how to
improve performance in the future. On your personal matrix, the
points are arranged on the two right quadrants, and you are travel-
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ing the resilience continuum between leadership and learning. In
the learning quadrant, you can recognize the value of honest bad
news. Student achievement is not at the level you wish, but your
leadership is clear and decisive; you can make a positive impact on
the future. A leader, however, who is consistently gathering
cause indicators that are unrelated to achievement resides on the
left-hand side of the matrix. Even with good results, this leader is
merely lucky and, with a combination of unintelligible causes and
poor results, will join Homer Simpson in the lower-left quadrant.

To apply the lessons of this chapter and create your own Lead-
ership and Learning Matrix, use the forms in Appendix A. Forms
A.1 through A.7 take you through the steps necessary to begin your
matrix. The forms are reproducible and may be used for profes-
sional development activity with your colleagues.

A Word About Relationships Between Cause
Variables and Effect Variables

When we look at a graph with points scattered about it,
there are typically three types of relationship that might
occur (Figure 3.5).

The first one is a positive relationship, such as the chart
in Figure 3.3. In general, the points on the graph are
arranged from the lower-left quadrant to the upper-right
quadrant. In simple terms, we might say that “the more we
apply the cause variable, the more we get of the effect

Figure 3.5. Types of Relationship Between Cause Variables

and Effect Variables
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variable.” If we measure the slope of the line running from
the lower left to the upper right, we find its maximum value
is 1.0. Sometimes researchers use the square of the slope of
the line to express the amount of variation in the effect vari-
able that is associated with a change in the cause variable.

The second type of relationship is negative. In general,
these points are arranged from the upper-left quadrant to
the lower-right quadrant. This relationship suggests that
“the more we apply the cause variable, the less we get of
the effect variable.” For example, if the cause variable is
the number of absences from school and the effect variable
is measured student achievement, we might expect that a
greater number of absences is associated with a lower
degree of achievement—a negative relationship. The low-
est value of the slope of the line running from the upper
left to the lower right is —1.0. If we are consistent in our
practice, however, and square that number, then a slope
that is —.8, for example, is the product of —.8 and —.8, ora
positive .64. When we record the R? value on the L?
matrix, that is the number we record, because it expresses
the degree to which our presumed cause variable is really
related to the effect variable we are trying to influence.

Let me emphasize again: it is not necessary to use
advanced statistical analysis to complete the Leadership
and Learning Matrix. What is absolutely essential, how-
ever, is that the leader be willing to analyze systematically
both the effect variables—changes in student achieve-
ment—and the cause variables—indicators of teaching,
leadership, and curriculum. By simply gathering and plot-
ting those numbers, the relationship—or lack of it—to stu-
dent achievement is evident.

The third type of association between cause and
effect variables—and by far the most common one that
educational researchers find—is the absence of a relation-
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ship. In this relationship, the points are scattered all over
the chart with no apparent relationship, and the line of
best fit is a horizontal line across the page. It does not
appear to make any difference what happens to the cause
variable; when it is high, there are both high effects and
low effects, and when the cause variable is low, there are
again high effects and low effects.

The reason you find cause variables with no relation-
ship to effect is first of all that we are measuring the
wrong thing. For example, when we measure technology
implementation by variables such as “number of connec-
tions to the Internet” or “number of minutes on the com-
puter,” we rarely find an association with student
achievement. If, by contrast, we find better measures of
technology, such as the frequency of revised and edited
student work using technology or the frequency of assign-
ments in which the same concept is represented in two or
more ways using technology, then we are more likely to
find an association to student achievement.

The second reason for the absence of a relationship
between the cause and effect variables is that we have
identified a cause variable that is truly unrelated to stu-
dent achievement. This happens frequently in staff devel-
opment programs when the putative cause variable is the
percentage of teachers who have been trained in a partic-
ular program, but the training was never related to class-
room behavior. Training alone does not influence
achievement, and the absence of a correlation tells us to
stop wasting money in such a manner.

Correlation and Causation

Because the analysis of this chapter rests upon the rela-
tionship between variables that have been labeled “cause”
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and “effect,” it is important to note that there is an
important difference between statistical association (or
correlation) and causation. Research critics are frequent-
ly given to the chant “correlation is not causation”; thus
this argument deserves a close look.

First, correlation and causation are not mutually
exclusive. In fact, where there is causation, there is cer-
tain to be correlation. For example, few would doubt that
absence from school is a cause of low achievement; we
can consistently plot attendance on the horizontal axis of
a graph, plot student achievement on the vertical axis,
and find that as attendance increases, so does student
achievement. There is both causation and correlation.
However, the mere existence of correlation does not auto-
matically imply causation. Only after a series of repeated
investigations and studies can researchers conclude, for
example, that the association between cigarette smoking
and lung cancer is not, as the tobacco lobbyists insisted in
the 1950s and 1960s, a mere statistical correlation, but an
indication of causation. Similarly, I would recognize that
some teaching strategies (such as the frequency of nonfic-
tion writing) may not be a direct causal link to improved
student achievement in math, science, and social studies,
even though there are consistent correlations between
writing and achievement in those subjects.

If we only have correlation without causation, why is
the Leadership and Learning Matrix valuable? First, using
correlation is helpful for guiding leadership decision mak-
ing because it helps to test prevailing hypotheses about
student achievement. In the case of writing (with, of
course, editing, revision, and rewriting), the existence of
the correlation to higher student achievement may not
prove causation, but it clearly disproves the prevailing
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allegation by many educators and principals that they
“don’t have time to do more writing,” presumably because
such an emphasis on writing would prevent them from
adequately covering the curriculum in other subjects, and
that would cause scores in those other areas to decline.
The existence of a positive relationship between writing
and achievement disproves the hypothesis, thus giving
leaders a valuable logical tool to undermine the “I don’t
have the time” arguments that prevail in schools today.
Second, the existence of multiple correlations over time
allows leaders and researchers to proceed from correlation
to causation, just as medical researchers have been able
to do. The allegation that correlation is not causation is
not a reason to abandon correlation, but rather to under-
stand the limits of this tool, to use it to test hypotheses,
and to accumulate information over time to guide and
inform effective leadership decision making.

Finally, educational leaders must ask what alternatives
are available to them. However frail correlation may be in
comparison to the mythical perfection of proven causa-
tion, the ideal is not our option. We have correlation,
carefully practiced and recorded in this book, or we have
speculation, personal preference, whim, and the fad of the
month. If [ have a professional practice that is consistent-
ly associated with improvement in student achievement,
[ will happily make decisions on the basis of that “mere
correlation” rather than the breathless enthusiasm and
vague allusions to unspecified research that dominate so
many popular educational decisions.







There are two in-boxes on the desk of every educational leader, one
of which contains the complaints that demand most of our time

Chapter Four

Leadership Matters

How Leaders Improve the Lives of Students,
Staff, and Communities

Leadership Keys

The larger in-box: forces beyond the leader’s control
Define what you can influence

Effective feedback for students

Get parents on your side

Collaboration without capitulation: communication with
the faculty

Know the consequences of a leadership vacuum

and about which one can do very little; the other contains the mat-

ters over which one has some influence. In the larger in-box are the
myriad factors beyond the control of the leader. Among the litany

of complaints in this in-box:

Children should be better prepared before they come here.

Teachers should be fully qualified and experienced for the
position to which they are assigned.

Parents should be more supportive.
Children should receive more rest and better nutrition.

Central office administrators should be more empathic and
less demanding.

69
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e Voters should be more appreciative of the sacrifices of
teachers and administrators.

e Legislators should be more sensitive to the needs of public
education.

e The Red Sox should win the World Series.

These all have one thing in common: no matter how frequent
and passionate our complaints, we can do very little to change them.
Don Quixote was a charismatic figure, and tilting at windmills was
his specialty. Leading an educational enterprise was not. If we must
find a figure from antiquity to emulate, it is neither the idealistic Don
Quixote nor the eloquent Demosthenes, who was reportedly so flu-
ent that he could speak with rocks in his mouth. Our aim is not to
impress with grandiloquent speech, but to move with passion and
meaning. Leaders who want to be effective do not wish merely for
their colleagues to feel good but rather to have their colleagues feel
that their work matters. Ultimately, it is not self-affirmation that
endures; it is a feeling of consequence that lasts. The only reason we
can survive the trials of the professional of teaching and educational
leadership is that our work matters. We do not end the year saying
“I beat the competition by 2 percent” or “The boss liked me” or “I
survived the rat race another year.” We persevere because we can
end the year by saying with conviction:

We won some and we lost some, but our work made a profound dif-
ference in the lives of children. They may not thank us now; in fact,
they probably won’t. But we know that our work matters, and in
time they will know it as well. Even some of my colleagues didn’t
appreciate my work, but popularity is not the standard here;
effectiveness and impact on the lives of kids are all that matters.
So I didn’t win the Demosthenes oratorical competition. I'm not
trying to be Demosthenes. I’'m not even trying to be Horace Mann.

I’m just trying to be the best teacher and leader I can be.
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This sort of self-confidence is unusual, but it is possible if the
leader has a clear understanding of the difference between popu-
larity and effectiveness. In the final analysis, a leader does not influ-
ence people; nor does the leader influence attitudes and beliefs.
The leader can only influence behavior.

Define What You Can Influence

The first and most important influence exerted by a leader is on his
or her own behavior. The leader has the most direct impact on the
models that he or she establishes in human relationship, time man-
agement, professional development, and a host of other areas. The
value of leadership modeling far exceeds the impact of memos,
seminars, and self-help books. The second greatest influence of the
leader is over the behavior of colleagues. Notice that it is not
attitudes and beliefs that the leader primarily influences, but behav-
ior. This is counterintuitive for many people in organizations, since
the leader seems to devote an extraordinary amount of time to mat-
ters of belief and personal attitudes, and this is consistent with con-
ventional wisdom. After all, are not leaders supposed to inspire—or
at the very least manipulate, cajole, and influence—their subordi-
nates to act nobly in response to the grand vision of the leader?

Such a vision is appropriate only for those who believe in the
Leadership Fairy. That fiction, though quite popular, is available
on other shelves at the bookstore. The nostrum that we must first
have buy-in, positive attitude, and rock-solid beliefs before behav-
ior change is possible is an hypothesis more distinguished by its
popularity than its evidentiary support. In fact, attitude does not
precede behavior; behavior precedes attitude. The most impor-
tant leadership insight is that we are not called to influence
beliefs, but to influence behavior. If behavior is successful, belief
follows. But no matter how impassioned belief may be on a tran-
sitory basis, it does not persist if not accompanied by successful
behavior.
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Consider the example of diet, exercise, and physical health.
Few people enjoy exercise, but many enjoy the results of exercise:
the energy, the compliments, the emotional high, and the physical
well-being associated with exercise. The first step in creating a
successful chain of events is rarely acceptance of an intellectual
connection between exercise and health. If that were the case,
Twinkies, beer, and corn chips would be absent from supermarket
shelves. Instead, we forfeit the snacks and brew and accept the reg-
imen of exercise because our decision makes a difference to some-
thing that matters to us. We are not impotent victims of fast food
demons.

We demonstrate our power to make a difference not with
grandiloquent speeches but with a thousand small decisions that
improve our health. At the end of the day, we may not have lost our
appetite for junk food, but we can control it because, as a direct
result of our behavior, we finally recognize the value of healthy
choices. If an educational leader asks teachers to engage in difficult
and challenging practices in classroom assessment or professional
collaboration, the reaction may range from reluctance to open
opposition. Acceptance comes only after successful experience,
and that occurs even though some reluctance and opposition
continues.

As [ was writing this chapter, [ was interrupted by a phone call
from a woman who began the conversation by saying, “I thought
you were crazy and wrong three years ago, but I guess | have to thank
you now.” Her school had dramatically changed its early literacy
practices, including a significant increase in time for literacy and
meaningful commitment to more student writing. The move was
unpopular, with reactions from cynicism to rage. Three years later,
the improvements in student achievement have made the decision,
in retrospect, far more popular. But neither the improved perfor-
mance nor the change in attitude would have come had not the
leader of that organization held the courage and wisdom to know
that change in behavior precedes change in belief. Had the leader
waited for everyone on the staff to buy in and accept the wisdom of
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the literacy program, their children would still be mired in an envi-
ronment of poor literacy skills and little hope for the future.

Effective Feedback for Students

If the most important influence leaders have is over their own
behavior, what specifically can they do? In the educational setting,
the leader cannot take over instruction of every subject in every
classroom. Thus many a leader attempts to micromanage the class-
room interaction between students and teachers by mandating use
of teacher-proof curriculum tools. If every move is scripted, the
leader reasons, then the opportunities for human error are reduced
and nothing is left to chance. A better strategy is for the leader
to identify the interactions that have the most influence on stu-
dent achievement—the most direct feedback regarding student
performance—and participate directly and meaningfully with
teachers, students, and parents so that performance feedback is
accurate and fair.

The leader cannot direct every classroom interaction, but the
ability to influence the report card and other methods of feedback
to students is an exceptionally strong means of influencing both
student achievement and the professional practice of the teacher.
If a leader abdicates this responsibility, evaluation of student work
can vary remarkably, with some teachers comparing student
work to objective standards while others use the bell curve. Educa-
tional leaders cannot claim commitment to academic standards if
they do not consistently govern the policies by which student
achievement is evaluated. Where the bell curve prevails, standards
are a myth. If an A is awarded to the best students regardless of
their incompetence, and if less able students receive a poor grade
despite their proficiency, then standards have been replaced by the
curve. The leader who accepts the frequent claim that grading sys-
tems are a matter of academic freedom and must be determined
idiosyncratically by each teacher has sacrificed an important influ-
ence on professional practice and student achievement.
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The leader of a standards-based school makes grading policies
clear with these criteria:

e Success is not a mystery. The criterion for success on each
assignment, each grading period, and each report card is clear to
the teacher, students, and parents in advance. Thus it is possible for
all students to receive an A—and possible that no student meets
that criterion. The difference is not a matter of the relative perfor-
mance of the student, but only the result of comparing student
performance to a clear and public standard.

e The consequence of failure to meet a standard is not necessarily
a low grade, but the opportunity to respect teacher feedback, resub-
mit student work, and achieve a higher grade. One essential feature
of standards is that they evaluate student achievement rather than
the speed with which work is completed. Moreover, standards
inherently encourage respect for teacher feedback because students
always have the opportunity to demonstrate their respect for feed-
back through improved performance and resubmission of student
work.

e Student work is always compared to an objective standard, not
to the work of other students.

¢ The judgment of the teacher is neither mysterious nor isolated,
but the transparent result of comparing student work to a scoring
guide or rubric based on academic content standards. Teachers who
routinely engage in collaborative grading of student work are never
faced with the allegation of mystery grading because they and their
colleagues have defined precisely and consistently what proficiency
means for every assignment in every class.

Get Parents on Your Side

Leadership communication with parents is typically characterized
by two qualities: it is late, and it is unhelpful. If the leader com-
municates only after a failure involving discipline or academic
performance, the immediate reaction of parents tends to be
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punishment or defensiveness, neither of which is particularly help-
ful. Hence the leader communicates with the threat of conse-
quences for poor results, and the confrontation between leader and
parents only escalates to new and unproductive heights. There are
far better ways for a leader to communicate with parents proac-
tively and effectively.

Here are some guidelines for the leader of a standards-based
school to communicate with parents. Initially, leaders must define
academic expectations early, with clarity and precision. Veteran
educational leaders follow this advice regularly with regard to dis-
cipline. There is normally an absolutely clear set of expectations
about drug use, smoking, alcohol abuse, and navel piercing. Ask
the same leader, however, if there is an equally clear set of expec-
tations for all students with respect to mathematical proficiency, lit-
eracy, and expository writing, and a more equivocal response is sure
to follow. Clarity and simplicity are essential here.

In the realm of discipline the effective leader does not post the
state criminal statutes on the walls of the school; instead, she iden-
tifies a concise list of rules that have meaning and are understood
by all students.

In addition, an effective leader does not make vague reference to
curriculum documents and hundred-page standards but rather has a
clear and easily understood set of academic expectations that all stu-
dents must achieve. Success, in other words, is not a guessing game,
but a matter of following clear and unambiguous instructions.

Collaboration Without Capitulation:
Communication with the Faculty

An effective educational leader must not evaluate a teacher’s pro-
fessional practice on the basis of popularity, eloquence, or personal
mastery of material. Rather, the evaluation is according to the
teacher’s response to this question: “What does a student have to
know and be able to do to succeed in your class this semester?” If
there is a clear, immediate, and coherent response to this question,



76 THE DAILY DISCIPLINES OF LEADERSHIP

expressed in language that students and parents can readily com-
prehend, the leader can enthusiastically validate the professional
practices of that teacher. If there is equivocation, ambiguity, hesi-
tancy, or—worst of all—the insinuation that the response to such
a question is not the business of an administrator, or the student, or
parents, but instead the exclusive province of the teacher, then
there is a problem that extends far beyond decorum.

A significant number of teachers and advocates for them sin-
cerely believe that academic freedom means not having to respond
to “What must a student do to be successful?”” These teachers
and advocates, however sincere, are sincerely wrong. A standards-
based school is, above all, a place of fairness and transparency.
Accepting ambiguity in the name of academic freedom is an unac-
ceptable compromise. Few educational leaders would tolerate
ambiguity of expectation from the referee of a high school football
game. On the things that we really value, such as the expectation
of the quarterback who has the ball on fourth down with three
yards to go, educational leaders, policy makers, parents, teachers,
and students would never accept a comment such as “That’s really
none of your concern; I'll judge the quarterback’s performance
based on my experience and professionalism, and frankly I resent
your even asking the question about what'’s required for a first
down—that’s a matter for the football teacher to decide.” In the
context of football, of course, the example is silly. But change
the term football game to English literature and change fourth down to
literary analysis and the example takes on new meaning. The leader
in a standards-based environment demands clarity and fairness, and
those demands run afoul of the mysterious judgment that has too
frequently prevailed in the classroom.

What If You Do Nothing? Consequences
of a Leadership Vacuum

There is understandable reluctance among many leaders to make a
clear and convincing commitment to standards. On academic mat-
ters, the expertise and experience of the individual teacher must be
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respected, they reason. After all, no school administrator can attain
expertise in all academic areas. There is a difference between a
leader attempting to define the particulars of academic expectation
in every area—an absurd demand for universal expertise—and the
more reasonable expectation that the leader specify that academic
requirements be clear, precise, and understandable. A principal
need not become a curriculum expert in every academic area, but
he certainly can picture himself in the place of his students and
their parents. From those perspectives, can all parties involved
understand what success means? Relying not on personal experi-
ence as a parent, teacher, student, or administrator, can they under-
stand what students must know and be able to do to achieve success
in a classroom? If the answer is anything other than emphatically
affirmative, then standards are an illusion. The leader must build
the bridge from chaos to clarity for every stakeholder so that stu-
dents, teachers, parents, leaders, and the broad community know
what success really means.

If leaders fail to insist on standards, they may indulge in the
illusion that they are fostering academic freedom. In fact, they have
created a vacuum in which fear, suspicion, uncertainty, and guess-
work prevail. [t is this vacuum that legitimates the vocabulary of
students who refer to grades as given rather than earned. In the
absence of standards-based leadership, students do not know what
success means. Parents do not know how to help. Students who
begin school with a comparative advantage are inappropriately
complacent; students who begin school with a disadvantage are
demoralized and unmotivated.

There is a risk in filling this vacuum with a leader’s clear and
unambiguous expectation for academic standards. First, any change
represents risk, because change is uncomfortable. Second, any
assertion of leadership authority carries with it the risk of an accu-
sation of authoritarianism, or at the very least loss of popularity for
the leader. The leader who equates success with comfort and pop-
ularity does not, as a result, succeed in implementing standards.
Against these risks, however, the leader must weigh the risk of
inaction. What percentage of your students are not proficient now?
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What percentage of students are not sufficiently challenged? What
percentage of students receive grades that are inconsistent with
their level of proficiency or are not related to the academic stan-
dards of your state?

These risks represent lifelong consequences for the student, and
inevitable consequences for the community and school. In other
words, there is no such thing as a risk-free choice. Following the
advice of this book and transforming your leadership carries risk; clos-
ing the book and doing nothing carries risk. The choice is not to
avoid risk, but to choose risk wisely and deliberately. By choosing
to embrace professional leadership based on academic standards, you
accept the risk of unpopularity and discomfort. This choice, however,
improves the professional practice of teachers and leaders, instills a
higher level of fairness for students, allows a significantly greater
number of students to succeed, and challenges those students who are
merely competitive without achieving academic standards.
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In the New England town where I live, we sometimes have difficulty
in distinguishing among buildings that are genuinely historic and
those that are merely old. Like a museum without a curator, the area
has accumulated buildings since Colonial times, splendidly preserv-
ing Abbot Hall and Fort Seawall along with a host of historical build-
ings, and stolidly protecting other buildings that are old, unsightly,
and unsafe. When resources are scarce, as they inevitably are in a
governmental budget, the maintenance required for buildings that
are merely old robs funds necessary for protecting those that are gen-
uinely historic. Our failure to make wise choices was motivated by
our zeal for protecting historical artifacts, but the actual result is the
opposite. Our failure to focus, to make difficult and wise choices, to
link individual decisions on resources, projects, and tasks—in brief,
our failure to exercise strategic leadership—undermines our mission
of preserving our heritage for future generations. At every level of
decision making, strategic leadership has a pervasive impact, and the
failure to implement it properly has grave consequences that
threaten the fundamental purpose of an organization.

81
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Educational leaders and policy makers have a similar difficulty
as they fail to distinguish between initiatives that represent genuine
improvement and those that are merely new. The danger is not in
new initiatives, but in the process of accumulation that plagues
educational systems. Leaders and organizations demonstrate a res-
olute unwillingness to evaluate initiatives and discontinue them.
The school system has become an organizational pack rat, fearful
that if anything is thrown away it might be needed someday.
(Actually, the pack rat is not as bad as the unfocused educational
system, because your crazy uncle with fifty years of newspapers in
the attic does not assign a staff member to read them and report on
them regularly.)

The Focus Imperative
The Danger of Leadership Diffusion

[ recently visited one of the nation’s leading school systems. Stu-
dent achievement had been historically high, but now progress
was stalled. Faculty and administrators were well paid, but rela-
tionships between the leadership and teachers were now strained.
Facilities that had normally been sparkling were taking on the insti-
tutional dullness that comes with slightly less attention to detail
than was the case in the past. There was an unmistakable weariness
on the faces of staff members, from the newest teacher to the vet-
eran of decades in the system. A new superintendent had recently
arrived, brimming with good ideas and new initiatives. Indeed, the
administrators seemed to welcome the challenge and the prospects
of change, but the stress in the room was palpable.

What was wrong? I had first visited the district fourteen years
and three superintendents ago, when a strategic plan with more
than 250 action items had just been completed. On the most
recent visit, I noticed that the same strategies and action items
remained on the plate of the same central office staff, while in the
intervening years, each new superintendent had added important
and valuable new initiatives.
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The Law of Initiative Fatigue states that as fixed resources
(time, resources, physical and emotional energy of staff) are divided
into a growing number of initiatives, the time allowed for each ini-
tiative declines at a constant rate (Figure 5.1), while the effective-
ness of each initiative declines exponentially (Figure 5.2). Why
does effectiveness decline out of proportion to the restrictions
on time and resources? Most initiatives require some minimum
amount of resources if they are to be sustained, but there is a more

Figure 5.1. The Cumulative Effect of Unfocused Initiatives
on Time and Resources

Cumulative number of initiatives

Time and resources available per initiative

Figure 5.2. The Cumulative Effect of Unfocused Initiatives
on Effectiveness

Effectiveness of each initiative

Cumulative number of initiatives
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important factor at work. Even the most committed and diligent
workers grow weary and cynical when confronted with leadership
that does not understand the difference between what is new and
what is simply more.

The Keys to Focus: Weed Pulling and Sunsetting

Despite the evident value and promise of each new set of initia-
tives, the failure of each successive leader to focus the efforts of
the system on a few key strategies creates a paradox: the most valu-
able initiatives receive the least time, energy, and resources. There
are only two answers to this dilemma: weed pulling and sun setting.

In the short run, the strategic leader must have a “garden
party.” Guided by the maxim that one cannot plant flowers with-
out first pulling some weeds, the leader who wishes to avoid the
consequences of the Law of Initiative Fatigue is sufficiently disci-
plined to resist the temptation to announce new initiatives before
having reviewed the accumulated baggage of previous decades. The
problem, of course, is that one person’s weed is another person’s
prized orchid. The new leader who attempts to engage the process
of weed pulling alone will only compound staff morale prob-
lems and gain little in the way of new time, energy, and resources
to devote to new ideas. There are two corollaries to the Law of
Initiative Fatigue:

1. Everyone has weeds. There is not a system, department,
office, job description, agenda, or any other element of an
educational system that does not have at least a few weeds.
As tends to be the case with weeds that have survived over
a long period of time, they have deep roots and resist most
efforts to pull them.

2. It is much easier and more fun to point out the weeds in
other people’s gardens than to engage in the unpleasant work
of pulling one’s own weeds. When the leader proclaims,
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“I promise not to start any new initiatives until we have first
taken some things off the table,” she invariably receives a
round of applause. But if she adds, “Everyone will participate
in this effort by identifying time-consuming tasks and plans in
which you are now engaged that are not contributing to our
mission,” the crowd grows silent. “But everything [ do is
important,” they claim; “Nothing can be eliminated.” Thus
do weeds proliferate, choking the life out of the flowers and
dominating the resources of the garden.

These corollaries imply that weed pulling must be a collabora-
tive effort, and it must be universally applied. I advise any leader
who wishes to have an organizational garden party to begin the
process by asking everyone to turn their calendars to a day that has
been reserved for a meeting dear to the heart of the leader. The
leader then rips that page out of the calendar, deposits it into
the ceremonial weed basket, and announces, “You need the time
we might have spent at that meeting more than I do, and therefore
it is our first weed to be pulled. This meeting is adjourned when
everyone has contributed at least one weed to the basket.”

The second key to avoiding the consequences of initiative
fatigue is to use sunset provisions for all new initiatives. After all,
today’s flowers can become tomorrow’s weeds. The leader must plan
now, not as an afterthought, to review every initiative. Most review
processes presume continuation of an initiative and consider only
how to improve it, but an effective review process begins with the
question, “If we were starting to consider this initiative today,
would we allocate new time, energy, and resources to support it?”
If there is the slightest hesitation to answer in the affirmative, then
the leader has a clue that the initiative is supported more by iner-
tia than necessity.

The consequences of the leadership failure to grasp the impact
of initiative fatigue are profound. It saps the energy from people and
organizations. Worst of all, the leader’s toleration of the unfocused
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accumulation of initiatives feeds into the cynicism and organiza-
tional obstructionism that doom even the best of new ideas.

“This Too Shall Pass”

Somewhere in East Africa not long ago, in geological terms,
Lucy—our ancestor described, if not discovered by, Professor
Leakey—accompanied her son, Grog, to the first school for the
emerging species of Homo sapiens. The grunts and groans coming
from an adjacent cave caught Lucy’s attention. They appeared to
be coming from the school’s faculty lounge; as she drew closer, she
heard a flood of complaints. It was, she overheard, something about
a new initiative, perhaps something with potential value, such as
the wheel or polysyllabic speech. The emphatic grunts and groans
made clear, however, that the new idea was unpopular. Lucy heard
the unmistakably taciturn voice of Grog’s teacher resort to a well-
worn quotation from Cro-Magnon ancestors. Roughly translated,
the quotation was, “This too shall pass.” And so the world’s first
educational initiative bit the prehistoric dust, and thus began a mil-
lion years of cynicism and distrust that continues in educational
systems to this very day.

Every state in the nation has now adopted educational stan-
dards. lowa, often inaccurately cited as the lone dissenter, requires
standards at the local level rather than the state level. Virtually
every industrialized nation in the world has established academic
standards. Yet on the day that I penned these words, a teacher said,
“Go ahead—try to make standards work here—it’s just one more
fad. This too shall pass.”

Call it the “Grog factor.” We seem to have inherited a predis-
position for cynicism and confidence in failure. The descendants of
Grog’s teacher, smug in their accusation of the corruption of youth,
gave the hemlock to Socrates. They would have carried Galileo to
the stake. They doubted the survivability of the anticolonial repub-
lic and excoriated both Jeffersonian and Athenian democracies.
They found the common schools of New England laughable and
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were appalled that anyone would dare teach slaves to read. They
rejoiced at the concept of “separate but equal” and mourned the
clarion call for equity of the Brown v. Topeka Board of Education
decision of the U.S. Supreme Court.

They now rail against the notion that all children can learn
and find perverse pleasure in the tribulations of public schools.
Although the descendants of Grog’s teacher have apprehended
multisyllabic speech and comprehended the political landscape of
the twenty-first century, little else has changed. Leaders who share
a vision for equity and excellence expect to see enthusiasm and
goodwill. Instead, they stare into the furrowed brow of the descen-
dant of Grog’s teacher.

Strategic Leadership

We think that we have leadership figured out. Certainly, the num-
ber of books, journals, and articles devoted to the subject would
suggest that many authors believe they have the mystery solved.
The number of strikingly different definitions of leadership, all con-
fidently asserted, suggests that as the pile of information grows, our
understanding is not necessarily keeping pace.

Leaders and Managers

Many authors have distinguished between the leader and the man-
ager. Kotter (1996) has done the best job, acknowledging the
necessity for both leaders and managers and avoiding the simplis-
tic notion that when a manager becomes a little more intelligent,
a bit more evolved, or has attended enough conferences on the sub-
ject, he is transformed into a leader. Rather, Kotter notes a clear
functional difference between the two. The job of management is
complex, maintaining the interrelationships between people, tech-
nology, and organizational units. Leadership, by contrast, “defines
what the future should look like, aligns people with that vision, and
inspires them to make it happen despite the obstacles” (p. 25).
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Although this distinction between leadership and management is
critical, it is not sufficient to distinguish among the types of leaders
at the helm of complex organizations, including school systems.
Because each school is itself a complex system, there is a difference
between a leader who sets the vision for a single system and the
leader who deals with the exponentially more challenging task of
a system of systems.

Strategic Leaders and Unitary Leaders

The essential need for a leader does not reduce the value and
importance of the manager. Similarly, the essential need for strate-
gic leaders does not reduce the need for unitary leaders, the people
who lead the faculty through the complex challenges of school
reform and myriad change initiatives. The unitary leaders inspire,
cajole, demand, and coerce, all within a framework of values and
principles that, in the educational context, focus on excellence
and equity (Reeves, 2000a). The unitary leader is the foundation
of any effective educational system. The great strategic leader is a
visionary blowhard if he has not developed a cadre of unitary lead-
ers who make change happen at each school, department, and
entity within the system. Great unitary leaders are frustrated
change agents caught in a bureaucratic miasma if they are not sup-
ported by strategic leaders who allocate time, energy, resources, and
emotion among competing systems. Table 5.1 summarizes the char-
acteristics of strategic and unitary leaders.

The distinctions between strategic and unitary leaders are
not obvious, because once the appellation of “leader” has been
assigned to an individual there is an impulse to presume the almost
mystical powers that every leader must have. In fact, there are
clear distinctions among leaders. As Table 5.1 indicates, each lead-
ership dimension—implementation, sustainability, and leverage—
is quite dependent on whether the leader is unitary or strategic.
Whereas the unitary leader depends upon compliance with poli-
cies and procedures for implementation, the strategic leader
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Table 5.1. Strategic and Unitary Leaders

Leadership Dimension Strategic Leader Unitary Leader
Structure Networks Hierarchy
Relationships Agreement, Required compliance
voluntary control with policies and
procedures
Implementation leverage  Influence, If vision does not
compelling vision work, then
compulsion
Force of sustainability Ideas more important ~ Personal charisma
than individual of leader

appears far less potent, relying on a network among peers in which
voluntary compliance, negotiation, and agreement are the hall-
marks. Tim Murphy (personal communication, Mar. 5, 2002) of
the Los Angeles County Office of Education is such a strategic
leader. Although he can bring the force of law and the threat of
reduced funding to the table, he understands that strategic leader-
ship in one of the largest and most complex educational systems in
the world relies less upon his threats than upon his network of vol-
untary compliance. He confesses his frustration over having to per-
suade schools to send the right people to the right meeting, but he
acknowledges that reliance on intimidation and compliance would
be a Pyrrhic victory. The persuasive power of “What's in it for me”
beats “You have to do it, or else” any day.

The leverage of the strategic leader depends upon a compelling
vision, not a definition of success that is associated with compli-
ance. The Rev. Dr. Martin Luther King, Jr., did not cite Brown v.
Board of Education of Topeka, Kansas nor the numerous court op-
inions and administrative regulations that were the sequelae of that
seminal decision. He did not recite the words, “I have a dream
that every employee will comply with section 102.9 of the Board of
Education Code of Conduct.” Rather, he articulated the dream in
which “my four little children will one day live in a nation where



90 THE DAILY DISCIPLINES OF LEADERSHIP

they will not be judged by the color of their skin but by the content
of their character” (King, quoted in 1996). With a sufficiently com-
pelling vision, the strategic leader needs no threats. It is obvious
that the alternative to the vision is unacceptable. This is the rea-
son that a poorly articulated vision statement is worse than no
vision at all. The vision of a committee is too long, too complex,
and too unfocused to be compelling. Kotter (1996) warns, “When-
ever you cannot describe the vision driving a change initiative in
five minutes or less and get a reaction that signifies both under-
standing and interest, you are in for trouble (p. 9).”

The third essential difference between the strategic and unitary
leader involves personal charisma. Despite the plethora of “CEO as
God” literature, the evidence (Sergiovanni, 2000) suggests that the
personal charisma of the leader is not necessarily linked to success-
ful change initiatives. In fact, for long-term sustainability, the
strategic leader must acknowledge that ideas are more important
than personalities. This ability to subordinate one’s ego to ideas
that transcend personality is rare. Consider the challenges faced by
Elizabeth Smith, a fictional representative of many authentic cases.
She is a charismatic leader who would much prefer the implemen-
tation and eternal memory of the “Smith Plan” than the deperson-
alized “Learning for All” plan. Moreover, she has experienced the
power of personal charisma when, as a unitary leader, faculty mem-
bers said, “Liz, I'll do this for you—I sure as heck wouldn’t do it for
anyone else.” Although she takes pride in such a statement, her
acceptance of it is evidence that her personal charisma is more
powerful than the idea itself. More important, she is acknowledg-
ing that the success of this initiative is only as long-lived as her per-
sistence in her present position. Growing tired of the fray, she
intends to move soon; every “Smith initiative” will perish the
instant she vacates her office.

Thus there is not a hierarchy of personal power and individ-
ual charisma as one proceeds from unitary to strategic leader. The
successful strategic leader may not be possessed of compelling
oratorical skills, nor have the gift of personal persuasion to move
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the intractable faculty member from recalcitrance to acceptance.
The strategic leader may not have the drill sergeant skills to gain
compliance through threats and intimidation. The strategic
leader may lack the skill to articulate the policies and procedures
that implement a vision. But the strategic leader can build a
coalition, gain voluntary acceptance of a complex and challeng-
ing plan, and create a vision that is more compelling than her
own personality.

Leading with Values: The Link Between
Standards and Fairness

The Value Imperative

What allows strategic leaders to subordinate their own ego and
implement their vision with success? The answer lies with values,
and the relationship of those values to specific educational models.
Questions of value transcend policies, procedures, and rules. The
most disparate elements of the community can agree on principles
and values such as fairness, equity, and understanding. These values
create a filter by which policies and procedures can be subsequently
evaluated. The unitary leader needs policies and procedures, since
they create order out of chaos. The strategic leader depends upon
principles and values, since they create context for every leadership
decision within the system.

Leadership with Values: A Practical Application

to Student Achievement

When I ask an audience of a thousand educators and leaders to
consider what they would do in the absence of educational stan-
dards, I have yet to hear as a response “We would stop teaching
reading” or “We would no longer care about poor children.” Rather,
the audience members uniformly insist that, even without state-
imposed standards, they would create classrooms that exemplify
rigor, reasoning, thinking, fairness, communications, and intellec-
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tual challenge. When I ask, “Why don’t you create such a class-
room now!” the inevitable response is, “We don’t have the time.”

This always strikes me as a curious statement, since the clocks
in Boston, Paris, Topeka, Beijing, Nairobi, and Peoria all bear a
striking similarity to one another. Thus the statement “I don’t
have the time” must be fundamentally false, as the quantity of
available time is the same throughout the globe. The statement “I
don’t have the time” is, in fact, code for “I fear that if [ spend my
time differently and pursue my value of rigor, reasoning, thinking,
fairness, and intellectual challenge, then I will not be able to cover
the curriculum and my students’ test scores will decline.” Now we
have a testable hypothesis. Whereas “I don’t have the time” is
demonstrably false on its face, the contention that “If [ do more
good teaching [reasoning, writing, and rigor], my test scores will
decline,” is subject to an evidentiary test.

Why is an evidentiary test important! Because values—
particularly the values related to educational leadership and
student achievement—do not exist in a vacuum. Although the
values of thinking, reasoning, and writing as the right thing to do
are widely accepted, they are rarely practiced. Hypotheses such as
“I don’t have the time” are also widely accepted, even though they
are rarely tested. The strategic leader must not only articulate val-
ues but must also eliminate the obstacles that prevent those values
from becoming translated into action. In this example, the leader
who believes that thinking, analysis, reasoning, and writing are
essential for student success must articulate the hypothesis that is
the obstacle and then test that hypothesis.

Figure 5.3 expresses this hypothesis, while Figures 5.4, 5.5, and
5.6 test it. In Figure 5.3, the horizontal axis measures the time
devoted to writing assessment and the vertical axis represents stu-
dent achievement results. If the “I don’t have the time” hypothesis
is true, then the more time is devoted to writing (and conse-
quently the less time is available to cover every element of the cur-
riculum) the lower student achievement scores will be. Hence, the
line on the graph extends from the upper left to the lower right. As
more time is devoted to writing, scores decline.
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Figure 5.3. The “I Don’t Have the Time” Hypothesis

“] don’t have the time”
hypothesis:

“If we spend more time on
effective assessment, we won't
have time to cover all the
curriculum and our scores
will decline.”

multiple-choice tests

Math, science, social studies,

Writing assessment time and results

Source: Center for Performance Assessment.

Figure 5.4. Testing the “I Don’t Have the Time” Hypothesis

More writing does not hurt

math scores

Math multiple-choice scores

Writing

Source: Center for Performance Assessment.

Figure 5.4 represents one test of the hypothesis. This is actually
a synthesis of several observations of the relationship between writ-
ing and student achievement. In some cases, the emphasis on
writing is measured by the frequency of writing in the classroom,
while in other cases the frequency of classroom writing assessment
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Figure 5.5. Testing the “I Don’t Have the Time” Hypothesis
with Social Studies Achievement

More writing does not
hurt social studies scores

Social studies scores

Writing

Source: Center for Performance Assessment.

Figure 5.6. Testing the “I Don’t Have the Time” Hypothesis
with Science Scores

More writing does not hurt
science scores

Science

Writing

Source: Center for Performance Assessment.

has been measured. In still other cases, student performance on writ-
ing tests has been used to measure the horizontal axis. No matter
how the writing variable has been measured—writing time, assess-
ment time, or student writing proficiency—the results are the
same, as reflected in Figures 5.4, 5.5, and 5.6. As the emphasis on
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classroom writing grows, student achievement improves. The line on
the graph extends from the lower left to the upper right, indicating
that the actual relationship between writing and student achieve-
ment is the opposite of that predicted by the “I don’t have the time”
hypothesis. These findings have also been confirmed in several case
studies as well as quantitative analyses (Reeves, 2000c). Figure 5.4
indicates the relationship between an increased emphasis on writing
and improved math scores. Figure 5.5 indicates the relationship
between an increased emphasis on writing and improved social stud-
ies scores. Figure 5.6 indicates the relationship between an increased
emphasis on writing and improved science scores. The relationship
between writing and achievement has been extensively documented
by other researchers as well (Klentschy, Garrison, and Amaral, 2000
Darling-Hammond, 1997; Calkins, 1994).

Values are not outside the realm of evidence. Actually, the
value is supported by the evidence.

The notion that because values are transcendent evidence is
irrelevant is defensive sophistry. In fact, it is because values are tran-
scendent that the evidence is so important. A challenge to values
cannot be resolved by a petulant *’
lenge to values is sustained or defeated by evidence. It was not

tis-"tain’t” controversy. A chal-

Galileo’s confidence in his understanding of planetary rotation, nor
Rome’s confidence in Aristotelian formulations of the positions of
the heavens, that ultimately resolved the question of the position
of the earth and sun. Observation and evidence, painstakingly
acquired and meticulously reported, resolved the issue. It is worthy
of note that the same Galileo who is remembered for his defense of
the position of the sun as the center of our solar system and his coura-
geous advocacy of his position was, using the same intellect and rig-
orous methods, spectacularly wrong in his analysis of ocean tides.
Hubris, confidence, and rhetoric do not defend values. Evi-
dence defends or undermines values. Strategic leaders do not
divine values from mysterious forces; they discern values on the
basis of the intersection of principles and evidence. In the context
of educational standards, the principle is that rigor, analysis,
thinking, reasoning, and communications—most particularly,
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student writing—is a proper way to educate children even in the
absence of standards and testing. These same characteristics that
the principled educator pursues in the absence of standards are also
related to improved student achievement in an environment in
which high-stakes testing and rigorous standards are imposed.

To bring together these disparate and complex ideas, we can
consider these conclusions. First, the value of educational standards
lies not in the power of a district, state, or federal mandate but in the
simultaneous power of the evidence and the value that the teach-
ing and leadership strategies are more important than demographic
characteristics in influencing student achievement (Haycock, 1998,
2002; Haycock and others, 1999; Schmoker, 2001; Reeves, 2000a,
2000c¢). Second, the sustainability of good educational practice,
including rigor, thinking, analysis, reasoning, and writing, depends
not upon a policy mandate but upon the strategic leader who under-
stands that these strategies should be voluntarily embraced even in
the absence of standards. Third, regression coefficients do not
respect charisma. Theodore Roosevelt, Ronald Reagan, and Attila
the Hun could articulate values unsupported by the evidence, while
Mother Theresa, Calvin Coolidge, and Moses (none of whom were
known for compelling rhetoric) were able to articulate values
that were unpopular but nevertheless true. The strategic leader
depends upon neither personal charisma nor transient popularity,
but rather upon the confluence of evidence, values, and commit-
ment. The remainder of this book is devoted to applying this icon-
oclastic model of strategic leadership to the challenges of education.

Leadership Reflections

1. Identify the hierarchy within which you operate. To whom do
you report? Who reports to you?
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2. Identify the networks outside of this hierarchy. List the
networks that you have used to get information and make
decisions within the past year.

3. How would you compare the impact of the nonhierarchical
networks to the formal hierarchical ones? Where do you
spend more time? Where do you have the greater impact?
What inference do you draw from these observations about
future strategic leadership decision making?

4. Think of an instance in which you recently met resistance to
a decision that you made and you ultimately overcame that
resistance. Describe the situation in as much detail as you can
recall. What was the key to your overcoming resistance: com-
pliance with a mandate, acceptance of a compelling vision,
or another factor?
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5. What are the “big ideas” associated with the senior leadership
of your organization? List them; describe three of them so that
someone unfamiliar with your organization would understand
what they mean. Which of these big ideas can be sustained
without the leaders that you now have in place? What infer-
ence do you draw from that?



Chapter Six

Saving Strategic Planning from
Strategic Plans

Leadership Keys

The limits of strategic planning
The limits of vision and mission
The limits of comprehensive reform

Beyond the limits: a new vision of strategic
leadership

If the success of educational leadership depended upon the girth of
documents, the quantity of initiatives, the loftiness of the rhetoric,
or the complexity of the plans, then surely every student and
teacher would be successful. Schools are straining under the weight
of initiative fatigue, while administrators add additional programs
to fix educational problems but routinely fail to remove previously
established initiatives. The result is inevitable, with a fixed amount
of time spread over a growing number of programs. Superficiality
replaces focus and frustration displaces effectiveness. In this chap-
ter, we explore the three dominant themes of educational reform in
the past two decades: strategic planning, vision and mission state-
ments, and comprehensive reform models. Identifying flaws in these
themes does not necessarily imply that they should be abandoned,
but they must be seriously reexamined. Strategic leadership calls for
choices. Most important, leaders must choose what not to do

(Collins, 2001).

99
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Saving Strategic Planning from Strategic Plans

The divergence of opinion on the value of strategic planning could
hardly be more dramatic. The advocates of strategic planning, includ-
ing the legion of consultants who produce imposing documents, note
plausibly that an organization requires a clear link among mission,
vision, values, strategies, and tasks. Documentation of this process,
they argue, is not the detritus of consultants gone stark-raving mad,
but merely the necessary road map for success. On the other end of
the continuum of opinion, we find a Harvard Business School
professor, who notes with typical academic restraint: “If the goal is
to create new strategies, you might as well dance naked round a
campfire as go to one more semi-sacramental planning meeting. No
wonder that in many organizations, the whole notion of strategic
planning has been devalued. How often has it produced any radical
value-creating insights?” (Hamel, 2000, p. 21). Many educational
leaders share Hamel’s skepticism about the strategic planning process,
with one leader saying bluntly that after seventeen years at the helm
of the nation’s leading professional development organization, he had
not seen strategic planning yield its planned results (Dennis Sparks,
personal interview, Mar. 24, 2002).

[t is not that strategic planning is without value; it is essential
for any effective organization. In fact, strategic planning is so
important that it should not be left exclusively in the hands of
strategic planners; nor should the evidence of strategic planning be
restricted to production of a strategic plan. The document itself
does not fully reflect the value of the process; that lies in the com-
munication, the linkages, and the focus provided by the process of
collaborative data analysis and goal setting (Stan Scheer, personal
interview, Mar. 13, 2002). Most strategic planning processes, says
Sparks, confirm existing mental models by starting with a state-
ment of belief systems that yield some typically expected statement,
such as “All children can learn,” sometimes boldly modified to be
“All children will learn,” or “All children will learn at a high level.”
The missing conversation, however, is the confrontation of the
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chasm between these statements and the reality of schools, policies,
curricula, and other operational evidence of belief systems. The
process of articulating values and belief systems is one thing;
the process of listing the values and beliefs that are reflected in the
daily lives of schools is quite another. Unless we are willing to say
that beliefs have fundamentally changed, then we should not
expect strategic planning, no matter how elaborate the process,
how large the document, or how pretentious the vocabulary, to
yield meaningful improvement.

Strategy does have value, but only when it is the work of senior
leadership. The leader who regards himself as a big-picture thinker
delegating the details to someone with appropriate technical skills
is missing an opportunity if he does not take personal responsibil-
ity for development, consideration, and acceptance or rejection of
strategy. The trouble with publishing a document with an impos-
ing title and lots of group buy-in is that some of the strategies are
just plain bad. Others are beyond the resources of the school sys-
tem. Still others are fine ideas but divert focus from the central
challenge faced by the school system and the primary mission the
leader is attempting to achieve. Planners are rarely congratulated
for producing a document that is elegant, focused, and brief. [ have
witnessed grant providers and school leaders alike complain about
the brevity of a document, not recalling that three hundred pages
of tripe a year earlier was hardly the recipe for success. If the leader
were responsible for writing and reviewing strategic plans, they
would be far shorter and more focused on the most important chal-
lenges facing the school system. This is not the fault of the plan-
ners, as they lack the wide perspective and deep understanding of
the need for focus possessed by the senior leader. As Hamel notes,
“Giving planners responsibility for creating strategy is like asking a
bricklayer to create Michelangelo’s Pieta” (2000, p. 20). Effective
plans do not fill the Uffizi gallery, but rather represent one com-
pelling vision. The leader must listen to a variety of points of view
in creating the plan; however, choices must be made on the basis
not of popularity but of evidence. When facilitators engage in the
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exercise of setting priorities by asking many participants to place a
certain color of dotted adhesive paper next to a proposition of fact,
their process may have names that suggest sophistication, but this
is no more than sophistry. A process that allows group opinion to
substitute for data may be popular, but it certainly is not strategic.

What Is “Strategic,” Anyway?

The operational definitions of the words strategy and strategic are
confusing and inconsistent. The root of the terms comes from the
Greek word stratos, which refers to a military camp, and its Latin
counterpart stratus, referring to things that are spread out. The dic-
tionary definition primarily refers to military activity. The secondary
definition of strategy in Merriam Webster’s Collegiate Dictionary
(tenth edition) is “a careful plan or method: a clever stratagem” and
“the art of devising or employing plans or stratagems toward a goal.”
[s stratagem just another word for strategy? Let us hope not, as the
same dictionary says that a stratagem is “an artifice or trick in war for
deceiving and outwitting the enemy” and “a cleverly contrived trick
or scheme for gaining an end.” These implications for strategic plan-
ning might help to explain the cynicism and doubt that surrounds
the entire subject. The definition used by one prominent consult-
ing firm illustrates the point: “Strategic Planning is the means by
which a community of people create artifactual [sic] systems to serve
extraordinary purpose. Strategic Action defines the three kinds of
action and explains how each can be instrumental in realizing the
plan in two ways: by conforming organization to action and by sys-
temizing all action. The result is that organizations can go far
beyond merely improving that which already exists. They can actu-
ally create new systems that are capable of constant emergence—
always vital, always creative” (Cambridge Group, 2002).

The business perspective on strategic planning is a bit less
obscure and flamboyant. Robert Kaplan, of the Harvard Business
School, refers to strategies as “unique and sustainable ways by
which organizations create value” (Kaplan and Norton, 2001, p. 2).
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Ulrich, Zenger, and Smallwood claim that strategy “establishes the
boundaries for desired results” (1999, p. 35). One of the clearest
contributions to strategic planning literature comes from the Inter-
net Nonprofit Center, a project of the Evergreen State Society in
Seattle. For this organization, strategic planning is “a disciplined
effort to produce fundamental decisions and actions that shape and
guide what an organization is, what it does, and why it does it, with
a focus on the future” (Internet Nonprofit Center, 2002). Wisely,
the authors of this definition take pains to identify not only what
strategic planning is but what it is not. They explain that strategic
planning “is not a substitute for the exercise of judgment by lead-
ership. . . . Just as the hammer does not create the bookshelf, so the
data analysis and decision-making tools of strategic planning do
not make the organization work—they can only support the intu-
ition, reasoning skills, and judgment that people bring to their
organization” (Internet Nonprofit Center, 2002).

Clarity in Strategic Planning

Given how unhelpful dictionary definitions and the inconsistency
of the terminology currently in use are, we must bring some clarity
to the topic by first clarifying the definition of terms. For the pur-
poses of this book, we employ these definitions:

Strategy: a description of decisions linked to the mission,
information, and results.

Strategic leadership: the simultaneous acts of executing,
evaluating, and reformulating strategies, and focusing
organizational energy and resources on the most effective
strategies.

We return to these definitions throughout the following chap-
ters. Their simplicity is important because of what the definitions
omit. Strategy is not attitude, cultural value, or program. Strategy
is a decision and it is as good or as bad as the mission and informa-
tion to which it is linked. Strategic leadership is not a grand vision
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by a deep thinker in a three-piece suit striding about the bridge of
the metaphorical battleship yelling orders. Strategic leadership
involves the acts of many team members who not only execute
plans well but have the organizational and emotional support nec-
essary to challenge one another and themselves as they evaluate
and reformulate their strategies. If someone in your organization
has not challenged the chief executive in the past few months,
then it is unlikely that strategic leadership is taking place. If senior
leaders in your organization do not systematically challenge them-
selves and their assumptions, then the preconditions for strategic
leadership are absent.

Effective Strategy Without a Strategic Plan

One complexity surrounding the topic of successful strategic lead-
ership is that so many of the activities and documents that bear
the label “strategic” are not really helpful. It is certainly possible to
be a successful strategic leader without engaging in a labyrinthine
process frequently associated with strategic planning and without
creating a document called the “strategic plan.” One can also be a
woefully ineffective strategic leader while straining under the
weight of an enormous and complex strategic plan. My purpose is
not to condemn the strategic planning process, but rather to dis-
tinguish between models that have been effective and those that
have merely generated pain, perplexity, and paper.

The most commonly used strategic planning models proceed
from the vision, mission, and values of the organization to analysis
of needs, to developing strategies to meet those needs, and to cre-
ating action plans for each strategy (Figure 6.1). Most planning
models involve a large number of stakeholders: board members,
community leaders, teachers, parents, administrators, students,
senior citizens, and a variety of other interest groups. The theory
behind such widespread participation is that it yields equally wide-
spread support for the plan and shared understanding of the chal-
lenges of the organization. Observations and interviews with
people involved in the strategic planning process reveal potential



SAVING STRATEGIC PLANNING FROM STRATEGIC PLANS 105

Figure 6.1. Traditional Strategic Planning Model

Vision

Values: fundamental
belief statements of the
organization

Mission: based on the vision and
values of the organization

Multiple needs identified to implement the
mission

Multiple strategies required to meet each area of need

Multiple action plans and tasks for each strategy

for clarity and cohesiveness as well as the potential for chaos and
exhaustion.

Few leaders would argue with the ideal strategic plan. Action
steps are linked to the mission. The mission leads to action steps.
Work and investment of resources is therefore automatically rele-
vant and the vision is thus transformed into action. This ideal,
however, is elusive in practice. Although there are many types of
strategic planning model, including those facilitated externally by
experts and those created internally by the staff of a school system,
all the plans I have examined have one characteristic in common:
they are very, very large. Dozens of strategies and hundreds of
action plans result, particularly when the process itself rewards
accumulation, detail, and specificity. When I ask leaders who have
been responsible for creating a strategic plan if they can recall a
single strategy created in the process that was later withdrawn
by design, they are silent. They can think of many strategies and
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action steps that were discarded from neglect and many that were
dropped by default because the partisans who created the plan did
not participate in implementing it. But selecting the “not to do” list
by default and neglect can hardly be called strategic. Former Pres-
ident Dwight Eisenhower, the Supreme Allied Commander in
World War II and clearly a believer in strategic planning, warned
that we should “rely on planning, but don’t trust plans” (Gary,

2002, p. 7).

Mission and Vision with Meaning

Some mission statements and accompanying visions are clear. For
example, the mission of the Littleton Public Schools is “to edu-
cate students for the future by challenging every individual to
continuously learn, achieve, and act with purpose and compas-
sion.” The vision statement of the same district is “Exceptional
community, extraordinary learning, expanded opportunity, and
success for all students” (Stan Scheer, personal interview, Mar. 13,
2002). The mission of the Norfolk (Virginia) public schools is
simply that “All students will learn and succeed, and all means
all.” The Cleveland Heights—University Heights school district
is a bit less succinct, but still focused and clear. Its mission reads:
“Our schools exist to provide students with an excellent education
that prepares them for life as engaged and productive citizens. We
accomplish this mission by offering a wide array of educational,
social, and cultural opportunities and by cultivating strong part-
nerships with families and community.” Buhler, Kansas, takes the
prize for brevity with a mission that says, “In a safe and caring
environment, we offer equitable education opportunities so that
each student can excel.”

Mission Out of Control

Unfortunately, a number of other mission and vision statements are
the rhetorical equivalent of the horse assembled by a committee
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that resulted in a camel. These mission statements are ponder-
ous and pretentious, incorporating every bit of jargon of the
moment, assiduously including every idea and concept, and
earnestly attempting to make every single person on the commit-
tee feel valued. Imagine:

As our students prepare to enter the global village, the parents,
teachers, board members, students, and citizens of Pleasant Valley
will empower every child to engage in lifelong learning and success,
utilizing rigorous curriculum that individually meets the needs of
our diverse student body, providing multiple assessments, and deliv-
ering a curriculum that prepares students for the twenty-first cen-
tury while it is cognizant of their diversified needs. In addition, we
will instill the values of our community that include a respect for
differences, a commitment to fairness for all stakeholders in the
educational enterprise, shared decision making, strong parental and
community voices, respect for the differently abled, and a commit-

ment to a multi-cultural perspective in all that we do.

[ could go on, but it is too painful. When Scott Adams’s car-
toon character Dilbert emerges from his cubicle to make trenchant
observations on the frivolity of some organizational fad, he lumps
together many such efforts with the term “process pride.”

From Divergence to Convergence

There is an inherent tension between the need of the leader to be
open-minded to a variety of points of view and the need for focus.
Paul Houston, executive director of the American Association of
School Administrators and one of the leading voices in America
and abroad for system-level improvement, describes this challenge
as the transition the leader must make from divergence to conver-
gence in any planning process. At the beginning of the process,
Houston explains, a variety of views are essential and the leader
must tolerate some contention, ambiguity, and divergence. If this
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unwieldy process continues unabated, however, then chaos reigns.
The leader must make a gradual but definitive turn toward conver-
gence, in which tough choices are made and the unmistakable but
unpopular truth is spoken that not every idea in the brainstorming
process is equally good. Leaders who fail to make this transition
doom their systems and their colleagues to initiative fatigue
(personal interview, Mar. 28, 2002).

Criteria for an Effective Mission Statement

A mission statement has the potential to help an organization gain
focus and clarity, filtering out legions of extraneous initiatives with
the simple question, “Is this consistent with our mission?” More-
over, an effective mission statement allows every person involved
with an organization to understand what it is about and make a
conscious decision as to whether the mission is sufficiently engag-
ing and compelling to warrant an investment of emotional and
intellectual energy. In schools, the physical participation of some
participants, such as students, is involuntary. The same is essen-
tially true of long-term employees, who have no financial and occu-
pational alternatives other than continued employment. Physical
participation can be compulsory, but the engagement of emotion
and intellect on which every successful organization depends is
completely voluntary. One thing that businesses, nonprofit organi-
zations, and school systems all share is this truth: paychecks do not
engage emotions. The leader depends on the hearts and minds,
not merely the hands and seats, of employees, and thus a mission
statement is at the heart of this fundamental organizational need.

The Value of Brevity. An effective mission statement shares
two criteria: it is brief and it is passionate. A great mission state-
ment is no longer than a single sentence. It should fit on a business
card and be something that is easy for your newest employee to
memorize. At the Center for Performance Assessment, our mission
is on everyone’s business card, from the newest administrative
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assistant to the chairman of the board. It says simply, “Improving
student achievement through standards, assessment, and account-
ability.” Each year there is the temptation to become involved in
some other service or product, and we ask ourselves two simple
questions: Will it improve student achievement? Does it fit into
standards, assessment, and accountability? This saves a great deal
of time, energy, and money. I wonder how many hours of school
board meetings and superintendent’s cabinet meetings would be
saved if there on the top of every page of the agenda was the ques-
tion, “Will it improve student achievement?”

For almost ten years, we have focused on standards, assessment,
and accountability. There are many other areas where we might
have some interest and at least a thousand fads and whims that
decorate the catalogues of conferences and staff development pro-
grams, but we remain focused on improving student achievement
through standards, assessment, and accountability. A school system
sometimes has duties forced on it by governmental entity or popu-
lation shift, and so a mission to educate children falls under the
broader framework of giving students food, shelter, and survival
skills in a new country (all essential to success in education). If the
mission statement remains relentlessly focused, every bus driver,
cafeteria worker, computer programmer, administrative assistant,
teacher, aide, leader, student, and board member knows how his or
her daily decisions relate to the mission. If a mission statement
attempts to respond to trends rather than lead them, then focus is
abandoned and the personal decisions of the stakeholders bear lit-
tle relationship to a mission, because they rarely know, understand,
or care what that mission is.

The Essence of Passion. Second, an effective mission state-
ment is compelling. It engages the emotions of people. Student
achievement is one of those things, in Michael Fullan’s turn of
phrase, that are “worth fighting for” (Fullan and Hargreaves, 1996).
The same is true of standards and good accountability systems,
which are essential to achieving the fundamental human values of
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fairness and equity (Reeves, 2002b). Contemplation of compelling
emotions may appear to be so personal and private that some
leaders are reluctant to approach the issue. After all, they reason,
personal emotional responses are culturally based and psychologi-
cally influenced. Why should the leader presume to enter into such
delicate territory? Why indeed. This is the central challenge of
leadership, and the leader who fails to recognize her role in the
emotional engagement of the people with whom she shares her
professional life is accepting the life of a bureaucrat. She may aspire
to manage processes and paper, but she will not lead people.
Richard Boyatzis, Annie McKee, and Daniel Goleman (2002)
persuasively argue that the events of September 11, 2001, give a
special urgency to the need for the leader to consider the issues of
emotional engagement and passion. They suggest that individuals
who were in the buildings under attack as well as those who
watched the horrific events on television will have in the months
and years ahead the opportunity to redefine their principles and
reconsider their future. For some people, this process implies a sig-
nificant revision of their behavior, occupation, and lifestyle. For
most people, however, it involves finding greater meaning in what
they are doing now. Thus the mission statement of an educational
system must open the door to reconsideration of these questions:
“What am I doing here?” “Why does my job matter?” “If I were
starting life again today, would I want to sign up for this mission?”
A mission statement that is long on process and jargon and
short on emotional engagement never produces satisfactory
answers to these questions. A mission statement that can be recited
like a morning meditation, with calm determination and total clar-
ity, is essential. John Kotter (2002), one of the world’s leading
experts on the leadership of change, notes that despite the business
professor’s preference for quantitative analysis, he is developing a
“great appreciation of the limits of the analytical-—and of the
importance of showing people by example and touching their emo-
tions.” He continues: “Both thinking and feeling are essential, both
are found in successful organizations, but the heart of change is in
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our emotions. The flow of see-feel-change is more powerful than
[that] of analysis-think-change.”

[s your mission statement brief and passionate? You don’t need
a strategic planning consultant to answer the question. You already
know the answer to the first part; you can ask a half-dozen col-
leagues about their level of passion to quickly find the answer to the
second part.

Reforming Comprehensive School Reform

“Just tell us what to do,” the exasperated leader demands, “and we’ll
do it.” Many vendors offered a ready reply, at a cost, to that request
under the mantle of whole school reform. Many millions of dollars
later, the shakeout is just beginning. Some school districts, such
as Memphis, Tennessee, have performed a complete about-face,
changing from commitment to engaging a whole-school reform
model in every school in the district to complete abandonment of
the project. The frustration of school leaders with these models is
understandable; the RAND Corporation reported that more than
half of the more than two hundred programs that researchers stud-
ied had shown no improvement in student achievement relative
to comparable schools without the reform models in operation
(Viadero, 2001). With the budget for whole-school reform models
increasing to more than $300 million and now becoming a perma-
nent part of federal educational legislation, this strategy deserves
close examination (Sack, 2002).

The Context of Reform Models

When I taught doctoral-level research classes, I would ask my stu-
dents to bear in mind two important principles. First, life is multi-
variate; beware of any assertion that X is the exclusive cause of Y.
Second, not everything can be measured with a number; wise
researchers look at quantitative data through a qualitative lens.
Examining the research on comprehensive school reform models is
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testimony to the truth of these fundamental research principles. In a
comprehensive evaluation of school reform models, the RAND Cor-
poration (2001) announced these not-terribly-surprising findings:

Teachers who reported that lack of basic skills was not a
hindrance to their students’ academic success, that lack of
student discipline and parent support was not a problem, or
that students could learn with the resources available also
reported higher implementation than those who felt
otherwise.

Schools in which teachers reported strong principal
leadership also reported much higher levels of
implementation. We find that this variable was
strongly correlated with teachers’ reports of the level of
resources—in terms of materials, funds, and time—
available to them to implement designs.

In general, levels of implementation were higher in those
districts that were more supportive of the New American
School designs and characterized by stability of district
leadership.

Did we really need a research study to tell us that when stu-
dents have better academic skills, good discipline, and parental
support, program success is more likely than is the case without
those attributes? Was special insight required to say that leadership,
resources, and district support are all a good idea? In research par-
lance, these factors are confounding variables. Any assertion that
one can draw a straight line from a program out of a box to student
achievement without considering these factors is specious. In the
context of this discussion, we must recognize that comprehensive
school reform programs are not a strategy any more than a text-
book, calculator, or desk is a strategy. When I hear a superintendent
or board member claim that “our strategy is to get (insert your
favorite brand name program here) into every building,” then I
know that strategic leadership is misunderstood or utterly absent.
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Let us return to our definition of strategic leadership: the simul-
taneous acts of executing, evaluating, and reformulating strategies,
and focusing organizational energy and resources on the most effec-
tive strategies. Comprehensive school reform models are potentially
part of a strategy and, if well executed, part of your information sys-
tem. But the leader must relate those decisions to mission and val-
ues quite apart from the claims made by a vendor. The leader must
furthermore evaluate and reformulate strategy, including making
modifications or completely eliminating any strategy that does not
work. In the Memphis case, it was quite unlikely that simultane-
ously embracing every program constituted strategic leadership. It
is certain that simultaneously eliminating every program consti-
tuted strategic leadership, unless the constellation of evidence was
so perfectly aligned that the identical decision turned out to be
appropriate in each and every case. Neither decision reflects con-
sideration of information and focusing of energy and resources,
which are at the heart of strategic leadership. In the next chapter,
we explore the implications of strategic leadership for the school
district as well as leaders at the state and national levels.

Leadership Reflections

1. What is your mission—not the mission of your organization,
but your personal mission?

2. What is the mission of your organization? (Write it down exactly,
even if you have to look it up in a long-neglected document.)
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3. How does the answer to the first question fit with the answer
to the second question?

4. Rewrite the answer to the second question so that it conforms
to your personal mission and also meets the twin criteria of
brevity and passion.

5. What is one example of a strategy you have personally led?
Remember, a strategy is a description of decisions linked to
your mission, information, and results.

6. What is one example of effective strategic leadership for
which you have been responsible? Your description must
clearly show evidence that you simultaneously executed,
evaluated, and reformulated a strategy and that you focused
organizational energy and resources on the most effective
strategy.



Chapter Seven

Strategic Leadership in Action

Leadership Keys

The daily practice of strategic leadership

The federal perspective: standards, assessment, and
accountability

The state perspective: freedom at a price

The district perspective: redefining educational accountability

Authors must regularly confront the truth of the maxim that it is
easier to give advice than to take it. It is also easier to define terms
than to operationalize them. In this chapter, I must accept both
challenges, offering an operational definition of what strategic lead-
ership means in practice and also presenting examples of where |
have implemented strategic leadership.

Thucydides, the historian of the Peloponnesian Wars, warned
us of the inherent bias in the historical accounts of those who win
the battle. What I offer here is no victor’s history; rather, I share,
warts and all, examples of where the definition of strategic leader-
ship has been used well and where it has foundered. I have always
distrusted those autobiographical accounts that appear to claim, “If
you can only be like me, then everything will be swell!” A more
accurate guide for this chapter is, “If you will learn from my mis-
takes, as well as the mistakes and success I have observed in almost
thirty years of leadership study, everything will not necessarily be
swell, but you will approach each challenge with greater insight
and more confidence.”

115
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There is arisk in this confessional approach. By revealing my own
mistakes, some readers will conclude that this book is an exercise of
the genre best described as “Do as [ say, not as [ do.” An alternative
conclusion is that we are all in the process of improving our leader-
ship. Only through rigorous comparison of the difference between
where we are to where we want to be can we improve our leadership
abilities and the organizations for which we are responsible. Confes-
sion of error is the price of improvement, and this transparency is the
example we owe to all of our colleagues.

Strategic Leadership in Action

Let us first return to our definitions. Strategy is a description of
decisions linked to the mission, information, and results. Strategic
leadership occurs in the course of the simultaneous acts of execut-
ing, evaluating, and reformulating strategies, and focusing organi-
zational energy and resources on the most effective strategies. We
begin with self-analysis of time and priorities; then we consider the
extent to which those priorities lead to execution, evaluation, and
reformulation of strategy. Finally, we consider the extent to which
your leadership focuses organizational energy and resources on the
most effective strategy.

Time, the Leader’s Most Important Resource

When [ ask leaders to consider their priorities, most of them are
quick to come up with a list. Although the lists are, by and large,
too long, at least the leaders are able to articulate priorities. We may
speak about our mission and vision, our people, our families, and
perhaps even our personal health all as important priorities in our
lives. When we compare our calendars to how we spend our time,
the difference between the illusion and the reality sets in. The best
reflection of a leader’s priorities is the calendar, particularly one
that captures real-time allocation of the leader’s most important
resource, time. Try capturing for two weeks how you spend time,
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from the moment you wake up until the moment you fall asleep.
The results may surprise you. In my case, I was able to consistently
account for about sixteen hours a day. This seemed a little light,
because it feels as if I get fewer than eight hours of sleep each night.
Nevertheless, as I regularly encourage educational leaders to do, let
the data speak (Figure 7.1).

The good news is that I appear to spend about a third of my
time with my family. Lest anyone think that this qualifies me for a
role in “Father Knows Best,” | hasten to add that I included every
trip to school and store as well as movies that we watched in
silence. About a fifth of my waking hours were devoted to clients,
the school systems around the world with which I have worked
for the past several years. Fourteen percent of the time was devoted
to research and writing, principally on the pages you are now read-
ing, though I regularly wade through research on leadership, edu-
cation, and organizational effectiveness even when it is not related
to my own writing projects.

[t is the rest of the graph that is disturbing. Fully 9 percent of
my time is devoted to the category called “Travel NP,” with the NP

Figure 7.1. Time Allocation Analysis
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standing for nonproductive. I pride myself as someone who is ruth-
less about time, always reading while standing in a line, making
notes by hand when an airline does not allow computer use (or the
computer batteries have run out), and even listening to unabridged
books on tape when I'm in the subway. Nevertheless, there is a
large number of hours that have been consumed in driving, flying,
waiting in line, or otherwise traveling when I have not been able to
categorize them for research, leadership, or any other more impor-
tant category. Those hours are not completely idle, as [ have waded
through The Story of Civilization, Greek Myths, From Dawn to
Decadence, and more than a few volumes of lighter fare as I travel
and stand in line. Nevertheless, these hours represent a great deal
of time in which [ am not pursuing the most important tasks of
the day.

Perhaps the worst inference from my analysis of time
allocation—particularly for the author of a book on leadership—is
that it appears that during the weeks of this time analysis I devoted
only 2 percent of my time to activities categorized as leadership—
the strategic planning, coaching, evaluating, and communicating
that is at the heart of essential leadership tasks. In other words, I
spent a bit less time on leadership than I spent running, shaving, or
showering, and far less than I spent responding to e-mail and voice
mail. [ am not proud of this ratio, but I share it because I strongly
suspect it is not much different from many readers. After a burst of
energy on the development of strategies, in which the bulk of our
time is devoted to meeting, thinking, and planning, we come to an
implementation phase in which the percentage of our time devoted
to coaching, encouraging, monitoring, and implementing those
plans shrinks dramatically.

The display of data accompanied by confession of error is an
empty exercise if we do not use the data to improve performance.
In subsequent months, I have increased my allocation of leadership
time to 12 percent, while decreasing nonproductive travel time to
3 percent. The balance remains imperfect, but the only way any of
us can improve how we use time is to become acutely aware of how
this precious resource is spent. Equipped with this knowledge, we
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can make regular refinements and improvements in our perfor-
mance. When the leader sets a disciplined example, the rest of the
organization will notice the value of time as well as the importance
of time management disciplines.

If you would like to undertake your own time analysis, use the
Leadership Time Log in Appendix B (form B.1). Within two
weeks, you will have a clear idea of the extent to which your time
reflects your priorities. An obsession with time is not necessary, but
it is reasonable for you to treat your time with the same attention
to detail that you would financial resources. People who read their
bank statements and balance their checkbooks tend to have better
ability to make a midcourse correction in their financial spending
pattern than do people who never look at such data. Although you
need not complete a time log every day, you should consider this
two-week discipline at least once a year, and perhaps every quarter.

The Daily Disciplines of Strategic Leadership

Effective use of your time is a prerequisite for effective strategic lead-
ership, but it is not sufficient to guarantee success. The daily disci-
plines of strategic leadership include five key steps that are ingrained
in the daily practice of the strategic leader. These disciplines, sum-
marized in Exhibit 7.1, are to (1) define objectives on the basis of

Exhibit 7.1. The Daily Disciplines of Leadership

L. Define objectives on the basis of the mission.
2. Create standards of action. What must the organization do?

3. Dewelop an assessment tool. How do you know if you are successful? How
do you know if you are exemplary? How do know if you have not yet
achieved success!?

4. Implement an accountability system. Measure organizational results and the
specific actions of individuals and of the organization that are intended to
cause those results.

5. Provide continuous feedback. Analyze the relationship (or lack of
relationship) between action and results, and refocus organizational
energy and resources on the strategies that are most closely related to
desired results.
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the mission, (2) create standards of action, (3) develop an assess-
ment tool, (4) implement an accountability system, and (5) provide
continuous feedback. Let us explore each of these in detail.

Discipline One: Define Objectives on the Basis of the
Mission. The mission of the organization must be brief and pas-
sionate, displaying the very reason for its existence. It encapsulates
in a handful of words the reason people work there. It gives the
leader the focal point around which people with widely differing
points of view can be rallied. The objectives, however, must be
established by the leader, who engages every element of the orga-
nization to focus on those objectives that support the mission. The
mission of learning for all students, for example, entails specific
objectives for teachers, bus drivers, curriculum designers, adminis-
trative assistants, special education directors, and food service
workers.

There is an important distinction between a task list and
clearly defined objectives based on a mission. Tasks are accom-
plished when they are checked off the traditional to-do list and the
person making the assignment is satisfied. Objectives that are
linked to the mission are different. As each objective is accom-
plished, the organization moves one step closer to achieving the
mission. Individuals and organizations need clearly defined objec-
tives, particularly if the leader has followed the advice of Collins
and Porras (1994) to establish Big Hairy Audacious Goals, a less

elegant echo of the words of Robert Browning:

Ah, but a man’s reach should exceed his grasp,
Or what’s a heaven for?

—“Andprea del Sarto,” line 97

There are some rules, absolute certainties, that surround con-
sideration of leadership objectives. You can be certain, for example,
that the potential supply of objectives that many people regard as
a pretty good idea exceeds your available resources and time. You
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can further be certain that the total number of objectives in your
organization right now exceeds the number of objectives that are
explicitly linked to your mission. Thus the first step in strategic
leadership is not necessarily a matter of generating more things to
do, more objectives to be achieved. Rather, it involves rigorous
review of your existing objectives and tasks to determine which are
linked to the mission, which are not, and which ones require some
modification. There is another reason that the daily disciplines of
strategic leadership begin with objectives based on the mission.
Leaders at every level in the organization are forced physically to
look at the mission statement every single day. If it is not simple,
brief, and compelling, then there will soon be a clarion call for
modifying the mission into a statement worthy of this daily disci-
pline and, more important, worthy of the engagement of the hearts
and minds of everyone in the organization.

Discipline Two: Create Standards of Action. The word stan-
dards has been used so profligately that we must be careful in our
definition. [s a standard just an expectation or a requirement? s a
standard something we hope for or demand? Is a standard subject
to binary evaluation (we do it or we don’t)? Or is it subtler, with
varying degrees of accomplishment along a continuum from none
at all to a level of performance far exceeding the standard? Because
of the confusion such questions raise and owing to the need for
strategic leadership to be clear, transparent, and easy to understand,
the discipline for “standards of action” is unambiguous in its
answers to each question.

A standard of action is a requirement. In the school cafeteria,
a standard of action is that employees wash their hands prior to
touching food; in the board room, a standard of action is that items
must be on the agenda to be discussed; in the classroom, a standard
of action is that students and teachers must observe safety rules.
Although we get to the subtleties of assessing leadership action in
the next step, creating standards of action sets up a binary evalua-
tion system allowing the leader to answer yes or no to the question
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of whether the action standard is achieved. Did I begin the day
with a prioritized task list? Did I devote the majority of my time to
completing an objective that was related to our mission? Did I
identify and eliminate a task, program, or operation that was not
supporting our mission?! The responses do not allow equivocation,
and every organization needs the discipline of such standards of
action. They are the organizational safety net. If the leader asks his
colleagues whether a standard or action has been achieved, he
should expect a clear and definitive answer.

Discipline Three: Develop an Assessment Tool. For each
objective, the leader must know in advance what success looks like.
An organizational vision statement is a long-term indication of
what success means, but it can only be viewed from a distance, as
the mast of a ship on the horizon. An assessment tool, by contrast,
creates a vision of success for a specific organizational activity. Con-
sider the example of a school system that wants to improve class-
room assessment, the heart of improving teacher expectations of
students. The initiative might begin with a vaguely worded goal
such as “improve classroom assessment,” but now the leader must
define what such improvement means in a way that is absolutely
clear to every classroom professional and school administrator. A
standard of action—totally objective and not subject to analysis—
might be that “each ninth grade algebra class will use a common
end-of-semester assessment for students, and the results of those
assessments will be reported within five days after the end of each
semester.” But if we are to really improve classroom assessment,
progress will be made along a continuum from relatively poor class-
room practice, through teaching behavior that was originally
expected by the leader, to performance that is distinguished. To
create this vision of success along a continuum of performance, the
leader will describe the levels of assessment success, such as those
listed in Exhibit 7.2.

Leaders can create the same assessment for themselves. For
example, if the challenge is time management, the leader might
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Exhibit 7.2. Discipline Three: Develop an Assessment Tool

Goal: improving classroom assessment practice
Distinguished practice

A review of teacher-created assessments reveals use of multiple
measurements (at least three) of each essential concept and different
assessment methods, including multiple-choice, extended written response,
demonstration, and oral presentations. This teacher collaboratively
evaluates student work with colleagues at least weekly. The teacher regularly
helps colleagues improve assessment practice and shares new assessment
items. High expectations linked to state standards are evident in all
assessments and evaluation practice.

Proficient practice

A review of teacher assessment practice reveals creation of at least eight
teacher-made assessments and regular use of multiple-choice and extended
response assessment items. The assessments are clearly linked to state
standards. This teacher participates in collaborative scoring of student work
at least monthly.

Approaching proficiency

A review of teacher assessment practice reveals almost exclusive reliance on
assessments created by external sources, such as textbooks or other teachers.
Although multiple methods are used, there is unbalanced reliance on
multiple-choice assessment. Collaborative scoring occurred fewer than nine
times during the year.

Not meeting standard

A review of teacher assessment practice reveals no teacher-created
assessments, or those that have been created are not related to state
academic standards. There is little or no evidence of multiple method
assessment. This teacher does not participate in collaborative scoring of
student work, or participation was limited to attendance without active
interaction with colleagues.

develop an assessment describing in detail the behaviors and activ-
ities associated with exemplary time management, those associated
with proficient time management, and a vivid description of what
it looks like when a leader fails to manage time well. Many impor-
tant elements of leadership behavior and practice can be analyzed
on such a continuum; this is far more helpful for self-reflection and
in coaching others than a simple checklist of characteristics.
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In any endeavor, your colleagues must know, “What does suc-
cess look like?”” Anyone on a family road trip knows that the
human inclination to ask “Are we there yet?” begins very early in
life. With an assessment for each project or task, the leader can give
a much better answer than we gave to the incessantly inquiring
child (who, after all, was never satisfied with “In a little while”).
We can and must do better, giving specific answers for a vision
of success and also with absolute clarity a vision of what is not
acceptable.

Discipline Four: Implement an Accountability System. The
strategic leader regards accountability differently than does the typ-
ical leader. Even apparently effective leaders who regard themselves
as “results-driven” or “data-driven” are not able to make strategic
decisions if the results and data on which they focus are typically a
set of test scores. The strategic leader focuses on causes as well as
effects and thus uses accountability not as an annual report card but
as a daily guide to improved student achievement and leadership
decision making. The leader does not want an accountability
report in the car to announce, somewhere in the middle of
the New Mexico desert, “You are out of gas.” She wants a series
of accountability reports to guide her, give her multiple early warn-
ing signs, many opportunities to change direction or get more
resources. Most accountability reports are an educational autopsy;
the strategic leader uses accountability reports as a physical—
a guide to improved organizational and individual health (Reeves,
2002b).

We explore the components of an effective accountability sys-
tem later in this chapter, but in the context of the daily disciplines
of the strategic leader accountability simply means identifying and
focusing on just a few variables that are clearly linked to the most
important strategies of the organization. By having daily access to
these key accountability indicators, the leader is also able to ensure
that many other people in the system are watching the same num-
bers. Think of it as a dashboard; you can’t drive the car well if the
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only gauge available tells the fuel level, since you are unaware of
the car overheating, or running out of oil, or going too fast. If the
car has a hundred gauges, you are unable to find the speedometer
and fuel gauge when you need to. Thus the leader’s employment of
an accountability system as a daily discipline refers to selecting the
few indicators that are most important. Here are some examples
that an educational leader at the system level might want to have
daily, particularly for a district whose mission statement emphasizes
educational achievement and equity:

® Student attendance

e Faculty and administrator attendance

e Noncertified staff attendance

e Number of days without a violent incident or safety violation
e Percentage of students with zero disciplinary infractions

e Percentage of students proficient or higher in reading, as
measured by an assessment administered less than twelve
months ago

e Percentage of nonproficient students who are receiving
specifically targeted additional assistance beyond that
provided in the regular curriculum

By tracking daily, weekly, and monthly trends in these indica-
tors (so few that the leader can carry them around on a three-by-
five card), the leader sees the relationship between these daily
“antecedents of excellence” and the larger system-level concerns of
achievement and safety. Let me emphasize: they are not obvious.
The majority of leaders I speak with every day—and [ have spoken
to thousands—do not know the answers to these questions unless
someone goes to extra effort and renders a formal report. If ac-
countability becomes a daily discipline, then the day doesn’t start
without these numbers, and changes in them that are significant
are likely to influence how the leader spends time, allocates
resources, and makes decisions. [t is perhaps obvious that a banker
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or businessperson regards cash as something important to watch,
but the best bankers and businesspeople I know can tell you daily
how much cash they have. It is their equivalent of student and staff
attendance—obviously important, but infrequently monitored by
too many leaders.

The final benefit of the daily discipline of accountability is that
the strategic leader models fidelity to the standards to which every-
one in the organization must adhere. As a fundamental moral prin-
ciple, we should not expect third graders to be more accountable
than the adults in the system; nor should teachers and administra-
tors be more accountable than the superintendent and board.
When the leader demonstrates daily commitment to measurable
accountability—not merely an annual recitation of scores and data
but a daily commitment to understanding both causes and effects
of student achievement—then it is apparent to everyone else in
the organization that the leader establishes a model for construc-
tive accountability.

Discipline Five: Provide Continuous Feedback. Inextricably
linked to constructive use of accountability is provision of feedback
that is timely, accurate, and meaningful. By linking accountability
measurements to feedback, the strategic leader can demonstrate
the link between strategies, information, and decisions. However
obvious this may seem, the practice of linking feedback to decision
making is uncommon and certainly not obvious. Even with the
national trend toward “data-driven decision-making” seminars, we
have only created a large number of leaders who have more data
and may be better informed about the problems that they face, but
they are rarely making different decisions. Consider this dialogue
[ had recently with a leader:

Reeves: So your data analysis revealed 128 sixth grade students
who are two or more grade levels below where they should
be. How will that affect their curriculum for next year?

Leader: Well, we're going to share that data with the teachers and
principals.
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Reeves: Yes, but how will that affect the curriculum of the stu-
dents? How will their time be spent differently? How will
their learning be structured differently on the basis of this
clear need?

Leader: Well, we’re going to have another data-driven decision-
making seminar and share that information with the teachers.

Reewves: Yes—but the teachers probably already know that these
128 students are poor readers—they see them every day.
Teachers don’t make schedule and curriculum changes. How
will things change for the students? We have a crisis in the
making for seventh and eighth grade. How will your informa-
tion be used to avoid that crisis?

Leader: Well, we’re just not quite there yet.

Conversations such as this reflect a belligerent indifference to
facts. This is not data-driven decision making. It is not even data-
free decision making, though that prevails in many schools. It
is perhaps best labeled as “data-disregarded decision making.” It is
as if the same leader steps onto the scale in the doctor’s office,
listens to a solemn lecture on the dangers of obesity and dia-
betes, and, having nodded gravely in apparent agreement with the
lecturing physicians, reaches into a briefcase for a pack of Twinkies,
a can of beer, and a Marlboro.

Feedback is not about transmission of information. It is about
using that information to change us. Terry Thompson did his midyear
evaluations of administrators by asking a single compelling question:
What are you going to do differently in the spring semester than you
did in the fall semester? This is a data-rich district, and principals’
offices were adorned with charts and graphs. The question remains,
what will they do with the data? If you want to have a room full of
leaders grow quiet very quickly, ask them to be prepared to announce
in the next five minutes the answer to these three questions:

1. What will you do differently from what you did last year?
2. What will you stop doing that you did last year?

3. How and when will you know that you are making progress?
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If the answer to the first question is a list of initiatives and the
second question remains unanswered, then the new initiatives are
doomed. If the answer to the third question does not include mea-
surable results produced at frequent intervals—the daily disciplines
of accountability and feedback—then we should not expect any-
thing to change.

These daily disciplines—objectives, standards, assessment,
accountability, and feedback—have become burdened with jargon-
laden process and unnecessary complexity. Cars are complex, but
we can drive one and monitor a clearly limited set of indicators. A
school system may be more complex than a car (though we forget
that the computing power in a car of current vintage probably
exceeds the technology of an entire school district of a decade ago),
but a school system is not more complex than a Boeing 777 or an
aircraft carrier or a Fortune 500 corporation or a major nonprofit
institution. All of these complex systems have in common the
need for a strategic leader to focus on those decisions, objectives,
and measurements that move the system to accomplishment of its
mission. This does not happen only with annual planning meet-
ings, but with daily discipline. In the next section, we meet some
women and men who are examples of strategic leadership.

Alignment of Priorities with Actions

Just as analysis of time can betray the difference between actions
and priorities, so also analysis of effective leadership action can dis-
play the link between leadership priorities and specific activity
demonstrating the leader’s application of effective strategic leader-
ship. In the examples given here, some of the nation’s most effec-
tive educational leaders—in systems large and small, including
districts, counties, and states—demonstrate that strategic leader-
ship is not a theory but daily integration of priorities with action.
In each example, leadership actions that might otherwise have
seemed isolated can be viewed as part of a broader context.
Whether the action is the mundane evaluation of a principal,
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a visit to a classroom, evaluation of a curriculum, or purposeful
sharing of effective teaching practice, each leader is an example of
the link between strategy and action.

Terry Thompson, superintendent of Wayne Township Metro-
politan School Corporation in Indianapolis, recently shared his
evaluations of principals and senior administrators. Two remarkable
characteristics jumped out at me from a review of these documents.
First, the focus of each evaluation was clearly on student achieve-
ment, with a discussion of specific leadership practices that were
related to student achievement. Second, these were among the
few leadership evaluations I had ever seen that make specific refer-
ence to research and professional development linked to student
achievement. This was far beyond a gentle warning that “test
scores had better improve or you are in trouble.” Rather, the eval-
uations were specific coaching guides that included a blueprint for
continued improvement.

Bill Habermehl, superintendent of the Orange County
(California) Office of Education, has responsibility for almost half
a million students, but he pays detailed attention to curriculum
choices for them. If they are permitted to choose the path of least
resistance, it might indicate that the adults in the system are val-
idating inappropriately low expectations. As the first in his family
to go to college, Habermehl knows about the power of high
expectations and the peril of allowing an adolescent to make an
unwise choice. When he tried to drop algebra in high school, his
mother protested to school officials. Though she might not have
known what algebra was, she knew it was important for her
son’s future success and she insisted that he not be permitted to
avoid it.

Today, as a successful leader of a complex educational system,
Habermehl remains relentlessly focused on effective action. He
prefers an informal walk-around encounter to a formal staff meeting
and time in the classroom with real students to the artificiality of a
briefing by administrators. “If I were to write a book for leaders,”
Habermehl concluded, “It would have 399 blank pages and on the
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400th page would be the words, ‘Just do it.”” He exemplifies one of
the principles of excellence articulated by Peters and Waterman
(1982) that has stood the test of time: a “bias for action.”

Chris Wright, now superintendent in Hazelton, Missouri, and
formerly the leader of the Riverview Gardens School District out-
side of St. Louis, won national recognition simultaneously for
improved student achievement and improved labor-management
relations. She dramatically simplified the planning process, pro-
vided consistent feedback to everyone in the system, and presented
visible evidence of monthly improvement in targeted goals for each
school and for the system as a whole.

Ray Simon, director of the Arkansas Department of Education,
pioneered a new balance between state leadership in student
achievement and local selection of strategies to achieve common
goals. Under his leadership, schools with a very high percentage of
students eligible for free and reduced lunch in both rural and urban
areas made dramatic improvement on state and national indicators
of achievement. Moreover, he was the architect of educational
policies that gained broad bipartisan support in a political envi-
ronment that had been notably fractious. One of the most inter-
esting initiatives that Simon led was at the heart of effective
strategic leadership: continuous evaluation and reconsideration of
previous programs. Statewide initiatives were not merely launched
with great fanfare and forgotten but were subjected to rigorous
evaluation for the degree of implementation and the level of results
achieved. From those evaluations, midcourse corrections could be
made and a series of “lessons learned” were established for the
benefit of present and future leaders.

Heidi Laabs, director of instruction in Waukesha, Wisconsin,
is into her fifth year of improving student achievement through a
focus on standards-based performance assessment. Many districts
claim to have such a focus, but Laabs is unusual in that each year
she publishes samples of the best work of teachers and students and
posts them on the Internet. In this way, she honors and publicizes
the work of her classroom professionals, while sharing with the
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district and the world the fruits of that extraordinary effort. More-
over, as time goes on, the district and outside observers can observe
continuous progress toward the narrowly focused goal of improved
student achievement through improved classroom assessments
based on state academic standards.

Stan Scheer, now in his third superintendent’s position, is one
of the most relentlessly focused leaders I have ever seen. Irrespec-
tive of the changes that confront him in politics, finances, stan-
dards, and testing, he maintains a focus on a very few areas, such as
achievement and financial stability, which dominate every plan-
ning session, board meeting, and strategic action documentation.
He continues a practice he began as a rookie administrator: putting
himself on the substitute teacher roster so that he regularly sees the
world from the viewpoint of the students and teachers.

Deanna Housfeld, now retired from the Milwaukee public
schools, was the author of the brilliantly titled “One Plan,” in
which every central office request was reduced to a single docu-
ment. In a district with almost two hundred buildings and more
than one hundred thousand students, she saved literally thousands
of person-hours by avoiding repeated requests for the same infor-
mation. In addition, she forced systematic examination of the ques-
tions, “Why do we need that information, anyway?” and “If we
really do need that information, can’t we just get it once a year and
then not bug the principals anymore?”

Anita Poston, recently retired president of the board of educa-
tion for the Norfolk (Virginia) public schools, is one of the few
educational leaders in the nation who have successfully narrowed
the focus of their planning to a single objective: improved student
achievement for all students, with “all” meaning “all.” Just as
important, she has led the way in establishing standards for board
members and the board of education as a whole, so that every
action of the district, from policy making to system-level leader-
ship to classroom teaching, is aligned toward achievement of a
single goal. Under the leadership of superintendent John Simpson
and Chief Academic Officer Thomas Lockamy, the district
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represents one of the nation’s most dramatic success stories, with
almost three dozen schools making great improvements in student
achievement. This is all the more remarkable because it has
occurred in an environment of economic deprivation, a history of
racial division, and the social upheaval associated with the large
number of military personnel in Norfolk being deployed after
September 11, 2001.

In Columbus, Ohio, the district was faced with chronically low
student achievement and the need for better feedback before
annual state tests. They developed a districtwide writing assess-
ment because it would serve as a predictor for state writing
assessment and also be an opportunity for teachers to simulate the
same assessment conditions, allowing students to learn from this
experience and thus prepare for the higher-stakes state-level assess-
ment. Columbus leaders and teachers received timely feedback
from the district writing scoring team about their successes and the
needs of their students; thus they could make immediate interven-
tion decisions and implement specific actions during the months
before the state writing assessment. Interestingly, this linkage of
specific classroom-level decisions to system-level strategies bore
fruit not only in the quality of student writing but also in the
frequency and quality of teacher collaboration. In addition,
improvements in student written expression ability helped them
achieve gains in other areas of the state proficiency tests: social
studies, reading, and mathematics.

Daily Disciplines in Practice

The worksheet in Appendix C is a convenient way for you to prac-
tice the daily disciplines of strategic leadership. You will find some
days where your objectives are lost, where you can’t find important
information, and even if you find great information you fail to use
it for effective feedback. Nevertheless, only by persisting in the
daily disciplines can you make progress toward your journey of
becoming the most effective strategic leader you can be.
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Leadership Journal

These cases of effective alignment of leadership priorities with the
daily activities of the leader are extraordinary because they are rare.
Moreover, each of these leaders readily confesses that there are many
days on which the alignment between priorities and leadership
action is far from perfect. It is, however, precisely this understanding
that allows these leaders to be effective. They are willing to engage
in reflection and thereby improve their level of understanding. They
can only make midcourse corrections—simultaneous execution and
evaluation of strategies, the hallmark of strategic leadership—if they
are willing to take time to engage in reflection. One of the best ways
to encourage structured reflection is a leadership journal, particularly
if you are willing to discuss your reflections with a trusted colleague,
leadership coach, mentor, or other person who asks the hard ques-
tions and listens seriously to your ideas, doubts, fears, and hopes.
Journal entries need not be epic in length or possess Freudian
insight. Rather, they should contain your brief and absolutely hon-
est responses to some essential questions. You will want to develop
your own questions that keep you focused on the issues most impor-
tant to you, but the Leadership Journal in Appendix B (form B.2) is
one model. Here are the questions on that form:

. What did you learn today?
. Who did you nurture today?
. What difficult issue did you confront today?

. What is your most important challenge right now?

Dm B~ W N =

. What did you do today to make progress on your most
important challenge?

The New Federal Impact on Education

In the early days of 2002, more than 90 percent of the members of
the U.S. Congress passed the most sweeping reform of federal
education legislation in the past thirty years. Both candidates for
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president in the 2000 election favored use of academic content
standards, testing in reading and math, and significantly improved
educational accountability systems (Reeves, 2001a). Therefore it
was little surprise that both parties reached substantial agreement
on all portions of the education legislation. Once the contentious
issue of school vouchers was removed from the proposals, the par-
ties came to agreement and the bill signing was simultaneously
hailed by President George W. Bush and Senator Edward Kennedy,
two people who otherwise do not share many enthusiasms.

For the most part, federal legislation gives broad latitude to the
states for spending federal dollars, provided that the states meet cer-
tain criteria. They include the requirement that federal education
investment be devoted exclusively to programs that are supported
by scientifically based research (Reeves, 2002a). In addition, each
state must establish rigorous academic content standards and estab-
lish a mechanism for students to be tested in at least the areas of
reading and mathematics in a manner that reflects those state-level
academic standards.

Federal legislation carries a broad impact in the areas of stan-
dards and testing and also in special education, where federal man-
dates have for a quarter-century far outstripped federal funding.

For the most part, the federal legislation and the accompanying
implementing regulations at the state and federal levels were only
a piece of the data for strategic leadership. The other elements of
strategic leadership, including the linking of decisions to priorities
and information, are left to the individual school system. Despite
its commitment to scientific research, the federal legislation does
not attend to gathering any “cause” variables systematically or
nationally. Rather, each state must gather test scores—effect vari-
ables that reflect a variety of causes in the form of leadership, teach-
ing, and curriculum strategic. Because the federal legislation does
require gathering information on the socioeconomic status and
ethnic identity of students, too many observers may conclude that
those factors are the cause of student achievement. Later in this
chapter we explore use of constructive accountability systems
that allow the strategic leader to emerge from unenlightening
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rumination over test scores and engage in the far more useful prac-
tice of holistic accountability (Reeves, 2002b).

Federalism in Practice: Freedom at a Price

One significant impact at the federal level is the remarkable reduc-
tion in the sheer number of federal programs. In dozens of cases, dis-
cretion that had been previously reserved exclusively to the federal
education department was, in the new legislation, ceded to the
states. Enthusiasts label this the “new federalism” and laud exclusion
of the federal bureaucracy from educational decision making at the
local level. Skeptics note that, at least in some states, the law has sim-
ply substituted one inefficient and unwieldy bureaucracy (at the fed-
eral level) for another inefficient and unwieldy bureaucracy (at the
state level). Other critics claim that the state departments of educa-
tion are remarkably uneven in their level of technical expertise,
staffing, and size. Thus some may be ill-equipped for the complexity
and challenge imposed on them by the new federal legislation.
“Local control” is a common staple of political speeches from the
local school board to the presidential campaign, but the actual
practice of administering multibillion-dollar programs in a complex
tapestry of federal, state, and local regulations requires administra-
tion (none dare call it bureaucracy), and the functionality of state
and local educational administration is inconsistent.

Redefining Educational Accountability
in School Districts

Although some observers argue that the state and federal testing
programs of the past several years have largely taken away the
accountability prerogatives that previously resided with local school
districts (Paul Houston, personal interview, Mar. 28, 2002), another
point of view holds that the growing emphasis on test scores at
the state and federal levels makes it all the more imperative that
local school districts develop comprehensive accountability systems
that place educational data, including test scores, into the appro-
priate context.
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The opportunity for the strategic leader to implement educa-
tional accountability has never been greater; nor has it ever been
more important. State policy makers overwhelmingly depend on
test scores to evaluate educational effectiveness (Gullatt and Rit-
ter, 2002). Although some states also use site visits and demo-
graphic data as part of their evaluation, systematic measurement of
teaching, leadership, and curriculum practices is rare. There are,
however, some shining examples of educational accountability sys-
tems that are constructive and comprehensive (Reeves, 2000a;
2002b). Although use of state tests is clearly a part of educational
accountability, they need not constitute the entire system. Strate-
gic leaders have the opportunity—and the obligation—to place
tests scores in context. Indeed, they cannot use information to
make strategic decisions if they only have test score data. They
must also have information on the processes and practices that lead
to those scores.

Any state-of-the-art educational accountability system includes
three levels of information. The first is the required information on
student achievement, attendance, safety, and other indicators that
relate to the entire educational system. These are the “effect” vari-
ables. The second level of the accountability system includes
indicators that vary with each school. These “cause” variables
reflect specific teaching, leadership, and curriculum practices that
meet the individual needs of each school. For example, the entire
district may have as an indicator the scores on fourth grade reading
tests. But the leaders and faculty at Jefferson Elementary School
have noticed that they have a particular challenge in summariza-
tion of nonfiction text. Therefore they create a school-based assess-
ment to address this particular challenge. By recording the
percentage of students proficient or higher on this assessment each
month, teachers at Jefferson can identify students who need assis-
tance and conduct effective and timely intervention before the
test. Moreover, by reporting their results of the school-based assess-
ment in the comprehensive accountability system, the district lead-
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ership can determine the extent to which school-based strategies
are linked to improvement in student achievement and other
systemwide goals.

The third tier of a comprehensive educational accountability
system is a narrative description for each school. This qualitative
description helps the reader understand the relationship between
the tier one effect variables and the tier two cause variables. In addi-
tion, the school narrative is the qualitative lens through which
quantitative data can be better understood. Many aspects of orga-
nizational climate (student-teacher relationships, parental involve-
ment, social environment) are best described in words rather than
numbers. The school narrative is an opportunity for a balance of
qualitative and quantitative information, and it is upon this balance
that careful and complete analysis by strategic leaders depends.

For a more detailed examination of creating a comprehensive
and constructive accountability system, two resources may be use-
ful. Holistic Accountability: Serving Students, Schools, and Community
(Reeves, 2002b) is a brief overview of comprehensive accountabil-
ity designed for policy makers and senior leaders. Accountability in
Action: A Blueprint for Learning Organizations (Reeves, 2000a) is a
full examination of the accountability process and is appropriate for
administrators and teachers who are personally responsible for cre-
ating a new accountability system. Finally, the Video Journal of
Education, vol. 1001, Accountability for Student Learning (Reeves,
2000b), includes spontaneous and unrehearsed film of board mem-
bers, school leaders, parents, and students creating comprehensive
accountability systems and enjoying the benefits of such a system.

Effective accountability systems recognize what Hammer
(2001) calls the “principle of obliquity,” in which the link between
causes and effects is not immediately obvious. An accountability
system that focuses exclusively on results but does not let each
participant in the system know his specific role in influencing
results is an exercise in futility. The path between causes and results
is not obvious but, as Hammer suggests, oblique. In the context of
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education, for example, a cause variable could be student involve-
ment in extracurricular activities, which in turn leads to improved
attendance, which is associated with improved student-teacher
communication, which is associated with greater likelihood that
the student requests help and that the teacher quickly notices and
reacts to student difficulty, which is associated with improved
academic achievement.

Without such an analysis, it is not obvious that the football
coach, drama club advisor, and art teacher all have the opportunity
to play an important role in improving academic achievement.
Anne Bryant (personal interview, Apr. 3, 2002) argues persuasively
that accountability is more than test scores; factors such as emo-
tional intelligence for students and adults in the system are vitally
important. These are not fluff or “soft” or beyond measurement, but
vitally important indicators for systemwide success. An account-
ability system must recognize the importance of the nonobvious
indicators and the oblique paths that occur between causes and
effects.

Leadership Reflections

1. Identify an example you have personally observed of strategic
leadership—a leadership action or series of decisions that
linked decision making with information, results, and the mis-
sion. Moreover, this example demonstrated simultaneous exe-
cution and evaluation of the decisions so that resources and
time could be allocated in the most effective manner possible.
Explain your example to a colleague without calling it “strate-
gic leadership,” and ask your colleague to notice what the
decision maker did that was unusual or particularly effective.
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2. Consider your own responsibilities right now. Describe your
own daily disciplines of strategic leadership. (If you prefer, use
the worksheet in Appendix C rather than this writing space.)

Objectives on the basis of the mission:

Standards of action:

Assessment:

Accountability:

Feedback:






Part Three

Leadership in Action






Chapter Eight

The Daily Disciplines of Leadership

Leadership Keys

Decide what is within your control
Gain control of time
Leadership hygiene: the Daily Prioritized Task List

Linking leadership time to student achievement

Leadership time is inextricably linked to student achievement.
Every element of achievement, from professional development to
organization to assessment to collaboration, requires an enormous
investment of time. If an educational leader fails to use time wisely,
in a manner that is relentlessly focused on improved student
achievement and implementation of academic standards, then a
thousand other tasks intrude. Time management on the part of the
leader is the difference between the theory of standards and
the practice of standards-based leadership.

The effective leader uses time differently than an ineffective
leader does. This single sentence sums up my observation of thou-
sands of leaders in a range of educational settings. My observations
are consistent with those of many who have studied leaders in orga-
nizations far afield of education, from Peter Drucker to Tom Peters
and Margaret Wheatley. The most effective leaders do not neces-
sarily have more money, fewer unions, more enlightened stake-
holders, or longer days. Rather, they know those areas where their
decisions have the maximum impact on essential results, and they
focus their time on those areas within their control. Just as the

143
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standards-based leader articulates standards for student achieve-
ment and faculty instructional strategies, she must also create and
maintain standards for her own mastery of the critical leadership
resource of time.

[ frequently hear leaders complain how little they can control:
“I'm supposed to be the leader, but the union controls working
conditions, the central office controls the budget and mainte-
nance, and parents and students control three-fourths of every
day. What can I really control?” The concern is a fair one, but it
does not explain how two schools in the same district with the
same union, same central office, same demographic characteristics,
and same constraints from parents and students can have dramat-
ically differing results. Under the same union contract, teachers
have different schedules, students have varying levels of interven-
tion, and the focus of faculty meetings and professional develop-
ment are dramatically divergent. The only explanation for this is
that the leaders take the same conditions and constraints and are
able to implement strategic decisions that yield extraordinary
results. More than anything else, exceptional leaders use time
differently.

Essentials of Leadership Time Management

A review of many time management systems reveals a few key
common ingredients. These systems vary widely in their format
and include sophisticated computer programs (GoldMine, Act!,
Microsoft Outlook), home-made time management lists using a
computer spreadsheet program, formal planning systems (planners
and organizers by Franklin/Covey, DayTimer, Day Runner), plain
legal pads, and three-by-five index cards. Despite these differences,
however, there are remarkably similarities in the processes of effec-
tive time management. Over the course of a few decades of study-
ing effective time management, [ am increasingly convinced that
this is an organizational discipline that is absolutely essential. If the
leader does not organize time wisely, priorities are ignored, goals are
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rendered impotent, strategy is irrelevant, and grandiloquent oratory
about educational imperatives is inevitably hypocritical. No leader
can expect teachers and students to organize time and set priorities
unless the leader sets an example. Whatever the computer program
or stationery, here are the keys to effective leadership time man-
agement.

Master Task List (Appendix B.3)

Write all tasks on a single list and all scheduled obligations on a
single calendar. The leader cannot have one list and calendar
for school, another for central office requirements, one for commu-
nity service activities, and yet another one for family activities. A
cardinal principle of effective time management is a single calen-
dar for all activities and a single list for all tasks. [ have seen busy
public officials, attorneys, school superintendents, and business
leaders adhere to this rule. They could never manage the multiple
demands of family, community, and professional obligations if they
did not keep a single calendar.

One great advantage of a computerized program is that the
space needed for a single day automatically expands to meet
the requirements of that day. But even with a manual system, the
low-tech solution to the imperative for a single combined calendar
is (not surprisingly) a calendar with larger space for each day. Every
task goes on this list, including phone calls to be returned, phone
calls to be initiated, letters to be returned, and e-mails that did not
receive an immediate response. If a large chunk of time require-
ment, such as that associated with e-mail and voice mail, is tracked
on another list, then the entire principle of prioritized time man-
agement breaks down. Everything goes on one list. That’s the rule.

Break Projects into Tasks

Anything on the task list that cannot be accomplished in a sin-
gle block of time is not a task, but a project. Each leader identifies
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what an appropriate block of time is, but it would hardly ever
be more than three hours. Thus if something on your list requires
more than three hours it is not a task, but a project. Projects
should listed on separate project tracking sheet (form B.5 in

Appendix B).

Prioritize and Date Each Task

A simple system of A, B, C suffices. Tasks with an A priority are
important and must be accomplished. They may not require imme-
diate action, but they are not discretionary. As examples, a state-
ment for an expulsion hearing, or completing an evaluation form
for a colleague, or a comment on a budget may be a task a week or
more into the future, but each is absolutely essential and thus
deserves A priority.

A good rule of thumb is that any leader cannot have more than
six A-level tasks on a single day. If your task list contains dozens of
A’s (as mine occasionally does), then there are only two choices:
change some of the A’s to a B priority, or defer completion of the
A-level tasks to a date on which there are six or fewer A tasks.
Tasks with a B priority usually require leadership participation, but
if there is limited time, they give way to A tasks.

Tasks with a C priority represent requests for leadership
action, but they are not necessarily tasks that can be accom-
plished only by the leader. These include responding to many
incoming e-mail, voice-mail, and regular mail messages, as well as
requests that may or may not rise to the level of leadership impor-
tance. By writing C-level tasks on the master list, the leader is
cognizant of the demands on time but also faces the inevitable
fact that there are more demands than time available. At least
once a day, C-level tasks are either delayed, assigned to someone
else, or discarded. Because an effective task list always includes
the date the task was added to the calendar, the leader can
quickly and easily identify the tasks that are obsolete or no longer
require action.
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Sort Tasks in Priority and Date Order

Some time management systems require that the leader perform
this function manually every day, and I know of leaders of very
large organizations who find this manual process useful. The phys-
ical act of writing the most important tasks the first thing every
morning or the last thing every evening places a framework around
the entire day. Moreover, the demand for physical writing of tasks
forces some abandonment of obsolete tasks, simply because rewrit-
ing tasks every day is too tedious. Paradoxically, it is this require-
ment for tedious reentry of tasks on the master list that actually
saves time through effective focus and prioritization. Automated
systems can grow by leaps and bounds, eventually including
hundreds of tasks, because new tasks are added but old ones are
rarely eliminated. If you use an automated system, the discipline
of daily task review, prioritization, and culling of obsolete tasks
is absolutely essential. The two-way sorting that I recommend—
sorting by priority and by date—allows the leader to confront those
tasks that are several weeks old.

Highlight Today’s List

From the many tasks on today’s list (and possibly from the many
A-level tasks on the list), identify the six most important for today.
[ know of leaders who do this deliberately on a three-by-five index
card that they carry around throughout the day. Before they accept
interruptions or commit to completing a new task, they must con-
front whether the new addition is more important than their top
six priorities for that day. Leaders who start each day claiming to
have twenty or more “top priorities” are perpetually frustrated and
anxious—surely victims of stress. Because they persist in the illu-
sion that they can accomplish more than is humanly possible, they
delay reassigning tasks, delegating to colleagues, or communicating
with others that the tasks will not be accomplished on time.
Thus their frustration and stress becomes a communicable dis-
ease, spreading from the leader to subordinates and colleagues
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throughout the organization. A sample Daily Prioritized Task List
is form B.4 in Appendix B.

Work Today’s List in Priority Order

No matter how obvious this may sound, most leaders fail to follow
it. They start the day with a prioritized task list, are handed a stack
of phone messages and the morning mail, and then listen to a
dozen voice mail messages. By the time the well-intentioned leader
has returned calls, answered mail, and taken incoming calls, hours
have passed and not a single second has been devoted to the puta-
tive top priority of the day.

Commitment to working today’s list in priority order implies
clear recognition that not every voice mail, telephone message,
e-mail, and letter is of equal importance. An e-mail system that
beeps with every incoming note, whether it is a junk-mail solicita-
tion or a critical note from a colleague, invites distortion of pri-
oritization. There is no substitute for the rule of working the
prioritized list in priority order.

Conduct a Prioritized Task Audit at Least Once a Week

Leaders are responsible not only for their own time management
decisions, but also for those of colleagues. At least once a week, and
preferably more often, a brief stand-up meeting should be held by
top leaders in any organization in which the top six tasks are
shared.

The key question that leaders must ask of one another is
this: “Do your top priorities as reflected on the task list really
reflect the top priorities of our organization?” If the leader works
himself to the point of exhaustion and does not devote most of his
energy to the highest priorities, then he should expect no merit
badge for time management. Effectiveness, not exhaustion, is the
hallmark of great time management.
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Guidelines for Maintaining Your System
Leadership Focus

First, find one time management system, and then stick with it.

The leader who flits from one system to another may display
neat forms and have poor time management skills. Although the
vendors of time management programs and forms do not like to
hear it, consistent application of a system using the guidelines pre-
sented in this chapter is more important than the software or the
forms. Mark McCormick operates one of the largest consulting
organizations in the world using two legal pads, updated every day,
for his prioritized daily task lists. As Hyrum Smith built the
Franklin Institute into the world’s leading time management pro-
gram, eventually merging with Stephen Covey’s organization to
form Franklin/Covey, he used hand entries to create a daily priori-
tized task list in his Franklin Planner. Other leaders use a Palm
Pilot or index cards, or a personal diary. The keys to effectiveness
are the same: all tasks are centralized in a single location, priori-
tized, and worked in priority order.

Second, answer e-mail only twice a day.

If you have a computer that beeps with illusory urgency with
every incoming e-mail, turn the alarm off, or if necessary turn the
sound and speakers off. No one who sends e-mail has a right to
expect an answer in minutes (although some senders of e-mail
maintain such an absurd presumption). Think of it this way: if you
were in a meeting with the school board, observing a classroom,
or tutoring a child, then you would not interrupt those sessions
each time a piece of junk mail arrived. The work you are doing on
your top six priorities is of equal importance; it cannot be inter-
rupted by e-mail. If your e-mail has an automated sorter, then it is
possible to sort incoming mail in priority order on the basis of the
sender or subject.

One good prioritization decision is to move anything that is a
copy or “cc” to you to the bottom of the priority list. I know some
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senior leaders who simply reject all copied e-mail, operating on the
theory that the sender has an obligation to communicate directly
with whomever the intended recipient is, and that no “cc” line
ought to be required to convey a sense of urgency. I receive close to
one hundred e-mails every day, yet two sessions of thirty to forty-
five minutes each are sufficient to stay on top of this burden.

Third, answer voice mail only three times a day, entering calls
on the task list in priority order.

Voice mail can be retrieved and prioritized at selected times,
with a typical schedule including morning, before lunch, and late
afternoon. Because not all incoming calls are of equal priority, they
can be addressed in priority order to forward to other colleagues for
an appropriate response.

Fourth, answer only urgent and important mail daily; save all
other mail for a weekly review.

Some mail deserves the attention of a same-day response, but a
large amount of it is truly junk. My mail goes into three drawers:
A for letters requiring an immediate response, B for professional lit-
erature [ wish to read, and C for everything else. I only look at the
C drawer once a week and typically fill two trash cans within
ten minutes as [ dump the vast majority of the C drawers without
even opening the envelopes. There are some bulk mail items of
interest—perhaps one in one hundred—and those can be quickly
opened, considered, and added to the prioritized list or discarded.
Everything else is trash and does not deserve the time required to
open and read them.

Fifth, schedule a two-hour block of “project work time” at least
once a week.

Once you settle into this habit, you will want to do it more fre-
quently. Leaders who regularly engage in this practice report that
they get more done in two focused and uninterrupted hours than in
a full day in which they attempt to carry out a project but face con-
stant interruptions. In most cases, the commitment to avoiding
interruption can only be kept if the leader retreats to a physically sep-
arate space, such as a faculty work area, library, or conference room.
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The voice mail and e-mail can accumulate for a couple of hours, just
as it does if the leader is in a meeting or working with students.

What I Use

Because time is such a vexing challenge for many leaders, they fre-
quently ask me what I use. My system is hardly perfect, but I am
happy to share it as it is inexpensive and available to anyone whose
computer includes a spreadsheet program. I have experimented
with many systems. For many years now, | have used a system that
allows me to balance the demands of a busy family, more than
eighty speaking engagements each year, an average of two books
and six articles written each year, voluminous correspondence
with educators and school leaders throughout the world, and
the complex organizational demands of the Center for Performance
Assessment. [t is a spreadsheet with three columns: the priority
(A, B, or C), the task description, and the date the engagement
started. The worksheet for my tasks is named “Reeves” and the
same file contains worksheets for every person who reports directly
to me. When I delegate a task to someone else, I just place the cur-
sor on that task, click Cut, and then Paste the task onto the work-
sheet for my colleagues. In this way, I not only keep my own
workload to a manageable level but also am careful about the quan-
tity of tasks that [ assign to colleagues.

At this writing, [ have sixty-eight tasks on my list, with the ear-
liest one being 104 days old—clearly ripe for pruning. Of the sixty-
eight tasks, nine are A-level priorities. Every time I listen to voice
mail, read incoming letters, or plan a project, the tasks go onto this
master list with a new priority and date. Every morning, I highlight
the tasks, then hit Data and Sort, and all of the tasks are automat-
ically sorted in priority order. Because the spreadsheet is already
installed on every computer we purchase, the extra cost for this
sophisticated, automated, and effective time management system
is zero. Because it is automatically backed up along with all other
computer files, I can lose the computer, pour acid on the hard drive,
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or allow a Boston subway driver to smash it to a million pieces, and
[ will not endure the catastrophe suffered by someone who loses the
only copy of a calendar or task list.

Linking Leadership Time Management
to Student Achievement

After only a few weeks of using daily prioritized task lists in what-
ever manual or electronic form you choose, a picture will emerge of
how you allocate your priorities, and the similarities and differences
between those priorities and your organizational goals. On my list
that I have shared, warts and all, seven of the top nine priorities
(the A’s on the current list), relate to clients, one to a publication,
and one to an organizational need at the center. This probably
reflects a failure to delegate as much as I should with respect to
some client service matters. Only one out of nine A-level priorities
is focused on internal organizational health; this conveys an excep-
tionally high degree of trust in my colleagues at the center (true),
and it also conveys that I take some things for granted that even in
an effective organization probably require greater leadership atten-
tion (also true).

What about your top priorities? If you examine your own
A-level priorities, how many are related to regulatory compliance,
meeting demands for reporting and information by external
authorities, dealing with local personnel issues, handling parents
and student complaints, and so forth? How many deal with stu-
dent achievement? When I examine the task lists of many educa-
tional leaders, I rarely find a majority of the top six items directly
related to student achievement. There are wonderful exceptions,
such as the leader who makes it a priority to collaboratively eval-
uate student work with a teacher, provide feedback on student
assessment, participate in professional development, or review
achievement data and compare it building-level data on teaching
practices and curriculum strategies.
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More often than not, however, the stark evidence of the daily
prioritized task list shows how rare these items are amid all the
other demands on the time of an educational leader. This is not an
impossible situation, and it can be reversed. It starts when, for
instance, a board of education monitors its own agenda and its own
demands for information from senior educational leaders. A board
can ask, “How many of our information requests and other time-
consuming requirements that we place on educational leaders are
directly related to student achievement?” Superintendents and
every central office department that generates demands for teach-
ers and principals to complete reports can ask the same thing.
Every person responsible for scheduling a meeting or professional
development session can bear the same responsibility.

Articulating standards, coordinating standards, assessing stan-
dards, leading on standards, and every other activity of student
achievement requires an investment of time. Without effec-
tive leadership time management, the complaints of “I don’t have
the time!” will drown out the voices demanding improved perfor-
mance and better leadership.






Chapter Nine

Accountability

From Autopsy to Physical

Leadership Keys

The purpose of educational accountability is to improve
student achievement

Accountability is more than test scores

Comprehensive accountability and the Leadership and
Learning Matrix

Although it is true that the vast majority of state educational
accountability systems refer exclusively to test scores, attendance,
school safety, and the dropout rate, there is not a single school
in the nation that is prohibited from placing those numbers in
context by systematically evaluating additional variables in teach-
ing, leadership, and curriculum. Because most accountability sys-
tems already appear to be laden with information, an educational
leader might reasonably challenge the request for yet more infor-
mation and addition of elements of an accountability report that
are not required. Why, the leader asks, should we do more than is
required when we are already overburdened with accountability
systems’

The answer lies in the fundamental purpose of educational
accountability. If it is only to evaluate schools without helping lead-
ers, teachers, and policy makers understand how to improve, then
the present system of scores and statistics serves adequately. The
present system produces convenient scores, routinely announces
the “top” and “bottom” schools, and reinforces common stereotypes
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about student achievement. With a combination of superficiality
and ineffectiveness, it is a nearly perfect combination of the least
beneficial results for the greatest expenditure of effort. Few leaders
inside or outside of educational organizations, however, find the
present state of accountability tolerable. The answer is not to aban-
don the present system, but to improve it—and most of all, to place
the data that we have in its appropriate context.

Accountability: A Physical, Not an Autopsy

Once we accept that the purpose of accountability is to improve
student achievement, then the entire system of gathering and
reporting accountability information can be reframed. The purpose
of our efforts is not the educational version of an autopsy, in which
we announce that the patient has expired and suggest some insight
into the cause of death. Rather, we are concerned with the health
of the patient (the patients) and thus are conducting a physical
to obtain information that will improve their present and future
well-being.

An autopsy is satisfied with a recitation of effects; a physical
must investigate underlying causes. No pathologist, fresh from
completing an autopsy, devoted much time to recommending diet,
exercise, and other health regimens to the patient, as it is quite
unlikely that the patient was listening. The physician conducting
a physical, by contrast, devotes extensive time to understanding
and communicating methods of improving health. Educational
leaders are the wise physicians who must consider how to improve
education, not merely how to analyze the demise of the system.

Accountability and the Leadership and Learning Matrix

Because we know that causes are essential for an understanding of
improving student achievement, an accountability system that
contains only test scores is inherently insufficient. An effective
accountability system must integrate the principles of the Leader-
ship and Learning Matrix introduced in Chapter Three.
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Although a typical accountability system attends only to an
investigation into the vertical axis of effect data, a holistic account-
ability system* (Reeves, 2002b) includes three distinct tiers of
data analysis. The first tier includes systemwide indicators—test
scores, attendance, dropout rate, safety, and other matters that
apply to every school throughout the system, state, or district. The
second tier of accountability indicators includes six to ten school-
based indicators, measuring strategies that are uniquely suited to
the needs of that school and the students it serves. These school-
based indicators frequently measure teaching, curriculum, and lead-
ership variables and thus can address the horizontal axis of the
Leadership and Learning Matrix. In the context of the matrix,
the horizontal axis measures the antecedents of excellence. By
measuring the relationship between tier two variables (cause indi-
cators) and tier one variables (effect indicators), a holistic account-
ability system gives leaders and policy makers insights into the most
and least effective educational strategies. Support for implementa-
tion of these indicators is in the forms of Appendix A.

The third tier of a holistic accountability system explores the
connection between the first two tiers of data using a school narra-
tive. The third tier of the system is also a useful opportunity for the
school leader to express in rich descriptive language information
about the school that is not subject to quantitative analysis.

Whether or not your state or district embraces the principles of
holistic accountability, each individual school leader has the oppor-
tunity to make accountability a constructive force for improving
student achievement rather than an aimless exercise in reciting
scores. The test of the value of the Leadership and Learning Matrix
is not whether a state department of education uses it, but whether
the teachers and leaders in your schools use it to improve teaching,
learning, and leadership.

*An extensive description of holistic accountability systems, briefly addressed in this
chapter, can be found in Holistic Accountability: Serving Students, Schools, and Commu-
nity (Reeves, 2002b) and Accountability in Action: A Blueprint for Learning Organiza-
tions (Reeves, 2000a).






Chapter Ten

Building the Next Generation
of Leaders

Leadership Keys

Identify prospective leaders
Create an educational leadership university
Invert the pyramid by supporting students, teachers, and parents

Create synergy by blending leadership, learning, and teaching

Although the national shortage of teachers has dominated educa-
tional news, an equally serious shortage of school leaders is becom-
ing increasingly worrisome, with a number of school systems filling
more than 10 percent of leadership vacancies with temporary per-
sonnel who lack administrative certification and leadership cre-
dentials. Moreover, the phenomenon of salary compression has
caused a growing number of administrators to regard teaching as
relatively more attractive than an administrative position; teach-
ing salaries have increased and administrative responsibilities
grown out of proportion to a relatively small increase in pay. As a
result, many teachers who have achieved the top of the teaching
pay scale find it difficult to accept a significant increase in work-
load, a decrease in job security, and an enormous increase in stress
for a relatively small incremental financial gain.

Identify Prospective Leaders

In some respects, the compression issue is welcome, as it diminishes
the likelihood that excellent teachers will seek an administrative
job for the wrong reasons. Essentially, the leader must blend the
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skills of the great teacher (communicating complex ideas to a vari-
ety of audiences) with the skills of the great leader (systematically
identifying and capitalizing on strengths within the organization to
achieve extraordinary goals).

Most school systems are far better served by identifying and
developing leaders from among their own colleagues than by hir-
ing from other systems or relying exclusively upon the leadership
preparation program of a local university. Moreover, schools must
create a low-risk way for a prospective leader to pursue an intern-
ship, gain leadership experience, and confront the possibility that
the path of leadership does not suit the person. We dare not lose
excellent classroom teachers because a leadership position once
sought is no longer attractive to the candidate, or the candidate is
no longer needed by the district.

In addition to developing prospective leaders among the teach-
ing ranks, a school system should also identify leaders from a
growing number of second-career educators, notably those with
military, business, and nonprofit organizational experience. No
resume entry, however, can replace the realistic scenario afforded
by a leadership development program in which the prospective
leader must deal with real students, parents, and teachers daily and
then reflect on those experiences systematically. Whereas tradi-
tional leadership programs react to theoretical case studies, the
new wave of leadership development program writes its own case
studies, implementing real decisions and reflecting on actual suc-
cesses and errors.

By considering a leadership training program as an investment
in the future, the school system has a chance to reconsider the tra-
ditional method of evaluating, recruiting, and training principals
and other leaders. A growing number of programs that blend real-
world experience with academic reading and research and reflec-
tion among professional colleagues are replacing traditional
approaches that rely upon an accumulation of credit hours, super-
ficially distributed among finance, testing, and personnel but
promoting readiness for actual leadership responsibility in none of
those areas.
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The essential question that these districts must face is, “What
are the knowledge and skills that school leaders in this system need
to be successful?”” Furthermore, these districts must ask, “How will
we know when a candidate possesses the essential knowledge and
skills required for leadership success?” A portfolio of actual leader-
ship decisions (including analysis of alternatives, the process of
decision making, and the results of actual decisions) is likely to be
much more revealing than the traditional contents of a transcript
of grades in leadership classes.

Create an Educational Leadership University

Another way to expand the pool of leadership candidates is to
completely transform professional development for leaders. The
school system could become a center of leadership training, pro-
viding skills in personnel management, strategic planning, and data
analysis that are needed by all leaders. Just as leading corporations
have established their own university-level training centers for
leadership development, a school system can and must do the
same, inviting not only candidates from its own district but educa-
tors, business people, and employees of government and nonprofit
organizations to participate (for a fee, of course) in the district-
sponsored leadership training.

Just as the Harvard Business School is training leaders in poli-
tics, nonprofit organizations, and education, your leadership train-
ing institute can offer valuable insight, knowledge, and skills to
business leaders. More importantly, with each cadre of leaders that
you train you find potential candidates for your own leadership
team. By making this a university-level endeavor with university
credit, you can also integrate the training of educators and leaders
into the university curriculum to a much greater extent than is now
typically the case.

Transforming the Leadership Training Curriculum

Leadership training at the university level generally includes
courses in school finance; education law; personnel management;



162 THE DAILY DISCIPLINES OF LEADERSHIP

and a blend of research, assessment, and statistics. Though a few
leadership curriculum designs are changing to encompass reflection
on actual leadership experience, the more common curriculum is
in place because it reflects state certification requirements; this sort
of training is a ticket to be punched rather than an indicator of
leadership readiness and preparation.

There is a better way. A school system or group of school sys-
tems, organized by the county, region, or state, could create a
“senior leadership institute.” In the institute format, participants
engage in a combination of research, case study, small group work,
and personal reflection. Rather than the fragmented curriculum
that dominates most leadership programs, an effective senior lead-
ership institute should focus on four key areas: people, strategies,
organizations, and systems.

People
Goleman (1998, 2002) has made clear that the so-called soft skills

have a hard impact on organizational performance. Moreover, his
research strongly suggests that neither intelligence nor analytical
ability separated the most successful leaders from those who were
merely average. The distinguishing features were self-awareness,
empathy, social awareness, and social skills—all part of what he
described as emotional intelligence. Contrary to the notion that
these skills are ingrained, he demonstrates that emotional intelli-
gence and the behavior associated with it can be acquired and
practiced. Whereas most courses in personnel management focus
on the legal and technical issues of evaluation, correction, and
compliance, those are but a small part of the skills necessary to lead
a complex organization.

Strategies

Robert Kaplan, of the Harvard Business school, co-creator of “the
balanced scorecard,” has made the same case in business that I have
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made in education: accountability is more than a single number,
whether it is earnings or test scores. Kaplan and his colleague,
David Norton (2001), have examined strategies of organizations
outside the business world and found that most of them are distin-
guished only by their girth. They include “lists of programs and ini-
tiatives, not the outcomes the organization is trying to achieve.
These organizations must understand . . . that strategy is not only
what the organization intends to do, but also what it decides not to
do—a message that is particularly relevant for nonprofits and gov-
ernment departments” (p. 133).

The essence of successful strategy is not creation of a planning
document, but execution of strategy and continuous evaluation of
the information related to decisions. Throughout this process
of execution and evaluation, leaders are incessantly comparing the
mission and vision with the decisions made throughout the orga-
nization. Strategy, in brief, gives the leader the context of each
decision. As Kaplan and Norton (2001) have both suggested, an
essential part of this kind of strategy is deciding what not to do, not
merely assembling projects, tasks, and wish lists. The senior lead-
ership institute is an ideal opportunity for participants to examine
strategy, challenge its foundation, research the connection (or lack
of it) between data and decisions, and reevaluate the mission as an
effective filter for decision making.

Organizations

Paul Houston (personal interview, Mar. 28, 2002) notes that in a
growing number of school districts the central office is undergoing
fundamental reorganization. Although the very mention of central
office reorganization may be political suicide for a prospective
school leader, a senior leadership institute offers a safe environment
in which the what if? questions can be safely raised. Once the con-
cept of a chief academic officer has been established, there are
profound implications for the central office. Rather than have tech-
nology in the business office, where it usually resides, it might be
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moved to an academic department. The same is true of personnel,
a department often (and wisely) separated on the organization
chart from the academic leadership of the district. In the senior
leadership institute, participants explore organizations, staffing pat-
terns, and position descriptions. An essential part of executing
strategy is effective creation, destruction, and re-creation of orga-
nizational structure.

Systems

Understanding systems is not merely repetition of organizational
structure, as is commonly assumed. It is a way of recognizing the
relationships in all the work and results of an organization. As Senge
(1990) defines it: “Systems thinking makes understanding the sub-
tlest aspect of the learning organization—the new way individuals
perceive themselves and their world. At the heart of a learning orga-
nization is a shift of mind—from seeing ourselves as separate from
the world to connected to the world, from seeing problems as caused
by someone or something ‘out there’ to seeing how our own actions
create the problems we experience. A learning organization is a
place where people are continually discovering how they create
their reality. And how they can change it” (pp. 12-13).

Because building a learning organization depends on a leader
who understands, models, and practices systems thinking, it is one
of the four core components of the senior leadership institute.

If you choose to build a senior leadership institute, be prepared
for the kitchen sink syndrome, in which everyone’s good idea,
favorite speaker, latest book, and state mandate finds its way into
the curriculum. Doing that, you only re-create what already exists,
with a little more superficiality. If, by contrast, you remain focused
on the four key areas of people, strategies, organization, and sys-
tems, you produce leaders who think deeply about their present and
future positions and about your organization. If they are uncom-
fortable with such a challenge, you are far better off to know it dur-
ing a leadership institute than after a few months on the job.
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A final essential part of a successful senior leadership institute
is one-to-one coaching and a peer network. The institute is not
merely a collection of classes but the core of your learning organi-
zation, in which discussion, learning, confrontation, and reaction
in the period between official courses are at least as important as
the class meetings. Ideally, these intersession activities include per-
sonal coaching by faculty members and a lively dialogue on focused
topics of discussion. A successful senior leadership institute class
creates a document of leadership experiences that directly relate
the learning of the institute to the daily lives of the participants.
These collected experiences should be published and widely shared
in your organization.

Inverting the Pyramid: Supporting Students,
Teachers, and Parents

Although the effective leader enjoys the challenge of motivating
other people, perhaps the worst reason for someone to pursue a
career in educational leadership is the fantasy that a leader is
able to control other people. In fact, the most effective leaders
routinely serve others, namely, the employees and other stake-
holders.

As a young military officer, I joined other commanders in fol-
lowing the British tradition in which the officers ate last at every
meal and on several holidays during the year served the troops as
well. To this day, | have seen leaders of very large school systems
make a point of picking up a stray piece of paper, making the point
that cleanliness is a value practiced by everyone, including the top
leaders of the organization. Similarly, I have witnessed leaders of
schools with enrollment approaching four thousand students take
the time to evaluate student work. In those districts, the example
is set by superintendents who routinely work with students (includ-
ing many who teach a regular class several times a week), counsel
teachers, and pay attention to the family as well as professional
needs of employees.
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[ have previously written about Stan Scheer, who, as a prin-
cipal, assistant superintendent, and superintendent, regularly puts
himself on the substitute teacher list, spending half-days and full
days in the classroom, enduring the confusion and bewilderment
faced by substitute teachers every day. It is no accident that this
same empathic and demanding leader takes donuts and coffee to
the bus drivers at five in the morning and personally thanks the
cafeteria staff for their rarely noticed efforts. When he expects
great things from his staff, everyone knows that he asks no more
of any employee in the district than he regularly demands of
himself.

Mary Ann Dewann, an exceptionally effective principal in
Wayne Township near Indianapolis, personally meets with every
student in the fourth, fifth, and sixth grades to discuss their progress
and personally administers buildingwide writing and mathemat-
ics assessments in classes regularly. One urban principal gave up his
office so it could become the parents’ welcome lounge, while
another principal in a high-mobility school turned her office into a
student welcome center to create a quiet, warm, and friendly place
for the steady stream of new students and parents coming to the
school.

The list of principals, from new leaders to veterans of many
decades, who invert the pyramid and exemplify the traits of ser-
vant leadership is a long one, but the actions of these leaders con-
tinue to attract notice because they are an exception. There are,
unfortunately, many other leaders and prospective leaders who
attempt to reign by decree, replacing collaboration with dic-
tates and displacing trust with suspicion. What is particularly
alarming are the school leaders I see who do not appear to like chil-
dren and, for that matter, do not enjoy being in a classroom. They
handle themselves well at the Rotary Club or school board meet-
ing, but they studiously avoid schools, particularly during the time
when students are passing in the hallway or parents might be con-
gregated in the waiting area.
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Identifying the Next Generation of Leaders

[t is clear, then, that there is a crisis in school leadership. No mat-
ter how many books we publish on the subject, no matter how lofty
our aims, no matter how good leadership training opportunities
may be, all efforts are for naught if we do not have school leaders.
In the nation’s largest school system, New York City, two-thirds of
principals have less than five years of experience and more than a
third of them do not even have two years’ experience. Twelve per-
cent of the city’s schools opened last school year without a perma-
nent principal (Holloway, 2001). The situation is not limited to
New York; Senator John Kerry described the national shortage of
principals as a desperate situation, with 40 percent of principals
nationally expected to retire within ten years (Stricherz, 2001).

At the senior leadership level, the situation is worse, with
superintendent positions unfilled. Compensation packages worth
hundreds of thousands of dollars (the superintendent in Dallas now
earns in excess of $300,000 annually) have not been sufficient to
reduce the rate at which system-level leaders are fired, or simply
burn out. Some of this chaos is self-imposed, as changing board pri-
orities lead to a revolving door in the superintendent’s office. Other
causes are external; CEO compensation has skyrocketed elsewhere
in the economy, creating incentives for many people with leader-
ship talent to seek employment outside of education.

The Accelerating Path to Leadership

The traditional path of school leadership typically meant progres-
sion from teaching to the administrative ranks, followed by a stint
as an assistant principal, and ultimately as a school leader. Prior to
assuming leadership of a school, the principal enjoyed multiple
leadership opportunities, from leading a task force or committee to
chairing a parent-teacher group or assuming leadership responsi-
bility in a community organization. During this time, the prospec-
tive principal could develop mentoring relationships with other
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leaders, study the leadership literature, and reflect on the necessary
move from theory to reality as a school leader.

Although the first year of the principal is always challenging, a
person with such extended preparation faced challenges that could
be anticipated yet tapped into a reservoir of information and con-
tacts as each new challenge arose. Now that path is accelerated,
with people whose experience in teaching is brief, whose adminis-
trative training consisted of weekend and evening classes crammed
into an already overloaded schedule, and who have had little or no
leadership experience prior to assuming real leadership responsi-
bility. For a teacher serving as an acting principal, there is even less
preparation, with the district relying on good judgment and com-
mon sense—two qualities that are needed, to be sure, but that
alone are insufficient to prepare a leader for the variety of respon-
sibilities faced by today’s school leader.

At the superintendent level, some boards are turning to leaders
from the military, business, political, and nonprofit arenas to satisfy
their leadership needs. An active core of retired superintendents
have found employment as a contracted acting superintendent for
a district that has not been able to find a candidate to fill the job. An
acting superintendent meets a temporary need, but short tenure
ensures that, on a national level, continuity of policy is unlikely.
Moreover, when a new system leader announces changes, a strong
undercurrent of cynicism remains that says, “I've outlasted three
other superintendents with new ideas, and I'll outlast this one too.”

The Chief Academic Officer

To identify the next generation of leaders, we must cast a wide net,
finding people who display potential for organizational leadership
and for instructional leadership.

The ranks of potential leaders are deeper than we think. One
reason the shortage of principals has been so acute is, quite simply,
that we have not asked enough people if they are interested in
educational leadership. Buckingham and Coffman (1999) note
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that one of the most distinctive characteristics of an effective orga-
nization is that employees discuss their progress, development, and
future with someone in the organization at least every six months.

The two qualities are not necessarily found in the same person;
hence a growing number of school systems are identifying both a
chief operating officer and a chief academic officer. One of them
might also hold the title of superintendent and thus report directly
to the board and be the chief executive officer of the district.

Once we acknowledge the need to differentiate these senior
leadership positions, the pool of potential leadership candidates
becomes significantly larger. Teachers with an interest in instruc-
tional leadership can aspire to become a chief academic officer
and not be limited in their career advancement by failing to mas-
ter the intricacies of school finance. Leaders whose experience is
primarily in the business, military, or nonprofit sector can aspire to
system-level leadership despite the paucity of their experience in
curriculum and assessment. Their skills in community relations,
technology, and organizational development are also vital for a
community. The essential strategy must be identifying not a single
pool of ideal leaders but rather a pool of leaders with complemen-
tary strengths.

One thing that all leaders in the pool have in common is acute
understanding of their own limitations and of their need to have
other leaders by their side, each with his or her own set of skills
and abilities. This is the opposite of the Lone Ranger model of
leadership that has dominated the business scene and, to some
extent, been replicated in school districts. Sergiovanni (2000)
makes the case powerfully that the charisma of the leader who
dominates the organization by sheer force of personality might be
counterproductive, as sustaining the organization becomes a mat-
ter of the personality of an individual rather than quality of ideas.
Thus the new generation of leaders must combine the necessary
focus and passion (typically associated with the individual leader)
with the humility and accurate self-assessment necessary for today’s
team leader.
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Contrast this standard with the typical educational system in
which teachers are evaluated annually for a few years, but after
tenure rarely evaluated at all. Those evaluations are almost always
retrospective, limited to a form created by collective bargaining,
and thus not oriented to what leadership positions the teacher
might consider in the future. Building administrators and central
office administrators are evaluated at best annually; many of the
evaluations [ have reviewed are stunningly consistent, with phrases
that appear to be taken from a computer program. They attempt to
evaluate performance but rarely consider the future impact.

When someone has an interest in potential leadership, then
professional development opportunities can be afforded them that
expose the person to leadership training; internships can be used
for short-term leadership experience. All this can be designed to let
both the organization and the prospective leader gain experience
and background before turning inexorably to a new career path.
The majority of teachers, for example, do not want to become
administrators. But there are surely more teachers with leadership
potential than are now being identified. The same is true in the
counseling office, nurses office, media center, and central service
department.

Create Synergy by Blending Leadership,
Learning, and Teaching

When was the last time your superintendent or other educational
leader led a class? [ don’t mean reading aloud before the cameras or
giving a speech to a school assembly. I mean teaching a lesson,
motivating students, assessing for learning, making on-the-spot
decisions for reteaching, assessing again, and creating the spark of
life we call learning. When was the last time a leadership meeting
felt like your best seminar in college? The seminar leader asks prob-
ing questions and the well-prepared participants make lively and
informed contributions. You leave the meeting feeling that
you have learned so much and knowing at the same time that you
have much yet to learn. You feel you have made a significant
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contribution but also developed a healthy respect for your col-
leagues, who surprise you with their insight, analysis, and back-
ground information.

If it has been too long since those ideals were part of your orga-
nization, then take heart. It is not impossible. The synergy between
leadership and learning is so powerful, so important, that it cannot
be overlooked. Developing a new generation of leaders demands
that our best teachers lead and that our best leaders teach. If each
staff meeting is regarded as an opportunity to model the very best
in teaching and learning, there will be fewer meetings, each much
richer in content and more productive in results. A few guidelines
can start to produce this synergy. For each meeting, the leader

should ask:

e What do I expect the participants of this meeting to know
and be able to do as a result of it? In other words, what are the
standards that participants will meet as a result of this? If the
answer is, “Nothing; it’s just for information,” then a meeting
is unnecessary. Send them a memo.

e How will [ know if the participants in the meeting have met
the standards? If the answer is, “They’ll nod their heads in
meek acquiescence,” then the meeting is a waste of time.
Standards without assessment are as impotent in the board
room as they are in the classroom.

e Will this standard contribute to our core mission? Does it
meet the criteria for a power standard because it is enduring,
has leverage, and is essential for the next level of learning? If
not, it may be a nice idea, but you just don’t have time for it.
Focus on the essentials.

The next generation of leaders may not be represented by the
resumes in the file of administrative applicants. A member of
the next generation of leaders may be the quiet person in your next
meeting who has not spoken up because you have not asked a ques-
tion. It may be the kindergarten teacher brimming with confidence,
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intelligence, empathy, and enthusiasm, who has never been asked,
“Would you consider learning more about school leadership?” It
may be a community leader or business manager who has been
active in school affairs and is seeking deep meaning in a second
career. To develop the next generation of school leaders, you must
create a wider pool of applicants and take personal responsibility for
training that pool. Without the action of today’s school leaders, the
present crisis in school leadership will threaten every other achieve-
ment for which you have worked so hard.

Leadership Reflections

1. How deep is your leadership bench? Specifically, how many
people in your organization are now qualified to be superin-
tendent? How many are qualified to occupy a senior position
in the central office? How many are qualified to be a building
principal?

2. Look at the last ten people hired for a leadership position
in your organization. Where did they come from? Inside or
outside the organization? What were the patterns that you
noticed about their background? On the basis of those
observations, are these sources of leadership talent sufficient
for the next five years?
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3. List the requirements in your area to receive certification
for educational leadership. For each requirement, identify
the core area (people, strategies, organization, systems) into
which the official requirement could fit. What do you notice
about this method of organizing the required curriculum? Are
some areas overrepresented? Are some of the core areas not
represented at all in the required courses?

4. If you have been a teacher, what is the subject that you most
love to teach? Could you arrange to teach it again, even if for
only two or three hours a week? If you have never been a
teacher, what is a subject that you would love to teach? Could
you arrange to teach it, perhaps in partnership with an experi-
enced teacher, for two or three hours a week? If you do this,
arrange for monthly meetings among other leaders who are
spending some time teaching. How do the observations that
leaders make in the classroom relate to the observations made
by full-time educators?






Chapter Eleven: Conclusion

The Enduring Values of the Leader

The Key to Surviving the Disappointments
and Disasters of the Leadership Life

Leadership Keys

Values endure; procedures do not
Find your enduring values

Decide what’s worth fighting for

[t is most revealing to have a conversation with a committed
professional and hear his or her reflections on persisting in the
face of disappointment. Why do police officers stay on the force
even when bad guys get away? Why do physicians and nurses
return to work even when death and illnesses are senseless and
unpredictable?

Why do teachers return to the classroom even when students
are sometimes unmotivated and belligerent? One teacher explained
her reason for maintaining student portfolios by noting:

On my worst day, when I question my value to this profession, I can
take out any portfolio and see the dramatic progress that students
make while they are with me. For some students, this is a period of
four years, starting in the ninth grade when they were confused and
barely able to compose a coherent paragraph, and continuing
through their senior year as I glimpse a copy of their college appli-
cation essays. In a matter of seconds, I remind myself what a pro-
found difference I make in the lives of these students, even on those

days when I barely am able to recognize it.
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The value that sustained this wonderful educator was not a pol-
icy about portfolios or a procedure related to writing standards, but
her bone-deep belief in the potential of her students and her con-
viction that her personal and professional efforts opened doors that
made a life-changing difference for every student.

Find Your Enduring Values

Just as [ have never heard a teacher remark that the source of
enduring inspiration was “Standard 34.2,” [ have never heard a
school leader cite a policy, procedure, or standard as a source of
resilience and endurance. Rather, there are deep values that rarely
appear in administrative discussion, board minutes, a staff devel-
opment agenda, or leadership memorandum. As I cast my eye
around the offices of the most successful leaders I know, a few clues
emerge. Sometimes it is insertion of a favorite book of children’s
stories or poems amid the tomes on leadership and educational pol-
icy, making clear that the delight in words and fantasy has not been
diminished by years or by advanced degrees. At other times it is the
pictures, not only of families or congratulatory handshakes with
public officials, but photos taken with students and colleagues,
reflecting a lifetime of changing tie width, dress length, and hair-
style, but not one iota of change in commitment to and love for
students and learning.

Take a moment to consider what your enduring values are.
These are the values that would pass this test: suppose that on this
very day, you learn that your school will be shut down, your job will
be eliminated, and you will be on the street, perhaps working again
in education and perhaps finding a totally different line of work just
to make ends meet. Which beliefs will be unchanged by such a
series of challenging events?

The tragic events of September 11, 2001, give the world some
insight into these enduring values. The conventional wisdom in
the aftermath of these tragedies was dominated by speculation
about how the world has changed forever, but the more stunning
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revelation is about what has endured. As [ have spoken with edu-
cators from New York and around the world, their optimism,
resilience, and confidence in children and teachers remain unshak-
able. Buildings crumble, but courage, decency, and respect are val-
ues transcending even the events that are literally and figuratively
earth-shattering. As this book goes to press, the New York Times
continues to publish its regular feature entitled “Portraits of Grief.”
As heartbreaking as each story is—recounting the death of a bride
of thirty days, of a gallant firefighter, of a family of three including
a two-and-a-half-year-old child—each story also contains clues
into the quest for enduring values.

The stories of thousands of victims tell of little league coaches,
volunteer tutors, parents, and children. What is striking is how
familiar and ordinary these victims were, making clear that the
cross-section of people from American and several other nations
who were lost on that tragic day is also a representation of what
remains. The happy brides, gallant fireiighters, tutors, parents,
teachers, and children who still walk among us remind us of what
was lost, and also of what endures. Another tragedy of the past few
years, the murders at Columbine High School in Colorado, simi-
larly showed a nation how a teacher could literally lay down his life
for his students, and how a school and community could rebuild
from unbearable grief.

Some people may believe that values are intrinsic, cosmically
woven into the psyche of each human in a way we cannot under-
stand, but those committed to the principles of leadership and
learning must surely believe that our values can be shaped,
informed, and molded not only by our heritage but by the events
around us. These reflections give each leader the opportunity to
create a personal leadership credo, expressing beliefs that go far
beyond the platitudes of the day and identify those few values that
are worthy of our commitment of heart and mind. Once these
enduring values and beliefs have been established, the door is open
to contemplation and discussion of a variety of alternatives. If you
came to this book committed to educational standards, or if this
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book has perhaps influenced you in that direction, then you may
wish to consider this statement as a starting point for your own
credo:

[ believe in fairness, because the value of my work as an educator
depends not only on success but on justice. Therefore I will fight for
fairness, even when it is inconvenient and unpopular, even when it
messes up the schedule and challenges traditional assumptions,
even when it draws students, parents, and teachers far outside of
their comfort zone. Because | have decided to fight for fairness, it
means that [ must fight against grading practices, assessment tech-
niques, and accountability systems that compare students to mov-
ing targets or to one another, and demand systems that compare
student performance to a fair and consistent set of standards.

[ believe in respect for the individual potential of every human,
because the value of my work as an educator is not defined by the
past experiences and opportunities of my students, but by the expe-
riences and opportunities that my colleagues and [ create. Because
I have decided to fight for individual respect, it means that I
must fight against any curriculum, schedule, teaching technique, or
assessment regimen that cares more about where my students start
than how they finish. This will influence everything from how we
grade a single paper to the calculation of final grades to the manner
in which student work is communicated to parents and the com-
munity. Just as I respect the human potential of every student,
[ believe in the potential of every faculty member, including those
only days from retirement, to grow and learn and improve every day.
I model that commitment to lifelong learning, pursuing new knowl-
edge and being vulnerable to the mistakes of the novice on a regu-
lar basis.

[ believe in collaboration, because I am acutely aware of
my own limitations and those of any other individual. But as surely
as | acknowledge individual limitations, I am convinced of the
extraordinary potential of the success of a committed group with

shared values, enthusiasm, optimism, and commitment. If [ fight for
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collaboration, it means that [ must fight against isolationism and
indifference. Ours is an inherently collaborative profession, and my
respect for individual creativity does not reduce my demand for con-
sensus on the essentials. Indeed, my commitment to fairness for stu-
dents requires that educational opportunities, teacher expectations,
and classroom assessment practices are never a matter of luck but a

matter of right.

Fairness, respect, and collaboration. It’s a start, and some of
these concepts, probably expressed differently, might begin your
own leadership credo. At the end of the day, neither students nor
other stakeholders will ask how many levels were on your perfor-
mance assessment rubric, how many standards you had, nor the
type of regression coefficient you used on your leadership matrix.
They will only ask what you believed so strongly that you found it
worthy of your will to fight.

Three Paths of Leadership:
Pyrrhus, Icarus, and Ulysses

Three Greek characters, one historical and two mythological, offer
a composite glimpse of the leadership path. None of them paints
the picture of the illusory leader who, using wit and superior
strength, resolves every crisis and rides into the sunset at the end of
every episode. In fact, all three are flawed characters, but each
informs our view of leadership, and ultimately of ourselves. King
Pyrrhus, from whose name arises the term Pyrrhic victory, commit-
ted so many resources to a successful battle that he jeopardized his
kingdom. “One more such victory,” he sadly remarked, “and we are
undone.” [carus, of course, flew higher and higher on his magical
wings until, caught up in his hubris and sense of invincibility, he
soared too close to the sun and, wings melted, plummeted to earth.
Ulysses’ journey continued for two decades, while he resisted the
call of Sirens, navigated treacherous waters, and endured endless
betrayals and disappointment at every turn. We remember him not
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merely for success but for endurance on the journey and resilience
in the face of repeated disappointments. He completed his journey
weary and wounded, but confident that the goal he set twenty years
earlier was always before him.

The women and men who lead schools, educational systems,
and national policy can be easily tempted by the impetuousness of
Pyrrhus or the vanity of Icarus. Let us hope that most of them are
guided by the dogged determination of Ulysses and given a journey
that is neither easy nor universally satisfying, but a journey in
which the leader never forgets the primary purpose of the journey.
Let us further hope that the guide for these leaders on the journey
is not the siren call of conventional wisdom, but the beacon of
their enduring values.



Appendix A
Leadership Tools, Checklists,

and Forms

A note about reproducible forms: purchasers of this book are
granted the authority to copy and use the forms in this
Appendix for educational use within their school or district.
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s authority for reproduction is limited by the following

stipulations:
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Al
A3
A4
A5

A.6
AT

All forms must be reproduced in full, including the copy-
right notice and the stipulation that reproduction is lim-
ited for educational and noncommercial use.

Reproduction is explicitly not authorized for commercial
use, including resale of these forms or packaging of these
forms into professional development handouts that are
sold or marketed by any other entity, whether commer-
cial, nonprofit, or educational.

Forms in This Appendix

Student Achievement Form

Educational Practice Form

Leadership Practice Form

Curriculum Practice Form

Data Analysis: Ordered Pairs Linking Professional Prac-
tice to Student Achievement

Worksheet: Leadership and Learning Matrix Data
Personal Leadership and Learning Matrix
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A8
A9
A.10
A.ll

A.l2

A.13
A.14
A5
A.16
A.17
A.18

Professional Practice Inventory

Leadership Practice Inventory

Curriculum Practice Inventory

Factors Influencing Student Achievement, Not Con-
trollable by Leader

Factors Influencing Student Achievement, Subject to
Influence by Leader

Parent Communication Checklist

Faculty Communication Checklist

Community Communication Checklist

Classroom Checklist for Standards Implementation
School Checklist for Standards Implementation
District Checklist for Standards Implementation
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Achievement indicator:
Data source:

Date of administration:

A.1. Student Achievement Form

Class

Indicator

Result

(Percentage Proficient
or Higher)

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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A.2. Educational Practice Form

Practice:

Data source:

Date:
Measurement
(Frequency,
Class Indicator Percentage, Etc.)

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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A.3. Leadership Practice Form

Leadership practice:
Data source:
Date:
Measurement
(Frequency,
Class Indicator Percentage, Etc.)

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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A.4. Curriculum Practice Form

Practice:

Data source:

Date:
Measurement
(Frequency,
Class Indicator Percentage, Etc.)

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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A.7. Personal Leadership and Learning Matrix

100
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Relationship between strategies and results (R%)
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O

O

O

OO0O0OO00O0OO00oOoag

A.8. Professional Practice Inventory

Frequency of writing assessment
Frequency of collaborative scoring

Percentage of agreement on scoring of anonymous stu-
dent work

Time required to reach 80 percent consensus in
scoring

Percentage of lessons integrating technology

Percentage of non—language-arts lessons involving stu-
dent writing with editing and rewriting

Frequency of feedback to students that resulted in
direct action by students based on that feedback
Frequency of updates in student writing portfolio
Frequency of updates in student reading assessment
(Running Record or similar folder)

Percentage of student portfolios in
(name of academic subject) receiving comparable
evaluations by colleague or administrator

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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A.9. Leadership Practice Inventory

O Percentage of faculty meeting discussion and action
items relating to student achievement

O Percentage of professional development activities
directly related to classroom practice supporting stu-
dent achievement

O Percentage of parents who agree or strongly agree with
the statement, “I feel welcome to visit my child’s class-
room at any time.”

O Frequency of recognition of teacher best practices

O Percentage of A-level tasks on daily prioritized task list
directly related to improved student achievement

O Percentage of faculty members with student achieve-
ment practices in assessment, curriculum, and instruc-
tion at the “distinguished” level according to a
collaboratively scored rubric of professional practices

O Percentage of available time by certified staff members
devoted to student contact

O Percentage of students with identified academic defi-
ciency who are rescheduled for additional assistance
within thirty days of the identified need

O

Percentage of leader-initiated parent contacts related
to academic achievement

OO0oOoo0Oo0oao
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A.10. Curriculum Practice Inventory

Percentage of students who are one or more grade levels
below current grade in reading who receive targeted
assistance

Percentage of classrooms that allow multiple opportu-
nities for student success

Percentage of failing finals that were subject to resub-
mission and potential success

Percentage of students participating in advanced
classes

Percentage of students participating in “preadvanced”
classes

Percentage of leader visits in which the actual activity
corresponds to the planned activity

Percentage of physical education classes incorporating
academic content and assessment in writing, reading,
mathematics, or science

Percentage of music classes incorporating academic
content and assessment in writing, reading, mathe-
matics, or social studies

Percentage of art classes incorporating academic con-
tent and assessment in writing, reading, mathematics,
science, or social studies

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
chaser of The Daily Disciplines of Leadership for educational and noncommercial use.
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A.13. Parent Communication Checklist

Multiple channels of parent communication are available:

O
O

OO0O00O0OO0OO0O0O0O0O0O0OoaOn

|

Face-to-face meetings at school

Personal meetings at nonschool locations, including

Incoming phone calls with personal response
Incoming phone calls with voice mail
School-initiated calls by teachers
School-initiated calls by administrators
School-initiated calls by other student advocates
Internet-based communication

E-mail initiated by parents

E-mail initiated by school

Other channels of communication:

Student achievement results are communicated to
parents with more information than letter grades.

Student achievement results for students in danger of
failure are communicated at least every week to
parents.

Student achievement results for students previously in
danger of failure who are now demonstrating excep-
tional progress are communicated at least every week
to parents.

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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O Teachers identify a watch list of students in danger of
failure; a team approach, including parents, is used to
monitor and improve student performance.

O Parents have multiple ways of becoming engaged in
school support activities.

O More than 90 percent of students have a caring adult
who is regularly involved in school support activities.

O Parents have the opportunity to participate in scoring
student work using standards and scoring guides.

O Parent scoring of student work is comparable to
teacher scoring of student work.

O

Test information is sent to parents in a timely and
understandable form.

OO0OO0O0OO0OO0O0000
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A.14. Faculty Communication Checklist

O The primary method for faculty announcements is a
written or e-mailed list, not a verbal announcement in
a meeting or during classroom time.

O The focus of faculty communication in faculty meet-
ings, grade-level meetings, and departmental meetings
is achievement of a professional consensus on the
meaning of proficient in student work.

O The degree of faculty consensus on student proficiency
is regularly monitored and posted.

O If the level of faculty consensus is below 80 percent,
special leadership attention is devoted to improving
scoring guides, reducing ambiguity, and increasing
clarity until the 80 percent consensus level is restored.

O Schedules are set in such a way that, even for final
examinations, faculty members have time to collabo-
ratively score student work, communicate with stu-
dents, and allow students to respect faculty feedback as
well as improve the quality of their own work.

O Faculty members are clearly and specifically autho-
rized to change schedules and lesson plans to assist
students in meeting the requirements of academic
content standards.

O Faculty members are clearly and specifically authorized
to reduce curriculum content to focus on the most
important “power standards” and essential skills.

O Faculty members regularly share best practices, docu-
menting specific successful practices. Aside from col-
laborative evaluation of real student work, this
documentation and sharing of best practices is the

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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dominant feature of faculty meetings and professional
development sessions.

O Faculty members personally lead professional develop-
ment sessions for this building and for other buildings.

O Faculty members routinely collaborate with staff from
other buildings, including grade levels above and
below their current grade level.

O The results of schoolwide and districtwide common
end-of-course and end-of-grade level assessments are
published, discussed, and used to inform future
practice.

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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A.15. Community Communication Checklist

O The community receives a comprehensive account-
ability report, including student achievement indica-
tors as well as the “antecedents of excellence”
involving teaching,
leadership, and curriculum variables.

O Community communications include monthly suc-
cess stories from schools featuring specific teachers
and students.

O Community communications include multiple
channels:

Speaker’s bureau of teachers, administrators, students,
and parents

News releases

Publications created by students
Publications created by teachers and leaders
Television or radio broadcasts

Internet-based communications (Website and e-mail)

O Community members who have young children due to
enter a local school in the future are invited to parent
activities.

O Community members with children in home school
and private school are invited to parent activities.

O Political leaders, business leaders, and community
leaders are regularly invited for two-way exchange
with faculty members, leaders, students, and parents.

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the pur-
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O Student academic success is showcased in the school’s
most prominent display areas (trophy cases, hallways,
and so on).

O The school recognizes student academic success with
the same intensity with which the community recog-
nizes athletic success.

OoO0oOooOooao
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A.16. Classroom Checklist for Standards Implementation

O Standards are highly visible in the classroom. This need
not imply every standard related to that grade level or sub-
ject, but it certainly must include the standards that are
being addressed in the class during the current week. Stu-
dents have a right to understand the expectations they are
to meet, and teachers have a right to understand the para-
meters within which their instruction takes place. This
serves not only to focus students and teachers but also as an
antidote to administrators and policy makers who are some-
times tempted to suggest extras for the classroom. To put a
fine point on it, school leaders must think twice before tak-
ing a good idea (such as character education) and trans-
forming it into an additional curriculum in the school day.
Teachers can reasonably ask, “Which standard on this wall
shall I take down in order to make room for the new
requirements?” The same is true for myriad curriculum
requirements that, by themselves, seemed innocent but
taken together form a mountain of time requirements for
classroom instruction that inevitably compete with acade-
mic content standards. Examples commonly heard are the
obvious ones of character education and drug, alcohol, and
tobacco education, but also newly established mandatory
curricula: sensitivity training, bully-proofing, diversity train-
ing, free enterprise education, sexual orientation tolerance
training. There are a host of other items requiring curricu-
lum documents, assemblies, and even assessments. When
these ideas are implemented as part of a curriculum in crit-
ical thinking, social studies, or health education, that is one
thing. If they have the practical impact of reducing the
amount of reading and writing in a classroom and overall
reducing the focus on achievement of academic standards,

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the purchaser of
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then leaders must confront the divergence between their
principles (which are based on the value of fairness and the
practice of standards-based education) and the reality of a
fragmented day in which some students succeed, some fail,
and teachers frantically bounce from one curriculum area to
another like a pinball in a poorly leveled machine.

O The standards are expressed in student-accessible lan-
guage. A few states, such as Illinois, have taken the time
to express some of their standards in language that makes
sense to students—and, for that matter, to parents not
immersed in the jargon of standards. The work of most
states, however, can be charitably described as the result of
the effort of a very earnest committee. Membership in this
committee typically excludes fourth graders, and as a result
the wording of the standard not only eludes our students
but also strikes their parents as obscure. The remedy for
this problem is not to complain about standards, but to
add value to the standards by restating them in language
that is clear and accessible to all students. There is ample
precedent for this. Teachers do not put the state criminal
statutes on a poster at the front of the room, nor do they
display the local board of education disciplinary code.
Instead, they display the class rules, using language that
students, parents, and teachers alike can understand. This
should be the model for expressing standards and expecta-
tions for student academic proficiency.

O Examples of proficient and exemplary student work are
displayed throughout the classroom. In some schools, this
is called the “wall of fame,” on which the work of present
and former students is displayed. Some schools even use the
trophy case for this purpose, making it clear to parents and
visitors that student achievement is valued and that stu-

Copyright © 2002 by John Wiley & Sons, Inc. Copying is authorized for the purchaser of
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dents in this school have already demonstrated success is
possible. Some of these displays do not include student
names; the purpose is not to elevate one student over
another but rather to give a model to all students of what
successful writing, mathematics, science, or social studies
work looks like. Success in these schools is never a mystery.
Displaying student work clearly links the standards to real
student work. These displays have the added advantage of
allowing school leaders to check that each classroom has
the same level of quality expectation, and that expectations
for student proficiency are always linked to the standard
rather than to idiosyncratic judgment about a student.

O For every assignment, the teacher publishes in advance
the explicit expectations for proficient student work.
Although a full scoring guide may not always be necessary,
it is absolutely essential that students enter every academic
activity knowing in advance what success means. They
need not guess, nor must they merely attempt to beat other
students. They know precisely what is expected, whether
through a rubric, checklist, or other document that clearly
establishes the rules of the assignment.

O Student evaluation is always done according to the stan-
dards and scoring guide, and never on the curve. When I
ask students, “How did you get that grade?’ I frequently
hear the honest reply, “I don’t know.” In a standards-based
classroom, this is never the case. The rationale for grading
is not the mysterious judgment of the teacher, but a reflec-
tion of a scoring guide that is based upon a clear set of stan-

dards.

O The teacher can explain to any parent or other stake-
holder the specific expectations of students for the year.
Parents must be able to ask, “What does my child need to
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know and be able to do in order to be successful this year?”
They should receive an answer that is consistent and coher-
ent. Although the initial impulse to reply “Work hard and
follow directions” may be tempting, parents and students
deserve more detail. In any activity outside of school, par-
ents would expect a clear definition of success, and they
deserve the same within the school. Leaders can profitably
devote the first few faculty meetings of the year to role play
in which the leader assumes the role of a parent and asks
this question. Teachers and leaders can collaborate in craft-
ing the best response to the query regarding what students
must know and be able to do to succeed. The time to answer
that question is at the beginning of the year, not when a
controversy arises about a grade or curriculum decision.

O The teacher has the flexibility to vary the length and
quantity of curriculum content daily to ensure that stu-
dents receive more time on the most essential subjects.
This criterion is counterintuitive to many teachers and
leaders, particularly if they have assumed that implement-
ing academic standards implies standardizing teaching prac-
tice. In fact, an integral part of successful standards
implementation is greater flexibility for teachers. Because
student needs vary from one classroom to the next, the
greatest need is flexibility in timing and emphasis, provided
that this does not lead to flexibility in expectations. There-
fore, administrators should devote more attention to class-
room assessment and teacher expectations, not to whether
each teacher is delivering the same lesson at the same time
on the same day.

O Students can spontaneously explain what proficiency
means for any assignment. Larry Lezotte asks the question
well when he inquires, “What are you learning about today,
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and how do you know if you are learning it?” If students are
unsure or hesitant, it may be time to allow them to play a
greater role in restating standards and creating scoring
guides. My experience suggests that if students have the
opportunity to create expectations, the requirements are
clearer and more rigorous than if the job of articulating
requirements is left exclusively in the hands of adults.

O Commonly used standards, such as those for written
expression, are reinforced in every subject. In other
words, spelling, capitalization, and grammar always count.
When teaching mathematics, whether to elementary stu-
dents or graduate students, I begin the semester by explain-
ing: “Mathematics is about describing the universe using
numbers, symbols, and words. We will use all three this
semester, and all three are important enough that we will
express them correctly.” Symbols, including inequalities,
exponential notation, periods, and commas, are important.
Words and letters, whether in an algebraic equation or an
English sentence, are important. The same emphasis on
clarity of expression applies to science, social studies, phys-
ical education, and music. There is, in other words, no class
in any school in which English expression is unimportant
or in which thinking, reasoning, and communicating are
extraneous.

O The teacher has created at least one standards-based per-
formance assessment in the past month. Training teachers
in standards and standards-based assessment is not enough.
The real question is whether the training is being used in
the classroom. With respect to the issue of determining
whether standards are really in use, the question is not
whether the teacher likes standards or had a good attitude
about the last training session. The only relevant question
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is whether an assessment the teacher creates and uses in the
classroom is related to state academic standards.

O The teacher exchanges student work with a colleague
for review and collaborative evaluation at least once
every two weeks. Collaboration is the hallmark of effec-
tive implementation of standards. In fact, standards have
never been implemented by virtue of a colorful wall chart
from the state department of education. Standards have
only been implemented successfully when professional
educators and school leaders agree, through intensive and
consistent collaborative effort, on what the word proficient
really means.

O The teacher provides feedback to students and parents
about the quality of student work compared to the stan-
dards, and not compared to that of other students. School
leaders are called on to deal with this criterion when
aggrieved parents notice that their child received the same
score as another child, and the other child had to submit
the assignment several times to be deemed proficient.
“That’s not fair,” the parents assert. “Our child got the prob-
lem right the first time, and that child only got the problem
right after working hard, respecting teacher feedback, meet-
ing the standard, and resubmitting the work. That just can’t
be fair!” Leaders must support teachers in two clear rejoin-
ders to this complaint. First, in a standards-based school,
teachers never compare the work of one student to that of
another student. “I'll devote an entire hour to comparing
your child’s work to a standard,” the teacher might say, “but
[ will not spend a single moment comparing your child’s
work to that of another child. That sort of discussion is out
of bounds, and [ won’t do it.” Second, the teacher might
note that, “I am quite familiar with the academic standards
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of this state, and not a single one of them requires that our
students complete proficiency quickly. In fact, not a single
standard refers to speed, but all of them refer to the quality
of work. Therefore, I evaluate student work on the basis of
the standards and the quality of work, never in comparison
of one student to another.”

O The teacher helps to build community consensus in the
classroom and with other stakeholders for standards and
high expectations of all students. National polling data
make clear that the teacher is a trusted purveyor of infor-
mation, particularly about educational policy. Voters trust
teachers more than they trust board members, state policy
makers, or school administrators. Therefore, teachers bear
particular responsibility for carrying the message of the fair-
ness and effectiveness of academic standards. Effective lead-
ers give teachers the tools, time, and opportunity to practice
effective communication with the community at large.
Role-playing dialogue with skeptical community stake-
holders is an excellent practice for a faculty meeting or pro-
fessional development seminar.

O The teacher uses a variety of assessment techniques,
including extended written response, in all disciplines.
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A.17. School Checklist for Standards Implementation

O Faculty meetings are routinely devoted to collaborative
examination of real student work compared to academic
standards.

O There are schoolwide assessments administered to every
student in the same class (secondary) or grade (elemen-
tary) at periodic intervals.

O Professional development is based on an analysis of
teacher familiarity with and application of essential skills
in standards-based instruction (see checklist A-22).

O Student performance in key standards is posted monthly
or quarterly, with the “percentage proficient or higher”
tracked during the year.

O Eighty percent or more of the faculty agree on the stan-
dards-based scoring of an anonymous piece of student
work.

O The principal personally participates in evaluating student
work at least once a week.

O Students who do not meet academic standards receive
immediate and decisive intervention, including manda-
tory tutoring and schedule adjustments.

O A review of the agenda and minutes of faculty meetings,
grade-level meetings, and department meetings reveals an
overwhelming focus (90 percent or more of agenda items
and time) on academic achievement and collaborative
scoring of student work.

O Faculty meetings are held jointly with other schools at
least once a quarter to ensure that there are comparable
expectations for student achievement.
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O Teachers evaluate student achievement on the basis of
performance compared to standards and not on the nor-
mal curve, any comparison to other students, or average
performance during the grading period.

O The grading reporting system allows teachers to give a
narrative explanation for student work, including an
alternative explanation for letter grades.

O Analysis of data—including test data, classroom assess-
ments, and professional practices in teaching, curriculum,
and leadership—are regularly reviewed. The building
leader can readily articulate specific changes made since
the previous semester that are directly related to this data
analysis.

O The building leadership regularly identifies best practices,
documenting in detail successful practice in teaching,
curriculum, and leadership, and sharing it with all faculty
members.

O The building leadership conducts a “weed the garden”
exercise at least once a semester and can identify initia-
tives and activities that have been dropped in the past six
months.

O The school analyzes data at the level of classroom and
building to analyze the relationship between teaching,
curriculum, and leadership indicators and student results.
These results are analyzed on the Leadership and Learning
Matrix; the most effective practices are shared with all
faculty members.

O School goals are obvious, regularly measured, and under-
stood by faculty and students. List school goals here and
note evidence of regular measurement:
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A.18. District Checklist for Standards Implementation

O The district curriculum clearly reflects state academic
content standards and adds value to those standards
through prioritization and focus.

O The district has gathered consensus from every building
on the standards for each grade that are essential for the
next level of instruction. The consensus power standards
have been shared throughout the district.

O The district regularly identifies and shares best practices in
standards-based teaching, assessment, and curriculum.

O The district regularly conducts a weed-the-garden exercise
and can identify specific initiatives and activities that
have been dropped in the past six months.

O The district monitors information requests and other
requirements from the central office to classrooms and
buildings and reports to the superintendent monthly the
nature of those information requests and other require-
ments and their relationship to student achievement.

O The district accountability plan includes not only test
scores but also building and classroom-based practices in
teaching, curriculum, and leadership.

O The district regularly identifies the relationship between
effective practice and student results using the Leadership
and Learning Matrix.

O The board has established standards for its own conduct,
including standards regarding communication with
faculty members and information requests from buildings,
classrooms, and central office departments.
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Appendix B
Leadership Discipline in Action:
Linking Your Time with Your Mission
B.1. Time Log

Instructions: Maintain a detailed log of time for two weeks. Use
categories that are appropriate for you. Examples of categories to
enter in the columns: planning, e-mail and voice mail responses,
exercise, professional reading, counseling direct reports, staff
meetings, parent meetings, student contact, community meet-
ings, travel, community service, and family.

Date:

[Enter your categories for each column.]

From To Total time Category
(start time) (end time) (fraction of 1 hour)
Total:

Today’s total hours:

After collecting at least fourteen of these daily records, con-
struct a pie chart that reflects your actual time allocation.
Compare it to your priorities, and evaluate whether changes are

appropriate in how you allocate your most important resource:
your time.
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B.2. Leadership Journal

Keep a journal with the most important questions that force
you to address your key challenges. After you have accumu-
lated entries for several weeks, discuss them with a mentor,
coach, colleague, or other trusted person.

Date:

e What did you learn today?

Whom did you nurture today?

What difficult issue did you confront today?

What is your most important challenge right now?

What did you do today to make progress on your most
important challenge?

Other questions that address your central challenges:
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B.3. Master Task List

Instructions: Use this form to start your time management sys-
tem. Using as many pages as you need, list every task that is
now pending for you. Because you are using a single compre-
hensive system, include all tasks related to family obligations,
professional requirements, community service, and others
from any list that you keep. The start of your journey to effec-
tive time management is the use of a single list for all tasks.

Prioritize each task using these codes:

A = Must be done by you and only you

B = Should be done by you, but will give way to A-

level tasks

C = Request to be done by you, but can be delayed or
delegated to others

Name:

Date:

Page of pages

Task

Priority (A, B, C)

Date Originated
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B.4. Daily Prioritized Task List

Note: Create a new prioritized task list every day. Through-
out the day, add to it any new requests for your time. If you
have more than six A priorities for today, then you must
either defer some of the A-level tasks or change some to B-
level priority.

Name:

Date:

Page of pages

Task Priority (A, B, C) Date Originated
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Instructions: Projects must be broken down into manageable
tasks. Any task that takes more than the time allowed for a
single uninterrupted work session must be broken down into
several tasks. In general, if a task takes more than three hours

B.5. Project Task List

to complete, it is not a task but a project.

Project name:

Start date:

Task

Person Responsible

Start Date

Deadline
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Appendix C
The Daily Disciplines
of Leadership Worksheet

1. Define objectives on the basis of the mission.
2. Create standards of action; what must the organization do?

3. Develop an assessment tool. How will you know if you are
successful? How will you know if you are exemplary? How
will you know if you have not yet achieved success?

4. Implement an accountability system. Measure both organiza-
tional results and the specific actions (of individuals and of
the organization) that are intended to produce those results.

5. Provide continuous feedback. Analyze the relationship (or
lack of relationship) between action and results, and refocus
organizational energy and resources on the strategies that are
most closely related to desired results.

Date:

Write down the objectives you are working on today:
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If you are to achieve those objectives, what must the organization
do? These are objective standards of action. In answer to the
question, “Did you meet the standard of action?” you can receive a
yes or no response.

Standards of action:

Assessment:  Describe each level of performance.
Exemplary:
Proficient:
Approaching proficiency:

Not meeting standard:

Accountability: What are the “dashboard” indicators you can track
every day that are most important in achieving
your objectives and mission?

Indicators:

Feedback: How will the information you gather change your
decisions?

Werite one example of how you used feedback to change your
allocation of resources or time, or otherwise improved your decision
making:
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Appendix D
Leadership Focus Worksheet:
The Obstacles Between

Knowing and Doing

We Know | We Must Do: Obstacles Between How I Will Deal with

Knowing and Doing | the Obstacle (Change

the obstacle, go around
it, or remove it)
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Appendix E
Stakeholder Participation Matrix

Directions: In the left-hand column, list all the stakeholder groups
that you can think of for your community. They might include stu-
dents, parents, the taxpayers association, teachers union, administra-
tors’ association, and other stakeholders relevant to your community.
Across the column headings, list the major influence groups that reg-
ularly bring matters to the board. They might include the account-
ability task force, the strategic planning committee, the community
relations committee, and other groups that interface with the board
and community. Write the number of stakeholder groups represented
for each column. If there is no representation, leave that box blank.
Use this tool to identify which groups are most and least represented
in communication with the board.

Stakeholders
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Appendix F
Leadership Standards Development

Instructions: Use this form to create standards and identify perfor-
mance evidence for each leadership criterion. Your organization
will probably have several leadership criteria, such as integrity,
supervision, planning, and communication, to name a few. For each
criterion, use a separate form. In the left-hand column, identify the
standards that describe in specific detail your expectations for
the leader. In the right-hand column, write the evidence that you
will collect for each standard.

Leadership criterion:

Standards Evidence
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Anderson, G., 35

“Andrea del Sarto,” 120

Antecedents of excellence, 14-16;
examples of, 15; understanding, in
Leadership and Learning Matrix,
49-67, 157; values and, 19. See also
Cause variables; Causes
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Arkansas Department of Education, 130

Assessment tool: continuum of
proficiency in, 122-123; development
of, as daily discipline of leadership,
122-124
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causation versus correlation
and, 64-66; defining, 61-62; relating
cause variables to, 62-67, 125-126,
136-138, 156-157

Effectiveness: of comprehensive
school reform models, 111-112;
cumulative effect of unfocused
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providing effective feedback for
students, 73-74

Initiative fatigue, 81-98; consequences of,
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171-172. See also Leadership
development

Pyramid, inverting the, 165-166
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Sack, J., 111

Safe environment, for dealing with
emotional resistance, 39—40

Sage of Omaha, 7-8, 51-52
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28-41; for time allocation, 144; using,
to defeat complacency, 22-28; values
and, 91-96

Standards of action, in leadership
discipline, 121-122

States: federal educational legislation
2002 and, 134; new federalism
and, 135

Statistical association, 64—66

Status quo: difficulty of change and,
24-25; dissatisfaction with, 12.
See also Resistance

Strategem, 102

Strategic action, 102

Strategic leadership, 79-139;
accountability systems and, 124-126,
134-138, 155-157; in action,
115-139, 143-173; case examples of,
128-132; daily disciplines of,
119-128, 143-153; definition of
strategy and, 116; initiative fatigue
and, 81-98; management versus,
87-88; mission and vision statements
and, 99, 106—111; nature of, 87-91;
reflections on, 96-98, 113-114,
138-139; school reform models and,
111-113; strategic planning and,
99-114; time and, 116-119; unitary
leadership and, 88-91; values and,
91-96. See also Leadership,
educational

Strategic planning, 99-114; belief systems
and, 100-101; business perspective
on, 102-103; clarifying, 103—104;
controversy about, 100; definitions
of, 102-104, 113; leadership keys
for, 99; operational definition of,
103-104, 113; participation in,
101-102, 104-105; processes of,
100-101; saving, from strategic plans,
99-106; by senior leadership versus
facilitative planners, 101-102, 104;
traditional model of, 104—106; value
of, 100

Strategy: definitions of, 102-104, 116;
effective, without strategic plans,
104-106

Stratos, 102

Stratus, 102

Stress, 147-148; avoidance of, 32

Stricherz, M., 167

Student achievement: accountability and,
155-156; effective feedback on,
73-74; linking leadership time
management to, 152-153;
measurement of, with Leadership and
Learning Matrix, 61-67; need for
change and, 22-24; passion for,
109-111; standards-based
performance assessment of, versus
bell curve, 22-24; values and, 91-96;
writing time and, 92-96

Student Achievement Form, 183

Students: versus customers, 49, 19;
effective feedback for, 73-74

Submission, 29

Success: assessment of, 122-124;
celebrating incremental, 42—43;
data-friendly environment for, 43-45;
learning from, 55-56; short-term
results versus, 7-9, 50, 51; victim
approach to, 53-54

Success criterion for students, making
clear, 74, 75

Sunsetting, 85-86

Superintendents, 153; chief academic
officer and, 169; chief operating officer
and, 169; national shortage of, 167;
path to becoming, 168; temporary,
acting, 168

Support, for change champions,
41-42,47

Sustainability, 88-91, 96

Synergy, leading-learning-teaching,
170-172

Systemic change: illusion of, 45; “pebble
in a pond” vision of, 45-46

Systemic relationships, impact of change
on, 35

Systems and systems thinking, 164-165

Systemwide indicators, 157

T

Task lists, 122; auditing, 148; daily
prioritized, 147-148, 214; forms for,
213-215; guidelines for maintaining
one’s system of, 149—152; highlighting
today’s, 147-148; linking, to student
achievement, 152—153; master, 145,
213; objectives versus, 120; prioritizing
and dating tasks on, 146; project,



145-146, 215; sorting tasks on, 147;
using, for time management,
145-148

Tasks versus projects, 145-146

Tattered Cover, 4

Teacher, leader as, 29, 160, 170-172

Teachers: collaboration with versus
capitulation to, 75-76;
communication with, 75-76;
communication with, checklist for,
197-198; evaluation of, 170; expertise
of, versus leaders, 76—77; national
shortage of, 159; prospective leaders
among, 159-160, 169, 170

Teaching, leading and, 170-172

Team leadership, 169

Technology function, 163-164

Tenure, evaluation and, 170

Test scores, placing in context, with
comprehensive accountability
systems, 135-138, 155-157

Theory X and theory Y, 33

Thinking versus feeling, 110-111

“This too shall pass” attitude, 86-87

Thompson, T, 45, 127, 129

Threat and intimidation, 89-91

Thucydides, 115

Tichy, N. M., 29

Time: belief in insufficient, 36-38, 92-96;
leadership, 116-119, 143-153;
objectives setting and, 120-121; for
writing, 36-38, 92-96

Time allocation analysis, 116-119

Time Log, 119, 211

Time management: essentials of,
144-148; example of system of,
151-152; forms for, 211-215;
guidelines for maintaining one’s
system of, 149—152; importance of
focus and, 143-145; linking, to
student achievement, 152—153;
systems for, 144, 145, 149, 151-152;
task lists and, 145-148, 213-215

Time management assessment tool,
122-123

To-do list, 120; objectives versus, 120.
See also Task lists

Top-down approach, 32, 33

Topeka Board of Education, Brown v.,
87, 89

Tragedies, 176177
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Training programs, leadership, 160,
161-165, 170. See also Leadership
development

Tyrants, 51

U

Ulrich, D., 33, 103

Ulysses, 179-180

Uncertainty, 24-25

Unitary leaders, 88-91

U.S. Congress, 133-134

U.S. Supreme Court, 87

University, educational leadership,
161-165

Useem, M., 33-34

A%

Vacuum, leadership, 76-78

Values and principles: commitment to,
18-19; consensus and popularity-
seeking versus, 33-34; enduring,
175-180; evidentiary support for,
92-96; examples of, 178-179; finding
one’s enduring, 176-179; human
equation and, 27-28; imperative of,
91; leadership with, 91-96; passion
for, 109-111; policies and procedures
and, 91-96, 175-176; shaping of,
177-1178; standards and, 91-96;
strategic planning and, 100-101,
104-106

Van Der Bogert, R., 29

Viadero, D., 111

Vicere, A. A, 10

Victim continuum, 53-54, 60, 61

Video Jowrnal of Education, 137

Vision and vision statements, 99,
106-111; articulation of, 90, 106-111;
assessment tools and, 122, 124; from
divergence to convergence in,
107-108; out-of-control, 106-107;
strategic leadership and, 89-91;
strategic planning and, 104—106;
values and, 91-96

Voice mail, frequency of answering, 150

w

Waterman, R. H., Jr., 130
Watkins, M., 28
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Waukesha, Wisconsin school district, testing belief of insufficient, 36, 37,
130-131 92-96
Wayne Township Metropolitan School Writing performance assessment
Corporation, Indianapolis, 129, 166 frequency: Leadership and Learning
Weed pulling, 84-86 Matrix applied to, 59-60; leadership
Wheatley, M. J., 9, 143 self-assessment for, 56—-61; measure-
Wright, C., 130 ment of, 93-94
Writing assessment and improvement,
132; behavior change and, 7
72-73; impact of, on student Zenger, ]., 33, 103

achievement, 92-96; time for,





