








The concentration of neutral discourse is in “Professional Development” and “Instructional

Practices & Support” appear to be around the constructs of data and assessment.

Words and Phrases

The final analysis of the TELL survey centers on the presence of words and phrases that

help reinforce a deficit or appreciative Discourse The highlighted key words and phrases in the

Table 6.8 created for this chapter further illustrate the tension Discourses in the survey.

Table 6.8 - Words & Phrases from TELL Survey Reflecting Deficit or Appreciative Discourse

Composite Factor

Word/Phrase — Deficit

Word/Phrase - Appreciative

Managing Student
Conduct

-enforce rules

Factor 1 — -minimal interruptions. - sufficient
Time -minimize
-protected
-interfere
Factor 2 — None -sufficient
Facilities & Resources -reliable
-clean and well maintained
-adequate
-productively
-supports
Factor 3 — None -influential decision makers
Community Support & -clear, two-way communication
Involvement -good job encouraging
-useful information
-know
-support
-success
Factor 4 — -follow rules -understand expectations

-clearly understood
-environment that is safe

Factor 5 —
Teacher Leadership

None

-recognized as experts
-trusted

-make sound decisions
-encouraged

-effective leaders
-appropriate level of influence

Factor 6 —
School Leadership

None

-shared vision

-atmosphere of trust
-mutual respect

-consistent support

-high professional standards
-improve student learning
-assessed objectively
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Table 6.8 (Continued)

-consistent
-effective leadership
-recognized for
accomplishments

-fair

-visible
Factor 7 — -meet the needs -sufficient resources
Professional -appropriate amount of time
Development -deepens knowledge

-encouraged to reflect
-works to refine
-enhance ability

Factor 8 — -almost every student -translates to improvement
Instructional Practices | -potential to do well -encourage to try new things
& Support -maximize likelihood of success
-make a difference
-collaborate

-consistency

Deficit Discourse

There is a concentration of deficit Discourse among words and phrases in three of the
eight Main Parts. The factor of “Time” focused on stems asking teachers to agree on time as
being a commodity that is interrupted and in need of protection. The factor of “Managing
Student Conduct” focused on the deficit concept of “enforcement.” Finally, the factor of
“Instructional Practices & Support” asks teachers whether or not they agree that almost every
student as the potential to do well. That is the embodiment of deficit thinking.
Appreciative Discourse

Most of key the words and phrases among the TELL survey stems reflect an Appreciative
Discourse. The goal appears to be asking faculty to rate a level of agreement on mostly positive
attributes of a school. There is an emphasis on support, clarity, and sufficiency across the stems.
Several highly appreciative stems are included in the survey. One, teachers are asked to agree

whether or not they are recognized for their accomplishments and as experts. Two, teachers are
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also asked to agree if they are encouraged to try new things. Finally, the survey appears to be
driven toward teacher success rather than pointing out the faults in any particular stakeholder.
TELL verses ASQI

The primary teacher perception tool used by HCPS changed during the course of this
study therefore it is significant to mention the change as well as gage any impact on the study.
The TELL survey examined for this study was used during for the 2017-2018 school year and
was a partnership between HCPS and The Dana Center. HCPS used the Action for School
Quality Initiative (ASQi) survey for 2018-2019 in a new partnership with the Center for Optimal
Learning Environments. | used the TELL survey for 2017-2018 because it most aligned to my
experience and practice as a principal. The format of asking for a level of agreement to certain
stems remained the same. The eight “factor” categories all remained the same. For “Time”, all
seven stems were the same. For “Facilities and Resources”, all nine stems were the same. For
“Community Support and Involvement”, the eight stems stayed virtually the same. In two stems,
“parent/guardian” changed to “stakeholders.” Under “Managing Student Conduct”, the TELL
language of “enforcing rules” by school administrators was changed to “supporting rules” for
ASQi. Under “Teacher Leadership”, the TELL stem, “teachers have an appropriate level of
influence on decision making in this school,” was replaced on ASQi with the stem “Teachers
support one another.” The factor for “School Leadership” remained the same on both surveys.
The factor of “Professional Development” on the TELL was changed to “Professional Learning
Opportunities” on ASQi, however, the stems remained the same. Finally, several changes were
made on the ASQi to “Instructional Practices and Support”. One, the stem now asks if teachers
believe “every student has the potential to do well on assignments”. Two, more context is given

to the statement about state and local assessments. Finally, the ASQi inserts a questions about

94



professional learning communities. The changes to the survey from TELL to ASQi does not
reflect a major shift in the focus or discourse. The most significant change as it pertains to my
practice is the softening of connotation for “Managing Student Conduct” with the shift from
“enforcing” to “supporting.” Therefore, the analysis embedded in this study pertains to current
practice in HCPS around teacher perception surveys.
Key Findings

The first research question at the heart of this study is “in what ways are deficit
based and asset-based Discourses present in the following key local school district policy
documents?” My discourse analysis of the HCPS Tell Faculty Perception Survey yielded several
key findings as evidence that answer the first research question.

One, the majority of the questions stems, to include key words and phrases, reflect an
appreciative Discourse. While asking someone to “strongly disagree” with a statement is not
appreciative, the stems by which teachers are asked to agree or disagree are largely appreciative.

Second, the brief discourse comparison between the Tell and ASQi surveys does reflect
what appears to be an attempt to make the survey even more appreciative. The Tell question
stems around “Managing Student Conduct” asking for reflection around “enforcing rules” was
changed to discourse around “supporting rules” on the ASQI. This reflects evidence that HCPS is
looking for more Appreciative discourse in practice of the district with some intentionality.

Finally, as it relates to the research question around ways deficit based and asset-based
Discourses present in the following key local school district policy document, there does appear
to be a focus on problem solving and meeting needs in the stems that do reflect deficit Discourse.
This becomes problematic on a survey asking someone to “agree” to a stem that reflects behavior

that research says is harmful.
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Key Reflections

Several key reflections, as evidenced in my research journal, prevailed during the
discourse analysis of the TELL Survey. In the case of my analysis of the survey, two reflections
dominated thinking. One, while the preponderance of text evidence on the survey stems reflects
appreciative Discourse, the approach used by HCPS is reflecting on a school’s data is highly
deficit laden. Data is reported is percentages of agreement as well as colors. For Tell, data points
highlighted in “green” reflect a school whose level agreement exceeds the district average. As
your percentage of agreement went down, the color becomes yellow and then eventually red.
ASQi did the same thing but just changed the colors from blue (good) to orange (bad). Protocols
used in the past by the district to help schools plan with the Tell data focused on the red.
Everyone looks for red (now orange) when the results are released. Appreciative practice would
call staff to look at the greenest of green and why followed by a discussion about how to
leverage that information to make more green. I have tried this with my teams in the past. The
tension to focus on the “red” while ignoring the “green” is real. My journal reflection detailed
the pressure from inside the school from teachers and outside the school from district leaders to
focus on the red over celebrating the green. Seeing how the survey is actually more
appreciatively constructed than | hypothesized, even seeing evidence of moving to a more
appreciative focus on the ASQi, made me appreciate the disconnect with how the data is being
used even greater. How can we leverage the positive questions stems of the survey into more an
appreciative reflection in driving plans and practice?

The second major reflections centers on the positive questions stems themselves. Why
are they almost exclusively written in the positive? This is very cathartic to me as a principal. It

does protect me from having to think through a more deficit path of wading through percentage
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of agreement to a deficit stem. For example, | would prefer to not to analyze percentage of
agreement to a stem worded “the principal is incompetent” or “the principal is a selfish leader.”
These stems do represent a way for the district to manage the “voice” of those completing the
survey, the teacher. | view this management as a way to make a relatively appreciative process

from becoming formidably deficit in nature.
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CHAPTER SEVEN
DISCUSSION OF FINDINGS

Introduction

In the previous three chapters, | presented findings of a discourse analysis of deficit
verses asset-based/appreciative discourses in three documents: the State of Florida School
Improvement template, the Hillsborough County Public Schools principal evaluation rubric, and
the Hillsborough County Public schools TELL teacher perception survey. All three documents
play significant roles in shaping both principal practice and perception of what constitutes
effective principal practice in HCPS. The School Improvement Plan is required of my school by
the state of Florida due to our DA status. Grant budget approval is based on alignment to the SIP.
My supervisor uses the principal evaluation rubric to give context to annual coaching provided to
principals and to determine annual performance ratings. This affects whether principals earn
performance pay the upcoming year. Finally, the perception of teachers through the Tell Survey,
informs evaluation ratings. Survey results are reported to the media. Research explored in this
study suggests there are multiple harmful effects that deficit Discourse has on schools. In
contrast, other literature highlights the emerging benefits of Appreciative thinking in schools.

This chapter synthesizes the findings of the discourse analysis used on the three
documents. One, the documents feed a narrative around the “leader” as a “problem-solver” who
meets a “need.” Two, Discourse around the documents reflect contradictions rooted in

reinforcing both deficit and asset-based approaches to leadership. Finally, my experiences as a

98



Tools for Growth? My Experience of Deficit Approaches to the Use of the Documents

Analysis of discourse in all three documents indicated the presence of appreciative of
terms and concepts across all three documents. However, as a principal serving in HCPS, the
application of these documents in my practice has been deficit in nature. | cite a story in the
introduction about not being able to complete the school SIP using the appreciative plan we
created as a team at the school. When reviewing data at the school for the SIP, the plan itself
drives the reflection toward data that reflects practice that is a “problem” or in “need.” For
example, an entire section of the document is devoted to a “needs assessment” where the data
prioritized is where the school performed the “lowest”, showed the greatest “decline”, and
demonstrated the biggest “gap.” Goal setting around the HCPS principal rubric is virtually
always around areas rated low the previous year. For example, my principal supervisors have
often coached me to focus goals around data lower than the district or lower than the prior year.
There is rarely leveraging of strengths to set goals. The strongest example of this is the TELL
Survey. From my experience, the immediate attention from the district, principal supervisors,
principals, and teachers are the areas rated the lowest on agreement by teachers.

In chapter 8, | will address recommendations for change at the state and local school
district as well as things in my own practice that will leverage my freedom to control school
level protocols in order to make daily practice more Appreciative. Being intentional with how |
as a principal use the tools mandated me as a school principal using Appreciative principles is
critical to connecting emerging research around Al and AOE in schools with every day principal
practice in HCPS and beyond as well as impacting the practice of colleague principals. Principals
in HCPS like to share best practices. | must be prepared to share best practices that reflect the

core principles of Al and AOE.
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Summary
Two research questions serve as the foundation of inquiry for this study. The first
research question is as follows; in what ways are deficit based and asset-based discourses present

in the following key local school district policy documents?

e School improvement templates?
e Principal evaluation rubrics?

e Teacher perception surveys?

A synthesis of the discourse analysis of the three documents resulted in three major synthesized
findings. One, the narrative of the school leader as a “problem-solver” or one that “meets needs”
reflects prominently in all three documents. Two, there are contradictions in each document
which call leaders to apply both deficit and asset-based discourse and thinking at the same time.
Finally, my experience as a principal in HCPS reflects how data collected by these documents
results in goal setting and planning from a deficit perspective. In addition, there is an omission of
explicit and clear planning and structures around key appreciative principles within each
document. Positive psychology and/or appreciative principles are present in the documents but

not intentionally constructed to translate into appreciative practice.

So what does this mean for the future? The second research questions for this study
states, “in what ways might deficit and asset based discourses in the selected policy documents
inform school leadership practices?” Chapter 8 was devoted to answering this question as well as
questions that surfaced during my discourse analysis reflections and translated into

recommendations for the state of Florida, HCPS, and myself as a principal serving in HCPS.
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CHAPTER EIGHT
IMPLICATIONS FOR A STATE, ADISTRICT, AND A PRACTICING PRINCIPAL
Through a discourse analysis, | gained insight into the extent by which deficit discourse

and asset-based/appreciative discourse are used in three key documents in HCPS which
ultimately determine the effectiveness of principal practice. As a principal in HCPS, | bring my
own biases and predetermined ideas about each of the three documents. However, the practice of
conducting a discourse analysis of each text gave me a more data based and nuanced
understanding of the use of discourse in each text. This discourse analysis, in conjunction with
the literature in Chapter 2, has given greater insight as well as urgency into the significance that
exists with the presence of deficit language in each of the key documents that govern my

practice.

Chapter 7 of this study dealt with the answers to research question one around the
presence of deficit and asset-based/appreciative discourse in the documents. Chapter 8 will
address the second research question: in what ways might deficit and asset-based discourses in
the selected policy documents inform experiences of school principals? This covers how the
findings in Chapter 7 have implications for the state of Florida, Hillsborough County Public
Schools, and most significantly, my practice as a principal. It is reflection on my own practice as
it relates to the findings in Chapter 7 that provided unique and emic insight into the influence the
documents have over principals. The main purpose of Chapter 8 is to answer the second research

question of the study, in what ways might deficit and asset-based discourses in the selected
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policy documents inform experiences of school principals? Chapter 8 also considers other
questions that emerged from my reflections on the findings of the discourse analysis conducted

on the selected policy documents:

e What are positives of educating student in underserved communities?
e How might HCPS motivate principals to incorporate Al and AOE principles into their
practice?

e How might turnaround schools leverage strengths to inspire Appreciative discourse?

Chapter 8 will include a macro summary of Appreciative principles in schools, implications for
key players based on the findings of the study, a discussion of macro next steps, and enduring

questions to be answered in future research.

Positives of Educating Students in Underserved Communities

Emerging research points to the generative nature of applying positive psychology to
school leadership. Appreciative Inquiry and Organizing (AOE) is a theoretical approach (Barrett
& Fry, 2008; Burello, Beitz, & Mann, 2015; Cooperrider, Whitney, & Stavros, 2008), that allows
individuals to reject the deficit model and harnesses “students’ cultural strengths” into the
learning environment and design (Azano, 2014, p. 62). Instead of teaching the “decontextualized
stuff” (Theobald, 1997), education might instead attend to context and offer, “place conscious
instruction” (Azano, 2014, p. 62), given the “power of place” (Guajardo, 2015). All of the above
matter as means to provide students with an opportunity to take ownership in their own learning.
In addition to context is the concept of culture in teaching and learning, from “culturally relevant
pedagogy” (Ladson-Billings, 2010), to “culturally responsive teaching” (Gay, 2010), or “funds

of knowledge” (Moll & Gonzalez, 2004). All set the stage for the AOE perspective that seeks to
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identify assets and resources within our marginalized students, families and communities,
providing them hope, instead of the traditional problem-solving, deficit model that assumes our
struggling students are a burden and liability (Guajardo 2008, 2015, 2015b, Wyatt, 2014, Trueba,
1999). Students, teachers, school level principals, principal supervisors, and superintendents
must commit to these core principles in order for the recommendations of this study to become

reality.

What might be said to someone who feels that an appreciative approach to leadership is
simply avoiding talking about real “problems” that need to be “solved?” Leadership philosophies
rooted in Appreciative Inquiry do not advocate for the end of problem-solving but do not want
deficit leadership approaches to become the “default option” with dangers to an organization for
overuse (Barret & Fry, 2005). As | have shared my journey to become a leader driven by the
principles of Al I am often asked if this positive approach is simply “ignoring the negative.” My
response is simple. There are “problems” to be “solved”, however a focus on what is working in
the given context is often never explored. Seligman (2000) notes that thousands of articles over
100 years in the field of Psychology have focused on the negative and very few have explored
the impact of joy. In my practice, | often give feedback to teachers on their teaching practice.
Teachers are ready almost instinctually to begin sharing what they feel went wrong with a lesson.
Often times | agree with their reflection. However, the way to improve their practice is often
found in the positive. For example, a teacher may have great rapport with students yet struggle
to get students to participate in authentic discussion or deep engagement. | often asked teachers
in this instance to reflect on how they can leverage their strong rapport to increase engagement.
If the teacher has strong rapport with students, they should leverage that to hold high

expectations for the students in the class discussion and engagement. We do not ignore a “need”
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for more engagement in class. We simply look for the path to success in the successes of the

teacher’s practice.

| also challenge teachers to question their approach to thinking about students in a more
appreciative manner. My experience has been that school staff can raddle off on demand what a
student can’t do. For example, most settings I have been in as a school leader (PLCs, RTI
sessions) center on a student’s deficits such as a lack of reading on grade level or an
unwillingness to behave in class. It is the positive, strengths based data which is rarely explored.
Do we know what the student likes to read? Do you know what the conditions are in classes
where the student IS behaving? Can those conditions be replicated in other classrooms? My
practice as a leader is growing in this direction. | have committed to measure of success in my
practice as a school principal where the positive data around student performance is discussed

and more importantly leveraged at the same rate as deficit data.

Implication for the State of Florida

The findings in the discourse analysis of the State SIP template aligns to the volumes of
literature which cautions against school leadership rooted in deficit discourse. The discourse
analysis of the state SIP showed only 4 of 30 specific data points requested for the plan were
derived from reflecting and/or quantifying a strength over a deficit. | cited earlier in this study
my most honest attempt in my career at completing the SIP through an appreciative lens resulted
in me giving instruction to my exasperated SAC chair to complete the template even though are
responses would not make sense as the result of reflecting on our prior year using the principles
of Al. The literature points to deficit discourse represented at all levels of school leadership. In
many districts, the Superintendent is the main representative of the district at the state level and

Skrla and Schuerich (2001) cite the pervasive nature of deficit thinking among superintendents.
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There is also evidence of deficit discourse around schools being operationalized in principal
practice (Valencia, 2010). There is a need for all stakeholders in a school to believe, in discourse
and action, that all students can be successful in order for the aims of reform and actions of
school leaders to align (Lenhoff & Ulmer, 2016). Policies which govern schools can help lead

this change.

The State of Florida should revamp their school improvement plan template to include
reflection and analysis for areas of success. Barrett & Frey (2005) speak of the “latent, untapped
capacity” that comes with change rooted in a strengths-based approach connected to sharing
images of a preferred future. If the state does not change their template, then districts and
schools, those closest to the students, must change their formal and informal approaches and

protocols to completing the SIP to include the principles of Al.

Implications for HCPS

The findings in the discourse analysis of the HCPS principal evaluation rubric template
aligns to the volumes of literature which cautions against school leadership rooted in deficit
discourse. Davis, Goodwin, & Micheaux (2015) cited acknowledgements made that principal
standards fail to explicitly reflect the disparities of educational access and opportunity which
lead to deficit thinking in school leadership research circles. Principal engagement in training
and practice around asset/strengths-based leadership is critical because most leaders do not arrive
at these methods naturally (Shuayb 2014, Evans 2012). None of the domains on the HCPS
Principal Evaluation Rubric explicitly evaluates appreciative or asset based leadership. Several
instances exists of conflicting narratives around deficit and asset-based discourse present in the
same domain of the rubric. Principles of positive psychology principles align to improving

education, clinical, and counseling practices, relationships, workplace, and organizational

109



cultures and even communities and societies (Lomas, Hefferon, & lvtzan, 2014). This will not

happen in HCPS absent of intentional efforts from district leaders.

HCPS motivate principals to incorporate Al and AOE principles into their practice

Hillsborough County Public Schools has invested much time, energy, and resources into
the development and evaluation of school principals. | have benefited greatly from this
investment. This investment by HCPS exposed me to the principles of Al and made possible the
first application of it in my practice. The principles of Al that are embedded in the university
training paid for by HCPS through the Educational Specialists degree program needs to be
applied to training for all principals in the district. However, the university-level principal
training paid for by the district is rooted in Al principles. Per my experience, principal leadership
in HCPS will not change in a more appreciative direction until training and evaluations are
aligned to an amended evaluation rubric with a domain dedicated to appreciative principles. Full

devotion and attention from principals will not happen until it counts.

HCPS does a good job of recognizing principal accomplishment. District leaders place an
emphasis on personal well-being and principals caring for themselves and one another. These
practices are in alignment with Al and AOE. The next steps is for HCPS to apply principles of
Al and AOE into processes, protocols, coaching, and evaluations. This includes protocols for
using teacher perception data that include a focus on areas where stakeholders “strongly agree”

over “strongly disagree.”

| see my role in the process of system transformation around appreciative leadership as a
leader who must “stand in the gap” between those who have been exposed to the principles of Al

and AOE and those who have not. Transformational work requires not only knowledge but an
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appeal to stakeholder emotions. One promising mechanism describing the emotional change
associated with transformational school leadership is related to emotional reframing (Berkovich
& Eyal, 2017). This work of leadership in my school and outside my school will require
reframing of the mindset of leadership from asset-based, appreciative in nature from a deficit

mindset. Only those who now think differently can lead the effort. They must “stand in the gap.”

Implications on My Practice

As a result of this study, I have concluded it is irresponsible to wait for state and local
school bureaucracies to adapt a more appreciative culture for leadership. | must exert the
influence I have over a school to lead with a focus on strengths in order to make the ideal a
reality. To use the language of Gee, I must change to “little d”” discourse around appreciative
leadership in the spheres of influence I can control to then leverage those successes and
connections to impact the “Big D” discourse around HCPS and beyond. Loveless (2002) speaks
to the ongoing tension state and local accountability has on schools providing “new
opportunities” for activism as schools strive to have their students succeed. Loveless (2002) goes
on to predict this tension could evolve into a hostile relationship between schools and policy
makers if new approaches to accountability are not explored. To that end, the language of
leadership, both the “little d” and “Big D” of school leadership matters in reshaping the narrative
around tense issues of school accountability between states, local school districts, and schools.
This relates well to any comments we have regarding leadership, because leadership is a
language used subtly in power to persuade. That is, leadership is language and language is how
leadership is exerted (Foster, 2004). | must utilize the power | have locally and use the success as

leverage to impact state and local systems of school leadership.

111



| believe the most compelling part of emic research is the control | have as a practicing
principal to implement the findings and next steps of the work. As it relates to my practice, | do
exert some control as to how each of the three documents are used and manipulate and foster
change on my campus. For example, as a school in the state turnaround system, | am required to
complete a school improvement plan. | must answer the questions provided in the plan. Nothing
says | cannot place greater emphasis with my team on an appreciative approach in the planning
process. In fact, the story | told about my day in the room of a previous SAC chair served as

primary inspiration for this work.

My experiences as a principal in high achieving schools (Walker Middle Magnet) as well
as in an Achievement School (Sligh Middle Magnet) further illustrate the urgency for
appreciative leadership in schools at a rate faster than state and district policy may dictate. The
expectations to perform are greater at Sligh. The monitoring of my practice is greater. The
likelihood of deficit thinking effecting practice is greater at Sligh. | must then be diligent to find
the strengths of the school and leverage them to make the ideal visons of the school a reality. |
must take the time to have stakeholders articulate these visions. For example, | start meetings off
by asking staff to share a story of success. Planning teams focus on what is working, what is the
ideal, and how to we leverage strength in order to make the ideal a reality when creating action
steps. This must be done despite efforts by other governing protocols to focus on the deficits, low
scores compared to other schools, and historical measures for why school like Sligh are

perceived to struggle.

Another example would be how | approach the goal setting process associated with the
HCPS Principal Evaluation rubric. I can intentionally engage my principal supervisor in the work

of Al. I can engage in a process where | look for results on the rubric which were rated high and
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asked the important questions of “why was this rated so high?” and “how can | leverage those

strengths to make other areas just as strong?”’

Finally, I have the most freedom in the application of teacher perception data to my
practice. | have the authority to ask the same two questions of my staff as we review data from

the perception surveys.

e Why was this area rated so high?

e How can I leverage those realities to make other areas just as strong?

As | stated earlier in the study, the results of the perception survey are a color system
where “higher” ratings and colored green while the color eventually become red for “lower”
ratings. As a principal, | am conditioned to focus on the red immediately. | do not think a focus
on the red is bad and may in fact be necessary, however the principles of Al would suggest that
the path to inspirational and lasting change to any areas coded red is found in the success of the
green. Protocols | use with my team based on the perception survey results should start with an
examination of what is working in order to plan the ideal and therefore leveraging strength to

make the ideal a reality.

Turnaround Schools Leveraging Strengths to Inspire Appreciative Discourse

There are examples of taking perceived school deficits and turning them into positives. |
had the pleasure to meet Drs Miguel and Fransisco Guajardo at the University of South Florida
on the first weekend of my journey toward a Doctor of Education. The visit to our classes that
weekend focused on their work at the Llano Grande Center in Texas. In short, these brothers
took a school and community that was defined by “need”, namely in their poverty, immigrant

status, language barriers, and low expectations, and turned them into strengths. The work began
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in the early 1990’s through classroom and extra-curricular activities designed to promote a belief
among students that, despite their circumstances, they too were college material. The plan
evolved into extraordinary numbers of those students not only visiting elite colleges for exposure
but also more importantly leading to admittance to the schools as students. In 1997, the Llano
Grande Center began as a partnership with the local school district where the local heritage,
culture, and values chronicled by students and staff as a shared resource to the greater
community. This evolved into leadership and language emersion programs offered to thousands

right out of the halls of the local school.

The Llano Grande Center story, conjunction with my research, is inspiring the work at
my current site, Sligh Middle Magnet School. Sligh has been a historically low performing
school in an underprivileged, underserved neighborhood in Tampa, Florida. My appointment to
Principal at Sligh in the July of 2018 brought excitement and challenges to my practice. Upon
arriving at Sligh, I began to collaborate with Thaddeus Bullard, aka World Wrestling
Entertainment superstar Titus O’Neil, about a vision for the Sligh community. In his 2019 book,
“There’s No Such Thing as a Bad Kid,” Bullard weaves his personal story of leveraging life
experiences to greater success with having a high level of respect for those who work at Title 1
schools in historically underserved areas as well as a willingness to lead such schools with

outside the box approaches to ensure student success.

These conversations with Bullard mirrored the testimony I heard from the Guajardo’s in
the summer of 2015. We were talking and dreaming about how the assets of Sligh and the
surrounding community could be leveraged to create positive outcomes. One, Sligh’s location in
center of Tampa is a prime location to serve as a catalyst for drawing attention to the community.

Bullard conducts major community events to serve families and the plan is to host these events at
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Sligh. Two, space on campus was available to convert into more applicable and relevant space to
allow the community to grow. For example, a team of Bullard Family Foundation volunteers and
district personnel built a state of the art faculty fitness center using empty classrooms. In
addition, the same team is building a family community center on campus to serve families
through medical, financial, and mental health counseling. Thirdly, Sligh is implementing a
“house system” where each student is placed in one of five “houses” based on our core values of
pride, respect, innovation, determination, and excellence. Major regional sponsors have signed
on to sponsor the houses in show of partnership between the school and different local
businesses who see the power in investing in one another. Are there any results or evidence of
success? Sligh had a 67-point gain in state assessment points in 2019-2020 school year that
ranked number 1 among HCPS middle schools and number eleven among middle schools in
Florida. Sligh opened the 2019-2020 school year with zero vacancies for the first time in recent
memory. Enrollment at the start of the 2019-2020 school year if at a five year high. Sligh is
working to become a model, like Llano Grande at Edcouch-Elsa High School, of what can be
done when a school and its community focus on strengths rather than “problems” in “need” of
being “fixed.” The plan unfolding at Sligh is attempting to reverse the pattern in schools since
the late 20" century of prescriptive scientific approaches to turnaround school work. The mindset
around practice must change to an appreciative lens. Resources must be allocated to allow for the
ideal to become a reality. At Sligh, curriculum is being developed to make learning relevant to a
new learner. Facilities are being reimagined. We are creating assets out of the community we
serve, the stories of our students, and the creativity and dreams of our stakeholders. This is
creating a new source of knowledge and resources to do the work of teaching, learning, and

leading.
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Macro Implications

Gonzalez, Moll, & Amanti, C. (2005) stated the concept of "funds of knowledge" is
based on a simple premise: people are competent and have knowledge, and their life experiences
have given them that knowledge. The same applies to the discourse around school practices.
School principals and teachers have the experience of reporting and therefore “depositing”
negative experiences into their “fund” and the “fund” of others. It shapes our identity as a leader
by valuing someone who “problem solves” or “meets a need.” We draft documents called “needs
assessments.” We create “problem-solving teams.” It is time to build the “fund” of ideas and
experiences around what is working in schools. It is time for the articulation of ideal realities for
a school to be as common place as the listing of needs and deficits. The presence of deficit
thinking is systemic in schools (Valencia, 2010). One principal changing his practice in his or
her building alone is not enough to affect systemic change. | believe there is action that myself
and other like-minded school administrators can do to bring the importance of asset-based /

appreciative thinking to the forefront of leadership in HCPS and other districts.

At the state level, school districts need to lobby the state to apply more asset-based
thinking and policy into documents that govern school practice. Lobbying of state leaders should
include the harmful nature of the “need” narrative. State leaders should be enlightened to the
empowering nature of talking about what schools and school leaders are doing well. Funding of
research at the state and university level should factor in what is working in schools. Anyone
even passively engaged in the work around schools can find a litany of research around what is
“wrong” with public education. They will not find an equal amount of research around what is
working with public education and Al tells us it is in fact there where we will find the answers

for lasting and invigorating change.
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| believe the macro impact | can have because of this research is in HCPS. I have been a
practicing educator in HCPS for over 20 years including nine as principal. | have excellent
working relationships with the leaders in the district who have the greatest impact on principal
leadership and development. | cited in the study how this presents limitations and biases for the

research however it is an asset when it comes to implementing and affecting change.

| feel the steps for change in HCPS because of this work are clear and doable. First, every
school leader in the district at every leader can benefit from Al and AOE training. The training
should be for all school leaders not just those who join a special cohort of school leaders at the
university level. Second, a district controlled protocol audit of school leadership planning, goal
setting, and progress monitoring tools for the presence of deficit discourse is essential. There are
an emerging set of resources developed to help schools and schools districts in this work by
researcher such as Black, Burrello, and Mann (2017). Finally, the HCPS principal evaluation
rubric needs to be amended to include a section intentionally designed to evaluate a principal’s
application of appreciative thinking and discourse in their practice. This will provide the

necessary impetus for change to have the full attention of all school principals.

One of the greatest resources available in the transition of appreciative leadership going
from “little d” to “Big D” in HCPS is the EDS/EDD cadres. There are members of the multiple
cadres serving at all levels of school leadership in HCPS from the Superintendent’s Cabinet to
Area Superintendents, various district supervisors, as well as building principals. Conditions are
ripe for an “Appreciative Summit” where those exposed to the leadership principles of Al (those
in the EDS/EDD cadres and graduates) partner with those who have not been exposed to the
principles to create actions plans around based on strengths of school leaders to be leveraged to

make ideal dreams a reality. Members of the EDS/EDD cadres have now manipulated and/or
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created from scratch their own protocols around appreciative principles. Now is the time to share
those with the greater HCPS leadership community. Foster (2004) states, “the achievement of
excellence in, for example, schools depends not on adding value or changing cultures but on the

development of a community of practitioners who encourage virtuous activity in each other.”

Enduring Questions

What is next in the quest to bring asset-based/appreciative discourse to the forefront of
school leadership? How will teachers be engaged to think of student strengths over weaknesses?
What is necessary for students to begin to focus on what they CAN do before being paralyzed by
the fear of what they believe can’t be done? What is the impact on learning for schools where
students are valued and respected for what they bring to and from their community over their
perceived “needs” or “problems” to be “solved?” I believe the answers to these questions will be
pivotal to moving the work around asset-based discourse in schools further. | envision a day
when the data collected by states and local school districts is around students’ passions, likes,
strengths, successes, and the diversity they bring the school from their unique and important

communities and families.
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APPENDIX A
STATE OF FLORIDA SCHOOL IMPROVEMENT TEMPLATE
Name of School:
Address:
School Type and Grades Served:
2018-2019 Title 1 School:
2018-2019 Economically Disadvantaged (FRL) Rate:
Primary Service Type:
Charter School:
2018-2019 Minority Rate:
School Grade History:

Year 2017-18 2016-17 2015-16 2014-15
Grade

School Board Approval:

SIP Authority:

Section 1001.42(18), Florida Statutes, requires district school boards to annually approve and
require implementation of a school improvement plan (SIP) for each school in the district that
has a school grade of D or F. The Florida Department of Education (FDOE) SIP template meets
all statutory and rule requirements for traditional public schools and incorporates all components
required for schools receiving Title I funds. This template is required by State Board of
Education Rule 6A-1.099811, Florida Administrative Code, for all non-charter schools with a
current grade of D or F (see page 4). For schools receiving a grade of A, B, or C, the district may
opt to require a SIP using a template of its choosing. This document was prepared by school and
district leadership using the FDOE’s school improvement planning web application located at
https://www.floridaCIMS.org.

Purpose and Outline of SIP:

The SIP is intended to be the primary artifact used by every school with stakeholders to review
data, set goals, create an action plan and monitor progress. The Florida Department of Education
encourages schools to use the SIP as a “living document” by continually updating, refining and
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using the plan to guide their work throughout the year. This printed version represents the SIP as

of the “Date Modified” listed in the footer.

School Mission and Vision

Provide the school’s mission statement:

Provide the school’s vision statement:

School Leadership Team
Membership:

Duties:

Part 1: School Information

Describe the roles and responsibilities of the members, including how they serve as instructional leaders and practice

shared decision making:

Early Warning Systems

Year 2017-18

The number of student by grade level that exhibit each early warnin

indicator:

Indicator

K

1

2

3

4

5

6

7

8

9

10

11

12

Total

Attendance below 90%

One or more suspensions

Course failure in ELA or Math

Level 1 on state assessemnt

Indicator

10

11

12

Total

Students exhibiting two of
more indicators

The number of students identifie

d as retain

€es:

Indicator

K

1

2

3

10

11

12

Total

Retained Students: Current Yr

Retained Students: Previous
Year (s)

Date data was collected:

Year 2016-17 — As Reported

The number of student by grade level that exhibit each early warnin

indicator:

Indicator

K

1

2

3

4

5

6

7

8

9

10

11

12

Total

Attendance below 90%

One or more suspensions

Course failure in ELA or Math

Level 1 on state assessemnt

Indicator

10

11

12

Total

Students exhibiting two of
more indicators

Year 2016-17 — Updated
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The number of student by grade level that exhibit each early warning indicator:

Indicator K123 ]| 4 5 6 7 8 9 10 | 11 | 12 Total
Attendance below 90%
One or more suspensions
Course failure in ELA or Math
Level 1 on state assessemnt

Indicator Kl1]2|3|4]| 5 6 7 8 9 10 | 11 | 12 Total
Students exhibiting two of
more indicators

Part 11: Needs Assessment / Analysis

Assessment & Analysis

Consider the following reflection prompts as you examine any/all relevant school data sources,
including those in CIMS in the pages that follow.

Which data component performed the lowest? Is this a trend?

Which data component showed the greatest decline from prior year?

Which data component had the biggest gap when compared to the state average?

Which data component showed the most improvement? Is this a trend?

Describe the actions or changes that led to the improvement in this area.

School Data
Please note that the district and state averages shown here represent the averages for similar school types
(elementary, middle, high school, or combination schools).

School Grade Component 2018 2017

School District [State School District State

ELA Achievement

ELA Learning Gains

ELA Lowest 25th Percentile

Math Achievement

Math Learning Gains

Math Lowest 25th Percentile

Science Achievement

Social Studies Achievement

EWS Indicators as Input Earlier in the Survey

IGrade Level (prior year reported) |
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Indicator

Total

Attendance below 90 percent

Grade Level Data

One or more suspensions

NOTE: This data is raw data and includes ALL students who tested at the school. This is not school grade data.

Subgroup Data

2018 SCHOOL GRADE COMPONENTS BY SUBGROUPS

Subgroups

ELA
Ach.

ELA
LG

ELA
LG
L25%

Math
Ach.

Math
LG

Math
LG
L25%

Sci
Ach.

SS
Ach.

MS
Accel.

Grad
Rate
2016-17 |2

c&cC
Accel

016-17

WHT

BLK

HSP

MUL

SWD

FRL

ELL

2017 SCHOOL GRADE COMPONENTS BY SUBGROUPS

Subgroups

ELA
Ach.

ELA
LG

ELA
LG
L25%

Math
Ach.

Math
LG

Math
LG
L25%

Sci
Ach.

SS

Ach.

MS
Accel.

Grad
Rate
2015-16

2015-16

C&C
Accel

WHT

BLK

HSP

MUL

SWD

FRL

ELL
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Part Ill: Planning for Improvement

Develop specific plans for addressing the school's highest-priority needs by identifying the most

important areas of focus based on any/all relevant school data sources, including the data from
Section Il (Needs Assessment/Analysis).

Area of Focus:
Activity #1
Title:

Rationale:

Intended Outcome:

Point Person:
Action Step
Description

Person Responsible

Plan to Monitor Effectiveness
Description

Person Responsible

Activity #2
Title:

Rationale:

Intended Outcome:

Point Person:
Action Step

Description
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Person Responsible

Plan to Monitor Effectiveness
Description

Person Responsible

Part IV: Title 1 Requirements

Additional Title | Requirements

This section must be completed if the school is implementing a Title I, Part A schoolwide
program and opts to use the Pilot SIP to satisfy the requirements of the schoolwide program
plan, as outlined in the Every Student Succeeds Act, Public Law No. 114-95, § 1114(b). This
section is not required for non-Title | schools.

Describe how the school plans to build positive relationships with parents, families, and
other community stakeholders to fulfill the school's mission and support the needs of
students

PFEP Link:

Describe how the school ensures the social-emotional needs of all students are being
met, which may include providing counseling, mentoring and other pupil services

Describe the strategies the school employs to support incoming and outgoing cohorts
of students in transition from one school level to another

Describe the process through which school leadership identifies and aligns all
available resources (e.g., personnel, instructional, curricular) in order to meet the
needs of all students and maximize desired student outcomes. Include the
methodology for coordinating and supplementing federal, state and local funds,
services and programs. Provide the person(s) responsible, frequency of meetings,
how an inventory of resources is maintained and any problem-solving activities
used to determine how to apply resources for the highest impact

Describe the strategies the school uses to advance college and career awareness, which
may include establishing partnerships with business, industry or community
organizations

Part V: Budget

Total:
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APPENDIX B

PRINCIPAL EVALUATION RUBRIC

Instructional Leadership

Element

Requires
Action

1. Achievement Focus and Results Orientation

Progressing

Accomplished

Exemplary

a. Holds self and

others
accountable
for high
academic
achievement
of all students.

Sets low
achievement
expectations for
students or does
not focus on
achievement for
every student.
May make
excuses or
rationalize low
student
performance.

Articulates personal
accountability for
high academic
achievement for
most students, and
communicates the
same standard to
teachers and staff.
Focuses on attaining
learning gains for
most students.

Demonstrates
personal
accountability for high
academic
achievement for all
students, and holds
teachers and staff to
the same standard.
Takes deliberate
action to attain
learning gains for
every student.

ACCOMPLISHED
PLUS...

Focuses relentlessly
on student
outcomes and
successfully leads
teachers and staff to
achieve dramatic
learning gains for
every student.

. Communicates
aclear,
compelling
vision of high
academic
achievement
and inspires
others to fulfill
the vision by
gaining buy-in
and
commitment.

Adopts a vision
that lacks focus
on student
achievement and
makes limited
attempts to
implement the
vision; makes
decisions without
considering
alignment to the
vision.

Effectively
communicates a
vision of high
academic
achievement to
stakeholders and
provides a path for
meeting the vision
but may be
unsuccessful in
garnering buy-in,
understanding, or
commitment. May
consider the vision
when making
decisions.

Clearly and effectively
communicates a
vision of high
academic
achievement for all
students and a path
for reaching the vision
to internal and
external stakeholders,
resulting in
stakeholder
understanding and
buy-in.

ACCOMPLISHED
PLUS...

Clearly links actions,
decisions, roles and
responsibilities to
the school vision,
working with
teachers and staff to
ensure that their
work is similarly
aligned.
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c. Sets
challenging
goals.
Demonstrates
persistence
and
overcomes
obstacles to
achieve goals.

Does not support
teachers and
staff in setting
goals or teachers’
goals may be
vague, lack rigor,
or not align with
challenges or
needs. May give
up in the face of

Is sometimes
successful at helping
teachers and staff set
challenging student
outcome goals.
Persists and
overcomes
anticipated obstacles,
but may have
difficulty managing

Helps teachers and
staff set, monitor, and
achieve challenging
goals based on
student outcomes.
Anticipates, adapts,
and persists in the
face of obstacles and
responds in a positive,
solutions-oriented

ACCOMPLISHED
PLUS...

Establishes a
comprehensive
system for rigorous
school goal-setting
and measurement
that supports the
attainment of
challenging goals.

adversity. unexpected manner. Models for
. Models for teachers
adversity. teachers and staff
and others to
how to overcome foctivel o
obstacles and be effectively anticipate
and address
resourceful and
. . . obstacles and
innovative to increase devel hei
student achievement. eve 9ps their
capacity to do the
same.
d. Exhibits a May avoid Has some comfort Effectively initiates, ACCOMPLISHED
commitment conversations engaging others in engages in, and PLUS...

to equity and
creates a
collective
sense of
urgency to
close
achievement
gaps and
prepare all
students for
college and
career
success.

about student
achievement
gaps in their
school. Is unable
to generate a
sense of urgency
in others to close
achievement

gaps.

conversations about
equity gaps, but may
not initiate
conversations or
confront others’
preconceptions
about race, culture,
class, or other
differences among
students.
Communicates the
importance of closing
achievement gaps,
with mixed results in
generating a sense of
urgency among
stakeholders.

models courageous
conversations about
equity gaps and
implements strategies
to eradicate inequities
in their school.
Generates a shared
sense of urgency
among teachers, staff
and the community to
close achievement
gaps and prepare all
students for college
and careers.

Ensures that
strategies
implemented among
teachers, staff and
community
successfully
eradicate inequities
in schools. Coaches
teachers and staff to
initiate and engage
in courageous
conversations about
equity gaps,
effectively close
achievement gaps,
and prepare all
students for college
and careers.
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Instructional Leadership

2.

Instructional Expertise

Element

. Conducts

high-quality
classroom
observations,
identifies
effective
teaching
practices,
and
understands
pedagogy
that results
in improved
student
learning.

Requires Action

Rarely conducts
classroom
observations or
observations are
not strategically
focused. They are
scheduled for
compliance
purposes. Does not
accurately assess
teacher
performance.

Progressing

Occasionally
conducts strategically
focused classroom
observations. Most
observations are
scheduled based on
timelines and
requirements
although some
walkthroughs are
completed
throughout each
week with limited
feedback given.
Accurately assesses
teacher performance.

Accomplished

Regularly conducts
strategically focused
classroom
observations and
walkthroughs that
are based on the
needs of teachers.
Observation
schedule allows for
ongoing feedback
and growth for
teachers.
Understands
pedagogy and
accurately assesses
teacher
performance.

Exemplary

ACCOMPLISHED
PLUS...

Spends a significant
amount of time
conducting
classroom
observations and
walkthroughs that
are strategically
planned to provide a
system of support to
every teacher. Has
an in-depth
knowledge of
pedagogy and
strategies for
improving
instructional
practices.

138




b. Uses data to
differentiate
and prioritize
instructional
supports and
interventions
and supports
teachers in
using data to
differentiate

Rarely supports
staff’s use of data
to guide grouping
or re-teaching
strategies.
Inconsistently holds
teachers
accountable for
analyzing student
work and data and

Attempts to develop
staff ability to analyze
data to identify
content that students
did not learn and
guide grouping and
re-teaching
strategies.
Inconsistently holds
teachers accountable

Supports and
develops staff ability
to analyze
guantitative and
qualitative data to
identify content that
students did not
learn and guide
grouping and re-
teaching strategies.

ACCOMPLISHED
PLUS...

Builds the capacity
of staff to effectively
and consistently use
multiple sources of
data to identify
content that
students did not

instructional
strategies,
and
assessments.

supports staff use
of misaligned
lesson and units
that are
disconnected from
year-end goals.

to align to Florida
Standards to meet
student learning
needs and
encourages teachers
to analyze standards,
curricula. And aligned
assessments to
develop and

curriculum aligned to
Florida Standards.
Leads analysis of
standards, curricula,
and aligned
assessments to
develop and
implement
standards-based

mstruction. rarely attempts to for analyzing student | Holds teachers learn ’fmd guide
ensure that work and data. accountable for group'lng and re-
instruction is Provides limited analyzing student teaching. Holds
differentiated differentiation in work and data to teachers
based on student instruction and determine accountable for
need or that implements academic | appropriate analyzing student
students receive interventions for high | differentiations and work and learning
appropriate need students. interventions; uses data .and enga.ges all
interventions. data to make staff in analyzing
updates to the disaggregated
intervention plan for student. data to
students or sub determlr\e
groups not making appropriate
progress. differentiations and
interventions based
on individual
students’ learning
needs. Works with
staff to make
frequent updates to
the intervention plan
for students or sub
groups not making
progress.
c. Ensures Allows staff use of Develops and Engages the ACCOMPLISHED
students a curriculum thatis | supports the leadership team and | PLUS...
master not aligned to implementation of other key staff in ) )
standards by | ojlege readiness standards-based developing, adapting Builds the capac.lty
aligning standards and curriculum. Attempts | and implementing of staff to effectively
curriculum, develop, adapt, and

implement rigorous
curriculum aligned to
the Florida
Standards to
effectively address
all students learning
needs. Analyzes
standards, curricula
and aligned
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implement their own
lesson and unit plans.

lesson and unit plans
linked to year-end
goals.

assessments to
develop and
implement
standards-based
lesson and unit plans
linked to year-end
goals.

Human Capital Management

3. Managing and Developing People

Element

Requires Action

Progressing

Accomplished

Exemplary

a. Provides clear
expectations
for staff
performance
and
communicates
success and
needed
improvements
regularly.

Does not identify
or clearly
communicate
performance
expectations to
teachers and staff.

Establishes basic
performance
expectations for
teachers and staff,
but does not
consistently link
expectations to
student outcomes.
Communicates
expectations to
teachers and staff
and applies rules
inconsistently. Does
some monitoring to
track progress.

Establishes and
clearly explains
performance
expectations linked
directly to student
outcomes and
include interim
measures so that
each individual
understands
whether s/he is on
track to meet goals.

ACCOMPLISHED
PLUS...

Helps teachers and
staff internalize
performance
expectations,
including the
rationale behind
them. Works with
individuals to set
specific
development goals
linked to each
person’s strengths
and growth areas
and ensures that
they are on track to

effectiveness
and provides
timely,
targeted, and
actionable
feedback.

staff effectiveness.
Feedback to
teachers and staff
may not be timely,
frequent, or
actionable.

Provides specific and
timely feedback to
teachers and staff,
but feedback may
not include action
steps or may not
result in improved
practice.

effectiveness.
Regularly
incorporates specific
data and examples
to provide timely,
targeted, and
actionable feedback,
resulting in
improved practice.

meet them.
b. Uses multiple | Uses minimal Uses limited data Uses multiple data ACCOMPLISHED
methods to evidence or relies sources or evidence sources and PLUS...
evaluate on perception to to assess teacher and | evidence to assess )
teacher and assess teacher and | staff effectiveness. teacher and staff Engages in regular
staff dialogue with

teachers and staff
about their
development.
Consistently
provides
manageable
feedback that
supports learning
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Element

Requires Action

Progressing

Accomplished

Exemplary

and results in
improved practice.

c. Uses student

and
observation
data and
disaggregates
school data to
plan and
target job-
embedded
professional
development
and support

Rarely
differentiates
professional
development or
supports for
teachers based on
teacher-specific
data trends,
strengths or
growth areas. May
be disengaged

Considers teacher-
specific data trends,
strengths, or growth
areas in determining
professional
development.
Supports for teachers
but may not
effectively
differentiate
coaching and

Regularly
disaggregates data
to identify teacher-
specific trends,
strengths, and
growth areas. Uses
data to provide
differentiated, job-
embedded
professional
development and

ACCOMPLISHED
PLUS...

Leads teachers to
review and
disaggregate school,
educator, and
classroom-level
data. Analyzes
disaggregated data
to identify
performance trends

staff
leadership

opportunities and
allows ineffective

teachers who express
interest and

for teachers. from new teacher supports. Informs determine the most
. . . among teachers and
induction efforts. new teacher impactful supports allv ol
induction. for each teacher. strategically plans
. development
Actively supports o
effective induction activities to leverage
for new teachers. hlgh-perfF)rmlng
teachers in the
development of
others.
. Effectively Does not Recognizes high- Recognizes, ACCOMPLISHED
identifies high | effectively performing teachers. | leverages, and PLUS...
and low distinguish Attempts to support | retains high- e hioh
perff)rmc?rs, between high- and | struggling teachers performing G'V(:S 'g ) N
retains high low-performing but is inconsistent teachers. Proactively Per orn.ung teachers
performers, teachers. May fail with implementation | supports struggling Increasing
and develops . . . responsibility and
) to recognize high- of assistance plans. teachers.
or exits low . . challenges.
performers performers or Tries but does not Consistently and Effectively devel
support those who | effectively exit thoroughly ectively develops
. . . or exits all
struggle. Avoids persistently low- implements i Wl
conflict, difficult performing teachers. | assistance plans. perilster?t ylow-
conversations, or Effectively performing
. teachers.
work required to advocates for the
exit persistently exit of persistently
low-performing low-performing
teachers. May teachers.
transfer low-
performers
elsewhere.
. Distributes Rarely provides Provides leadership Identifies effective ACCOMPLISHED
and develops | leadership opportunities to teachers and PLUS...

provides them with
leadership
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Element Requires Action Progressing Accomplished Exemplary
and builds or misaligned staff | attempts to support opportunities. Actively provides
teacher teams | to serve on the their development in | Supports the meaningful
able to leadership team. leading other adults. | development of leadership
advance Rarely supports the | Defines the role of teacher leaders and | opportunities to
teach'ing and | jevelopment of the leadership team | leadership team effective teachers.
learning. the leadership and selects some members and Mentors and

team. members based on establishes a supports teacher
skill. Attempts to leadership team leaders and
support the made up of effective | leadership team
development of the teachers with a members in leading
leadership team. range of skills sets. other adults.
Develops the team Communicates a
to lead other clear leadership
teacher teams and trajectory to those
support the teachers with the
improvement of most leadership
instructional potential.
practice. Establishes and
builds the capacity
of an effective
leadership team
with a relentless
focus on student
learning
f. Exhibits Rarely anticipates Has a general sense Proactively ACCOMPLISHED
effective teacher vacancies. | of potential teacher anticipates potential | PLUS...
recruitment, Does not vacancies, but may teacher turnover

interview, and
selection skills
that lead to
quality hiring
decisions.

proactively identify
or recruit high-
potential
candidates.
Inaccurately
assesses candidate
competencies. May
allow personal
relationships to
influence staffing
recommendations.

begin recruiting late
in the year.
Accurately assesses
candidate
competencies but
may not consider
school-specific needs
in recommendations.

and shares staffing
needs with central
office. Recruits and
screens high-
potential candidates
for each vacancy.
Effectively assesses
candidate
competencies to
hire candidates that
match school needs.

Leverages teacher
relationships to
remain up-to-date
on future plans and
anticipate turnover.
Builds networks to
identify and recruit
high-potential
candidates. Grooms
future school
teachers from intern
and substitute pools.
Provides insightful
feedback from
selection process to
inform school fit and
early professional
development.
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Element

Requires Action

Progressing

Accomplished

Exemplary

g. Effectively
assigns
teachers to
classes and
provides
quality
onboarding
experiences
for new
teachers.

Rarely assesses
qualifications when
placing teachers.
Allows teachers to
remain in specific
grades and content
areas regardless of
their impact. Does
not take ownership
of new teachers.

Places teachers in
grades and content
areas based on
qualifications.
Supports new
teachers through a
school level induction
process.

Places teachers in
grade level and
content areas based
on their
qualifications and
demonstrated
effectiveness. Has
an ongoing process
in place to onboard
and support the
development of new
teachers.

ACCPOMPLISHED
PLUS...

Strategically places
teachers in grade
level levels and
content areas based
on their skills,
strengths, and
qualifications.
Assigns highly
effective teachers to
students most in
need. Capitalizes on
the strengths of
existing staff by
teaming them with
new teachers.

Organizational/System Leadership

4. Culture and Relationship Building

Requires Action

Progressing

Accomplished

Exemplary

a. Establishes
collaborative
relationships
with internal
and external

Does not listen to or
recognize
stakeholder
concerns that

Listens to others in
an attempt to
understand their
perspective.

Actively listens to
others and seeks to
understand and
address their

ACCOMPLISHED
PLUS...

Creates a climate in
which stakeholders

inconsistently

students attempting

ensures staff

impact Empathizes with perspectives and h
stakeh'olders collaboration. May others’ point of needs. Treats others treat one another
to achieve . . . . - with dignity and

L alienate or view. Builds with dignity and
objectives. . . . respect. Builds

disengage collaborative, respect. Builds and it o

stakeholders when respectful maintains strong, coaklt;]or:z wit "

working to achieve relationships but collaborative Tta Ie ° e:_ ata

objectives. may not engage relationships with e\:Ie Zto a.c Ieve I

some stakeholders. internal and external | <©'@ orative goals.
stakeholders to
achieve objectives.
b. Creates a Sends inconsistent Communicates the Translates the ACCOMPLISHED
positive and messages about the | school’s values to school’s values into PLUS...
safe school’s values and | staff and students specific expectations s th ]
environment behavioral and implements a for adults and B:' Sﬁf e;apazlty
for teachers, expectations and code of conduct for students and of staff and students
students, to translate the
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Element

Requires Action

Progressing

Accomplished

Exemplary

families, and

applies positive and

to fairly apply

explicitly teaches

school’s values into

seeking "win-
H 1)

win
solutions.

Avoids difficult
conversations.

versa. Is willing to
have difficult
conversations but is
not always
successful.
Sometimes operates
in a negative and
reactive mode when
dealing with conflict.

Proactively resolves
disagreements and
identifies “win-win”
solutions. Exhibits
willingness, courage,
and skill to have
effective difficult
conversations.
Models for teachers
to directly resolve

the negative positive and expectations to specific expectations
community. consequences. negative students. for adults and
Provides consequences. Implements systems | students. Tracks
inadequate support | Provides some to ensure the code discipline data to
for students’ social support for student’s | of conduct and ensure equitable
and emotional social and emotional | positive and application of
development needs | development and negative positive and
and fails to ensure supports meaningful | consequences are negative
that the school connections consistently and consequences and
environment is safe. | between students fairly implemented. that consequences
and adults. Works with the support students in
Manages a school leadership team to changing behaviors.
environment that is support students’ Builds the capacity
safe. social and emotional | of staff to support
development and and enhance
respects and values students’ social and
each student in the emotional
school. Fosters development and
strong connections ensures that each
among students and | student is valued
adults. Ensures that | through systems
the school that foster and
environment is safe facilitate strong
and secure. connections with
other students and
adults. Continuously
assesses systems to
ensure the school
environment is safe
and secure.
. Resolves Does not resolve Anticipates Anticipates and ACCOMPLISHED
conflictina conflict or does so challenges but does | effectively manages | PLUS...
direct but in an indirect, not manage conflict | conflict through
constructive abrasive, or to effective consistent dialogue Helps stakeholders
manner, destructive manner. | resolution or vice with stakeholders. understand shared

goals and other
perspectives.
Engages
stakeholders in
problem resolution.
Develops others to
identify “win-win”
solutions and have
effective difficult
conversations.
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Element

Requires Action

Progressing

Accomplished

Exemplary

conflict wherever
possible.

d. Embraces
diverse
viewpoints
and solicits
stakeholder
input in
decision-
making.

Does not consider
diverse perspectives
or may have
difficulty leveraging
differing points of
view to improve
decision-making.
May be dictatorial

Considers other
perspectives. May
seek stakeholder
input but moves
ahead with own
decisions or
becomes paralyzed
by trying to reach

Seeks and considers
diverse perspectives.
Actively solicits
stakeholder input in
order to make
informed decisions
that are in the best
interest of students.

ACCOMPLISHED
PLUS...

Creates a culture
that respects diverse
viewpoints in which
teachers and staff
routinely seek
stakeholder input to

or overly consensus or )
. make informed
conciliatory. appease others. o .
decisions. Is willing
to make unpopular
decisions in the best
interest of students.
e. Communicates | Does not Communicates with Communicates ACCOMPLISHED
effectively proactively some stakeholders. | regularly and PLUS...
with all communicate with effectively with all

stakeholders.

stakeholders. Does
not articulate a
clear point of view
or attempt to tailor
messages. May
communicate
conflicting
messages to
stakeholders. May
lack
professionalism.

Communication may
not be clear, concise,
or tailored to various
stakeholders.
Maintains a
professional
demeanor but may
lack poise or
confidence under
pressure.

stakeholders.
Articulates a clear
point of view in a
coherent, concise,
and compelling
manner. Tailors
message for each
audience, context,
and mode of
communication.
Exhibits poise and
professionalism,
even when under
pressure.

Creates proactive
communication
channels for all
stakeholders and
guides teachers and
staff to do the same.
Coaches others to
tailor
communication and
maintain poise and
professionalism,
even when under
pressure.

f. Motivates,
inspires, and
moves other
adults to feel
ownership
and take
action.

May disempower
others or cause
others to disengage.
Lacks leadership or
strategies to move
adults to action.

Attempts to engage
others and build
ownership for
outcomes, but is
only sometimes
successful. Sets an
optimistic tone with
stakeholders but
may not successfully
move other adults to

Engages others and
builds ownership for
outcomes.
Motivates, inspires,
and moves other
adults to take action
to achieve ambitious
goals.

ACCOMPLISHED
PLUS...

Shares leadership
appropriately.
Develops teacher
capacity to motivate,
inspire, and move
other adults to take
action to achieve
ambitious goals.

145




Element

Requires Action

Progressing

Accomplished

Exemplary

take action to
achieve goals.

g. Regularly
reflects,
accurately
assesses own
strengths and
growth areas,
seeks
feedback, and
professional
development
to improve.

Does not reflect.
Inaccurately
assesses own
strengths or growth
areas.
Demonstrates
limited awareness
of impact on or
perception by
others. May
become defensive
when receiving
feedback. Only
takes limited action
to grow.

Sometimes reflects
and identifies some
strengths and
growth areas.
Demonstrates some
awareness of impact
on and perception
by others.
Sometimes solicits
performance
feedback. Pursues
development
opportunities, but
may not prioritize
opportunities
aligned with growth
areas.

Regularly reflects on
and accurately
assesses own
strengths and
substantive growth
areas. Demonstrates
awareness of impact
on and perception
by others. Regularly
solicits and
incorporates
performance
feedback. Pursues
development
opportunities to
improve in growth
areas.

ACCOMPLISHED
PLUS...

Proactively solicits
“360-degree”
feedback from
others and uses
information to
prioritize own
development goals.
Adapts
communications and
actions to improve
impact on and
perception by
others.
Demonstrates
continual
improvement.

Organizational/System Leadership

5. Problem-Solving and Strategic Change Management

Requires Action Progressing Accomplished Exemplary
a. Collects, Uses data Collects and Collects, analyzes, ACCOMPLISHED
analyzes, and inconsistently or analyzes different and draws PLUS...
uses multiple has difficulty forms of data. May meaningful
formsofdata | ,nderstanding or have difficulty conclusions from Engages school
to make using data to inform | identifying the most | multiple sources of leaders in creating
decisions. decision-making. salient data to quantitative and systems t.o collect
inform decision- qualitative data and monltor.data
making. Some (e.g., teacher, and make m'dj
decisions may not classroom, and course corrections
align with or support | student-level data) when necessary.
findings. to inform short- and Shares data findings
long-term decision- with stakeholders.
making.
b. Identifies Does not accurately | Identifies problems Effectively identifies | ACCOMPLISHED
problems, identify problems or | and attempts to problems. Analyzes PLUS...
analyzes root prioritize the most diagnose root causes | complex issues to
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causes, and
develops
effective
strategies to

resolve issues.

critical issues to
increase student
achievement.
Strategies may not
address critical
issues.

with varying success.
Occasionally
prioritizes the most
critical issues.
Develops partially
effective strategies
or strategies that
address only part of
the issue.

accurately diagnose
root causes.
Prioritizes the most
critical issues, and
develops effective
strategies to resolve
those issues.

Anticipates
problems before
they occur. Regularly
leads stakeholders in
a process to
understand root
causes of issues and
help develop
effective strategies
to resolve them.

. Develops and
implements
effective
action plans,
anticipates
risks to
achieving
goals, and
adapts to
changing

circumstances.

Develops action
plans that do not
address identified
issues. Has difficulty
anticipating risks,
and may become
surprised or
frustrated when
things do not go
according to plan.
Rarely monitors
implementation.

Develops action
plans to address
identified issues, but
may focus solely on
the big picture or get
stuck in the details
and lose sight of the
goal. Sometimes
anticipates and
prepares for
potential risks and
challenges. Monitors
progress.

Develops and
implements clear
action plans that
address weekly and
monthly milestones
to address identified
issues,
demonstrating the
ability to balance the
big picture with
detailed steps to
reach the end goal.
Anticipates and
prepares for
potential risks and
challenges.
Monitors progress
and makes mid-
course corrections,
when needed, to
ensure success.

ACCOMPLISHED
PLUS...

Reflects on past
practice and
incorporates lessons
learned in future
action plans.
Engages
stakeholders to
develop and
implement action
plans.

. Proactively
plans and
creates
systems to
accomplish
school-wide
goals.

Does not
proactively plan or
create systems to
achieve school-wide
goals.

Demonstrates some
planning and
organization.
Creates systems that
support school-wide
goals.

Consistently
demonstrates
organization.
Proactively plans
and creates systems
to achieve school-
wide goals and
sustainable
solutions.
Implements year-
long planning,
consistent day-to-
day schedules and
effectively manages
professional time.

ACCOMPLISHED
PLUS...

Models
organizational skills
and develops others
organizational skills
and ability to use
systems thinking.
Adapts systems to
enable sustainable
solutions over time.
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e. Builds buy-in
from diverse
stakeholders
and,
overcomes
resistance to
advance
school
improvement.

Does not recognize
the impact of
change on others or
attempt to manage
resistance.
Attempts to lead
change by directing
others and is unable
to build stakeholder
buy-in.

Sometimes
recognizes the
impact of change on
others and works to
manage resistance.
Communicates the
need for change to
diverse
stakeholders.
Creates some short-
term wins.

Recognizes the
impact of change on
others, and
proactively
anticipates and
manages resistance.
Helps others
understand the need
for change, and
builds buy-in from
diverse
stakeholders.
Creates short-term
wins to build
momentum and
sustainability for
longer-term change.

ACCOMPLISHED
PLUS...

Expertly manages
change. Converts
resistance to
support by engaging
concerned
stakeholders and/or
leveraging
supporters to
influence others.
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APPENDIX C

HCPS TELL TEACHER PERCEPTION INVENTORY

Overall Composite

Time Composite RA

Facilities & Resources Composite

Community Support & Involvement Composite

A\ljgf;g;s Teacher Leadership Composite
Managing Student Conduct Composite
School Leadership Composite
Professional Development Compaosite
Instructional Practices & Support Composite
Class sizes are reasonable such that teachers have the time available to meet the
needs of all students.
Teachers have time available to collaborate with colleagues.
Teachers are allowed to focus on educating students with minimal interruptions.

Time The non-instructional time provided for teachers in my school is sufficient.

Efforts are made to minimize the amount of routine paperwork teachers are
required to do.
Teachers have sufficient instructional time to meet the needs of all students.
Teachers are protected from duties that interfere with their essential role of
educating students.
Teachers have sufficient access to appropriate instructional materials.
Teachers have sufficient access to instructional technology, including
computers, printers, software, and Internet access.
Teachers have access to reliable communication technology, including phones,
faxes, and email.

Facilties &

Resources Teachers have sufficient access to office equipment and supplies such as copy

machines, paper, pens, etc.

Teachers have sufficient access to a broad range of professional personnel.

The school environment is clean and well maintained.

Teachers have adequate space to work productively.
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The physical environment of classrooms in this school supports teaching and
learning.

The reliability and speed of Internet connections in this school are sufficient to
support instructional practices.

Parents/guardians are influential decision makers in this school.

This school maintains clear, two-way communication with the community.

This school does a good job of encouraging parent/guardian involvement.

Teachers provide parents/guardians with useful information about student

Community | ;
earning.
Support & g
Involvement | Parents/guardians know what is going on in this school.
Parents/guardians support teachers, contributing to their success with students.
Community members support teachers, contributing to their success with
students.
The community we serve is supportive of this school.
Students at this school understand expectations for their conduct.
Students at this school follow rules of conduct.
Policies and procedures about student conduct are clearly understood by the
faculty.
Ms?ﬂgg:]r;g School administrators consistently enforce rules for student conduct.
Conduct School administrators support teachers' efforts to maintain discipline in the
classroom.
Teachers consistently enforce rules for student conduct.
The faculty work in a school environment that is safe.
Teachers are recognized as educational experts.
Teachers are trusted to make sound professional decisions about instruction.
Teachers are relied upon to make decisions about educational issues.
TeaCheF Teachers are encouraged to participate in school leadership roles.
Leadership

The faculty has an effective process for making group decisions to solve
problems.

In this school we take steps to solve problems.

Teachers are effective leaders in this school.

Teachers have an appropriate level of influence on decision making in this
school.
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School
Leadership

The faculty and leadership have a shared vision.

There is an atmosphere of trust and mutual respect in this school.

Teachers feel comfortable raising issues and concerns that are important to
them.

The school leadership consistently supports teachers.

Teachers are held to high professional standards for delivering instruction.

The school leadership facilitates using data to improve student learning.

Teacher performance is assessed objectively.

Teachers receive feedback that can help them improve teaching.

The procedures for teacher evaluation are consistent.

The school improvement team provides effective leadership at this school.

The faculty are recognized for accomplishments.

The procedures for teacher evaluation are fair.

School administrators are visible to students and faculty throughout the school
day.

Leadership issues

Facilities and resources

The use of time in my school

Professional development

Teacher leadership

Community support and involvement

Managing student conduct

Instructional practices and support

New teacher support

Professional
Development

Sufficient resources are available for professional development in my school.

An appropriate amount of time is provided for professional development.

Professional development offerings are data driven.

Professional learning opportunities are aligned with the school’s improvement
plan.

Professional development is differentiated to meet the needs of individual
teachers.

Professional development deepens teachers' content knowledge.

Teachers are encouraged to reflect on their own practice.

In this school, follow up is provided from professional development.
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Professional development provides ongoing opportunities for teachers to work
with colleagues to refine teaching practices.

Professional development is evaluated and results are communicated to
teachers.

Professional development enhances teachers' ability to implement instructional
strategies that meet diverse student learning needs.

Professional development enhances teachers' abilities to improve student
learning.

Instructional
Practices &
Support

Teachers use assessment data to inform their instruction.

Teachers work in professional learning communities to develop and align
instructional practices.

Provided supports (i.e., instructional coaching, professional learning
communities, etc.) translate to improvements in instructional practices by
teachers.

Teachers are encouraged to try new things to improve instruction.

Teachers are assigned classes that maximize their likelihood of success with
students.

Teachers have autonomy to make decisions about instructional delivery (i.e.,
pacing, materials, and pedagogy).

State assessment data are available in time to impact instructional practices.

Local assessment data are available in time to impact instructional practices.

Teachers believe almost every student has the potential to do well on
assignments.

Teachers believe what is taught will make a difference in students’ lives.

Teachers require students to work hard.

Teachers collaborate to achieve consistency on how student work is assessed.

Teachers know what students learn in each of their classes.

Teachers have knowledge of the content covered and instructional methods used
by other teachers at this school.

Overall

Overall, my school is a good place to work and learn.

In this school, we use the results of the 2017 TELL HCPS survey for school
improvement planning.
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