Chapter 5
Masters of Motivation

Jonathon Saphier

Many of the authors who have written chapters in this book are on record here and elsewhere as advocates of rigorous and authentic teacher “joint work”: teachers working collaboratively in groups that have clear goals for student performance, that continuously examine real student results, and that look equally hard at their teaching to adjust it in light of student needs. However, there is another vital aspect of a professional learning community in addition to this well-structured teacher collaboration: the key beliefs of educators and the way those beliefs are manifested in individual behavior and school policies.

I am in the schools of our major cities each week working with teachers and principals. Sometimes I come home full of anger and sadness because I see dying spirits and hopeless suffering in the eyes of sweet first graders or in the faces of older children who alternate between swagger and despair – children who have no one to believe in them and convince them that they are able and worthwhile. But I also find myself in places that are uplifting because of what educators are accomplishing for their students. These places convey hope to all students about the promise of education and the capacity of each of them to develop their abilities.

In this essay, I will examine the behavior of teachers and schools in these uplifting places for a particular belief – “effort-based ability.” This is the belief that all students can do rigorous academic work at high standards, even if they are far behind academically and need a significant amount of time to catch up. Educators who carry this belief into their practice are not unrealistic about the obstacles they and their students face. They simply have not given up. And we know for sure that they will get results if they translate this belief into appropriate practice.

Belief in effort-based ability makes a huge difference in how well staff members use the collaborative structures we create ion behalf of student learning. It provides the energy and motivation needed to persevere when the work of schools is tough. In schools where the majority of students may start out several grade levels behind, it can be tough, indeed.

In the first part of this chapter, I will show how effort-based ability emerges in individual teacher behavior and in school-wide structures. In the second part, I will examine how leaders can influence and strengthen this belief in their staff members. This chapter has numerous references to schools for disadvantaged students. The strategies and structures of believing in effort-based ability are important for all schools, but they are essential if we want progress for schools serving disadvantaged children.
Crucial Messages for Effort-Based Ability

Let us start with a visit to a high-performing inner-city secondary school. We could visit any one of a dozen such schools where the students are chosen by lottery, there are no budgetary supplements, parent participation is erratic, and yet every senior is admitted to college. In this school almost all of the staff members would tell you some version of the following message:

I believe that all of my students have the intellectual ability to do rigorous work and meet high standards. Unfortunately, not all of my students share this belief. It is my job to help them come to believe this, along with the conviction that it would be worth their while to do well in school. Therefore, in our minute-to-minute interactions, I communicate to students in every way I can the messages:

1. “This is important”

2. “You can do it”

3. I won’t give up on you

Schools in which disadvantages children who are far behind academically eventually succeed sending these crucial messages through a variety of means, including:

· Interactive teaching behaviors

· Classroom structures and procedures

· Classroom climate and personal relationship building

· Explicit teaching of effective effort to all students

· School-wide structures for building a culture of aspiration, effective effort, and responsibility

· A focus on the future

Part One – “Putting Effort-Based Ability to Work” – examines each of these six structures and details specific strategies within each structure that teachers can use to promote the belief in effort-based ability to their students.

Masters of Motivation

Have you ever had someone in your life who consistently communicated to you that you were an able person, that you were valuable, and that you had worthwhile things to accomplish? Readers who have risen from humble circumstances almost always say “Yes!” and have a particular person in mind. Readers who come from affluent backgrounds may have a harder time identifying a single individual, but that may be because their whole culture and environment sent those messages. Teachers who send these messages and schools that are organized to do so get results that others do not.

The teachers in these successful schools are masters of motivation. The staff’s willingness to work as hard as they do to learn and implement strategies in the six structures mentioned previously comes from their fundamental belief in student potential – all students’ potential. These schools are led by committed and determined people, but they are not supermen and superwomen, nor do they rely on charisma. They are willing to work very hard and they bring significant expertise to that work.
Believing that all students have innate capacity and that academic ability can be grown is a definitional element of professional learning communities. Newmann and Wehlage (1995) call it “academic press.” This commitment and determination are what lies behind the success of the strategies and structures that DuFour, DuFour, Eaker and Karhanek (2004) write about in Whatever it Takes. Effort-based ability might be less visible in the PLC’s of affluent communities, though many children in these communities would have different school experiences and better lives if it were an integral part of their schools; however, this belief is essential as an organizing force for everything we do in schools for disadvantages children.

Students will begin to believe in their own effort-based ability as well. They will work harder and smarter because they come to believe it is worth their while to do so, and they have been taught explicitly how to do so. They put care, quality, and craftsmanship above speed (Saphier & D’Auria, 1993). Students do not interpret errors and difficulty as confirmations of their ineptitude (Dweck, 2000). They look for ways to get help and strategies to overcome obstacles. They have, in short, become believers in their own capacity to grow their abilities and do well if they put forth effective effort.

The transformations I have described seem awesome. There is a tendency to think that only heroes and heroic measures can accomplish this for disadvantaged children. My argument is that expertise and commitment – not heroism – can bring aspiration and achievement to our underserved youth. The purpose of this chapter is to profile this expertise and provide strategies for building the belief system in which it is grounded. I will start with a discussion of the skills and practices of a school focused on effort-based ability.

Part One: Putting Effort-Based Ability to Work

In schools that embody effort-based ability, all students receive the three crucial messages mentioned previously, and they receive them at every turn from every adult and from the policies, practices, and procedures of the institution. These crucial messages say:

1. What we’re doing here is important

2. You can do it!

3. I’m not going to give upon you – even if you give up on yourself

Students come to know that effective effort is the main determinant of achievement – not innate ability. The “You can do it!” message is not easily accepted by students who are behind academically. A generation of research (Dweck, 2000; Weiner, 1974) on attribution theory tells us that most low-performing students have already concluded that their difficulty in reading, writing, and mathematics is attributable to their low ability. When they succeed at a task, they tend to attribute their success to luck or easy work. We have to teach these students explicitly how to exert effective effort and structure their work so they can see progress, and we must do “attribution retraining” to get them to attribute their performance primarily to their effort.

There are particular arenas of school life – a site, setting, place, or event – that occur frequently where we can see these messages being sent and attribution retraining taking place. The messages are sent through language and choice of words – through the observable things people say and do. They appear in the following seven arenas of interactive teaching behaviors:
· Patterns of calling on students

· Responses to student answers

· Giving help

· Dealing with errors

· Giving tasks and assignments

· Offering feedback on student performance

· Displaying tenacity

Interactive Teaching Behaviors
Patterns of calling on students. Teachers call equally on all students and do not “dumb down” questions or the demand for thinking. Students are treated equally with regard to smiles, nods, eye contact, wait time, and encouragement (Cooper, 1979).

Responses to student answers. Questions are important: they regulate the level of thinking. How we respond after a student has answered, however, may be even more important than the questions itself. These responses to student answers set a tone in the room about whether it is safe to take risks, answer if one is not sure, or take on a question that is difficult. Students also reach conclusions about whether or not teachers believe they are able and worthwhile by how we structure our responses. Teachers who act from a belief in effort-based ability keep their focus on the individual

student who is asked a question, even if the student responds incorrectly or is silent. Such teachers manifest a pattern of sticking with students who respond incorrectly by using such behaviors as:
· Cueing
· Wait-time

· Expressing confidence

· Asking the question in a different way

· Validating what is right about a student’s answer while pointing in another direction

· Asking a student to explain his or her thinking in coming up with the answer

Teachers need not always, in every situation, stick with a student who responds incorrectly. “Moving on” is not necessarily a sign of “bad” teaching. But sticking with students is, in fact, a dominant pattern of teachers who are confidence builders and encourage risk-taking. It is their norm to stick with students who do not answer immediately with the correct response.
 
Giving help.
 Teachers are alert for students who are having difficulty, but they are wary of offering unsolicited help, which can be interpreted by students as a lack of confidence in their ability. Teachers choose their language carefully so as to attribute capacity to students and give useful cues:
· Teacher: “What part don’t you understand?”

· Student: “I just don’t get it.”

· Teacher: “Well, the first part is just like the last problem you did. Then we add one 

more variable. See if you can find out what it is and I’ll come back in a few minutes.” 

Dealing with errors. Teachers cue and correct student errors in such a way as to preserve student dignity and attribute capacity: “That’s not quite right, but I’m glad you said that because others through the same thing. Take a look at these two angles, Ashley. I think you can figure out what they are.”
Giving tasks and assignments. The language teachers choose acknowledges difficulty where appropriate and highlights areas for focus: “Several of these will be more difficult than usual, but you’ll do well if you 
focus on identifying relevant from irrelevant information.”

Offering feedback on student performance. The feedback teachers give to students is nonjudgmental and useful for correcting or improving their work. Peer feedback and self-evaluation are part of the mechanics of classroom design. Answer books, computer resources, tutors, and other adults are available to ensure that feedback is frequent. Cumulative records of student scores and other records of progress are updated continually. These records are always available to students so they know exactly where they stand.

Displaying tenacity. Teachers employ multiple devices to follow up with students who are confused, late with work, unmotivated, unproductive, or otherwise need encouragement. This tenacity can be seen in the number of appointments held with a student, comments of encouragement made in the hall, and in notes and phone calls to the student’s home. For example, when Mr. Martinez waves at Jose’ as the bus departs from the curb, he says, “And you have your biology book with you, right?”

Classroom Structures and Procedures
Classroom structures and procedures also are vehicles for attribution retraining and for sending the three messages. These include grading, re-teaching loops, redos and retakes, grouping and rewards.

Grading. Suppose the only grades given are A, B, and “Not Yet.” A means the student has gone above and beyond what is called for. B means the student is proficient: a three on a four-point scale. “Not Yet” means that the student’s work is not yet at standard. For an end-of-course grade, “Not Yet” means that the course is not finished. The implication of this grading scheme is that proficiency is the only acceptable goal. Modifications of the scheme can be made – perhaps an A, B, C, and “Not Yet” system. Nevertheless, the spirit and the implementation of the grading system are important for conveying to students that the school and teachers believe that the standards matters and that student’s are capable of attaining it. Such a grading system must be paired with re-teaching loops.
Re-teaching loops. Teachers who use this strategy are talented at identifying individuals or small groups of students who have not mastered skills or information. They use this strategy on a daily basis and create events in which students are re-taught the material in another way. The re-teaching may take place in short small-group instruction the next day while the class is working on other useful assignments; it may take place during free periods, lunch, or after-school tutorials. It is always framed without blame or the implication of low ability. Teachers who are most developed at doing re-teaching loops give recognition and status of students who self-nominate because they have self-evaluated and taken the initiative to help close their own learning gaps.
Redos and retakes. Students are encouraged to redo papers and retake tests to raise their grades. When they do, they receive the highest grade they have attained, not an average of all their attempts. As Linda Hunt of Bonnie Eagle High School in Standish, Maine, often says, “There are enough A’s for everyone!” Teachers often put constraints on retake procedures, such as” “You have to come to an extra help session before you’re allowed to retake the test.” Retakes also require that teachers create alternate forms of each major test – a burden that can be lessened by having teams of teachers work together to develop multiple forms of tests.

Grouping. Groupings are made to address students’ particular skill needs. They are not permanent and are not based on assessment of overall ability. Who is in what group changes depending on mastery of the skill being taught. Procedures and teacher language convey to students that groupings are all about student mastery – not a label of their ability. 

Rewards. Student academic progress is rewarded, and rewards are both desirable and authentically available to all students, regardless of their performance level. For example, at the end of each week in a fourth-grade classroom, a small ritual recognizes students who have reached proficiency with a skill(s) and a note is sent home to their parents identifying the skill. In a middle school, the principal sends a personal letter home once a week to parents of a few children who have exerted effective effort and shown progress. The teachers in each team who nominate students for these letters include data on student progress so the principal can be specific in his or her letter. A high school with a very active math lab appoints students to be tutors for specific skills with which others are having trouble. The students chosen to be tutors include low-performing students who have authentically mastered a skill; they become tutors for that particular skill. Teachers go out of their way to find such students, and the students like being found because being a math tutor five times will get their names on a plaque in the trophy case.
Classroom Climate and Personal Relationship Building
Teachers who are committed to effort-based ability extend themselves to build personal relationships with students.

In addition, teachers work explicitly with a plan to build a classroom climate characterized by:

· Community

· Ownership

· Risk-taking

I have written at length about the strategies and skills teachers can use when they wish to build a classroom climate with these three features (Saphier & Gower, 1997). It is very useful to think about the developmental growth of all three features – from simple to complex over the course of a school year. The chart on the next page summarizes the developmental stages that thoughtful teachers can work through. Gene Stanford, a high school teacher, first wrote at length about the developmental approach to class climate (Stanford, 1977). A number of excellent programs provide staff development aimed at systematically building class climate. The Northeast Foundation for Children in Greenfield, Massachusetts, and The Stone Center at Wellesley College in Wellesley, Massachusetts, are two such programs.

The small schools movement for secondary schools is largely motivated by a desire to create conditions where these four aspects of classroom climate can be a real part of students’ experience. School structures can be explicitly designed to make community more possible for students. Even in small schools, each individual teacher needs to attend to the climate of his or her own class and gather the skills and strategies needed to do so. This is an excellent task for collaborative teams of teachers.

	Creating a Climate of High Achievement for All Students



	Community and Mutual Support
	Confidence and Risk taking
	Influence and Control

	· Knowing others

· Greeting, acknowledging, listening, responding, and affirming

· Group identity, responsibility and interdependence

· Cooperative learning, social skills, class meetings, group dynamics

· Problem solving and conflict resolution
	Mistakes are a sign of weakness

Speed counts.

Faster= Smarter

Good students do it by themselves

Inborn intelligence is the main determinant of success

Only the bright few can achieve at a high level.

Saphier & D’Auria, 
	→

→

→

→

→

1993
	Mistakes help one learn 

Care, perseverance and craftsmanship count

Good students need help and a lot of feedback

Effort and effective strategies are the main determinants of success

Everyone is capable of high achievement


	· Students are empowered to influence the pace of the class

· Students negotiate the rules of the “classroom game”

· Students are taught to use the principles of learning and other learning strategies

· Students use knowledge of learning styles and make choices

· Students and their communities are sources of knowledge


Explicit Teaching of Effective Effort to All Students

Effective effort has the six attributes of time, focus, resourcefulness, strategies, use of feedback and commitment
:

· Time. Students must put in enough minute4s and hours to get the job done and

Understand how much time is required for quality work.

· Focus. Work time should be efficient and lacking in distraction. Students may need

their teacher’s help in creating these conditions at home. Guided imagery exercises to help them maneuver through a chaotic household can be helpful.

· Resourcefulness. Students are willing to reach out for help and know how to do so.

· Strategies. Students know and use appropriate strategies to handle academic tasks.

· Use of Feedback. Good students listen to and look carefully at the feedback they receive from teachers and use it to improve their performance.

· Commitment. Effective effort is grounded in will. Students must want to accomplish something to put forth the effort and organize themselves to complete a tough learning task. They do not have to lie it, but they must be committed to trying hard.

We need to think about these six items as topics in a curriculum. This means we explicitly and directly teach students how to manage time, how to focus themselves, how and where to go when they are stuck, and how to use feedback. These items are woven through the regular curriculum.
What role can we play as teachers in helping students understand the importance of commitment and in helping them to mobilize themselves to succeed? Goal setting is a big part of this role. Teaching students how to set goals that are specific, challenging, attainable, written, and revisited helps support their commitment (see Schunk and Gaa, 1981, and Saphier and Gower, 1997). When teachers ask students to set goals and review them frequently, students obtain the techniques they need to track their progress. This also encourages students to self-evaluate and brings them in contact with their teachers frequently to share their evaluation and data.

We can also help generate student confidence and commitment by incorporating attribution statements about effort and ability into our feedback to students. “You showed you have the brain power to do hard word problems last week. There must be some strategy you aren’t using yet that would be the break-through on these. Let’s take a look…”

Students’ capacity to show focus and use feedback depends in large part on their teachers. Students must have a clear idea of what the focus is – the precise instructional objective. Creating clear images of the performance we want from students is important. It means more than simply verbalizing the objective; it means showing students what meeting it would look like.

The literature confirms that students do significantly better in academic work when their teachers explicitly teach them strategies for improving reading comprehension; organizing and revising writing; and reviewing, remembering and summarizing (Paris, Wasik & Turner, 1991: Pressley, Borkowski, & Schneider, 1987). Parallel literature is available for teaching strategies in math. Readers may be familiar with the names of some of these strategies, such as reciprocal teaching, SQ3R, and the mnemonic keyword technique.

School-Wide Structure for Building a Student Culture of Aspiration, Effective Effort, and Responsibility
The student culture in school can be shaped by adults around the values of academic focus, aspiration, respect and responsibility. Any staff, regardless of economic and social conditions of students, can do this. Visit North Star Academy, a grade 5-12 school in inner-city Newark, New Jersey, or a dozen others like it around the country to see the proof. Shaping such a student culture is hard work and requires knowledge and skill. The difficulty is often directly proportional to the size of the school – the larger the school, the harder the transformation. Although the forms and practices can vary widely, the principles that successful schools follow in doing this work are consistent.

Motivational boot camp.  One effective strategy is motivational boot camp. Have all incoming students (fifth or sixth graders in middle school or ninth graders at the high school level) take a motivational boot camp for 2 weeks in the summer. Although you can also use this strategy with students already enrolled in the school, it will still take several years to build a strong base of motivation within the school.

Motivational boot camp introduces a set of themes that are noticeable every day in the school – not just contained in this 2-week experience:

· First, it creates images for students of others who look and sound like them who have risen in the life through education. This gives students positive role models and heroes who are leaders and have accomplished admirable goals.

· Second, it introduces students to the concept of setting goals for themselves and making plans of action to accomplish the goals.

· Third, it builds a strong sense of community among students that is characterized by a sense of psychological safety, team spirit, ownership, and responsibility to the group and the community. This is manifested visibly in the routines and rituals of the school, such as carefully crafted all-school meetings held daily.

· Fourth, it implements a tangible reward system and creates rituals and symbols that emphasize the value of effective effort and academic achievement.

· Fifth, it implements a very tight response system for dealing with distracting and disrespectful behavior.

Why would students be motivated to invest in being a part of this culture of aspiration, effective effort, and responsibility? Because…

· Someone who cares about them want them to succeed

· They believe they are able to do well

· They know what to work o to do well. They know what good work looks like and where their current performance is in relation to it

· They know how to exert effort; they have the strategies and resourcefulness to do so

· The student peer culture permits them to be seen working hard at academics without social penalty. At best, the student culture supports and encourages academic effort

· They believe it would be worthwhile to do well

In schools populated by Masters of Motivation, each of the following school-wide structures might also be addressed directly:

· Assignment of teachers. The most skilled teachers are assigned to the students who are the furthest behind

· Course schedules. Adjustments to semester schedules are made to enable students at the “Not Yet” level to attain proficiency. For example, a 2-week “Not Yet” period could be the final 2 weeks of each course in a high school. Students who are already at proficiency in the essential skills and concepts would receive extension and enrichment work during that time. Those who are not would receive additional instruction.

· Grouping. The lowest-level tracks are eliminated. Advanced placement courses are open to any student who wants to enroll. Many courses formerly reserved only for college prep and high-performing students are open to mixed groups (Mathews, 1999).

· Identification of at-risk students and the provision of extra help. A “pyramid” of identification and intervention structures that go far beyond the typical advisory programs can have a dramatic effect on student achievement. These structures include summer skills programs for incoming students; examination of records every 3 weeks by teaching teams to identify students who are failing or falling behind; personal pairing of faculty members with at-risk students for mentoring; mentoring programs between older and younger students; mandatory tutoring for identified students; and guided study periods based on contracts between students, teachers and parents. For details and examples at all grade levels, I refer readers to the superb compendium of strategies in Whatever it Takes (DuFour, DuFour, Eaker and Karhanek, 2004).
A Focus on the Future
Students may not believe that what they are learning in school has much bearing on what they will do in their future lives. Middle-class children tend to work at least hard enough to pass since they see a college degree as a ticket to a decent life and a well-paying career. But a large number of working class and poor children do not aspire to this. Not everyone has to go to college (though all who want to should have the change), but everyone needs to graduate from high school with adequate skills for functioning in the 21st Century workplace and the credentials they need to pursue post-secondary education. The “Jobs for the Future” program (www.jff.org/jff) does a good job of giving students these images while they are still in high school and the images can have a positive impact on their graduation rate. Much more could be done in high schools, such as the work done by the American Diploma Project (www.achieve.org/achieve.nsf/AmericanDiplomaProject), to give students insight into their futures and motivate them to take their studies more seriously.

Parent involvement is also a critical component to effort-based ability. In disadvantaged communities, schools need to approach the parents instead of expecting them to come to the school. Have families host small gatherings of parents in their apartments where school personnel can share the school’s academic expectations, talk about the importance of homework and most importantly, give parents a vision of what a good education can do for their children. Overwhelmed parents may not be able to help with homework or help their children devote time to it. Too many of our children have to assume adult-like childcare responsibilities for younger siblings and respond to other family needs. But if parents value doing well in school, that message will be communicated often enough to their children to make a difference.

Part Two: Building and Strengthening the Belief in Effort-Based Ability

What do school leaders do if their staff members do not believe that “smart is something you can get?” 
What if the majority of teachers believe in the bell curve of intelligence and recreate it through their actions?
Michael Fullan believes that we can act our way to new beliefs. This is true, but school leaders often encounter still opposition to acting in new ways if these new ways challenge long-held beliefs. So how do we change people’s beliefs? Well, we do not change them – at least not literally. People have to change their own beliefs. But we can have a significant effect on them. Here is how: take a belief that you think is critical to your school’s success and…

· Say it

· Model it

· Organize for it

· Protect it
· Reward it

Say It

At every possible opportunity, express what you believe about effort-based ability and what you think it can do for the children in your school. Sometimes these are public occasions; other times they are small group or private conversations. These constant expressions about the importance of a belief are very powerful forces for others who are considering that belief and beginning to align their behavior with it. Leaders often underestimate the power of simply standing for something publicly and with perseverance.

· Develop a short speech and some concise statements you believe in so you can speak convincingly about the issue

· Use words that do not stifle opposition or the expression of disbelief – you must keep the door open to dialog

· Include a motivational quote or paragraph in every parent newsletter and class newsletter

· Talk about the significance of effort-based ability in your public remarks to staff

· Talk about the significance of effort-based ability at back-to-school night in your welcome speech to parents

· Use posters that list the attributes of effective effort in the halls or in other appropriate and visible places through-out the school

· Get your leadership team on board by putting this topic on the agenda of every meeting, even if only to check in on progress: “What have you seen?” “What have you or your team members done?”

Model It

Build visible action from this belief into your own practice. The following strategies and other similar actions show that you really mean it:

· Teach a class in effective effort to a group of students

· Give teachers feedback on how they send the three crucial messages and use the arenas for attribution retraining. Build the sending of these messages into teacher evaluation criteria

· Model your own openness to taking risks and making and correcting errors by sharing when this happens with staff
· Be seen and heard in one classroom every day talking to a student about something he or she is working on and making positive attribution statements about that work
· Let others see and hear you learning something new

Organize for It
Create structures or events that spring from a belief in effort-based ability.

· Hold a staff development day for all staff or for team leaders on the history of intelligence, the bell curve, and effort-based ability with convincing data about the malleability of intelligence

· Make it a priority to examine the test/retest/retake policy and practices in your school for grading in grade-level or subject teams

· Identify incoming students who are at risk. Choose teachers for them who are the most committed to effort-based ability; provide extra funds in the budget for them

· Institute a required after-school homework study hall for those students who did not do their homework. During this study hall, students do the homework assigned on that day

· Form a committee to develop a curriculum for teaching students about effective effort. See the Efficacy Institute’s curriculum Your “Get Smart” Toolkit (www.efficacy.org).

· Do staff development on classroom interactions for accomplishing attribution retraining

· Create ways to acknowledge or reward students who persevere and correct the errors in their homework or classwork

· Structure a faculty meeting where teachers read and discuss case studies on educators who changed children’s lives through deliberate attribution retraining. Start a follow-up study group where people share their ongoing experiences with attribution retraining and getting students to change their views of themselves

· Train parent volunteers and aides in how to respond to student answers and errors and provide motivating help

· Build “Not Yet” periods into schedules where students receive intensive tutoring in concepts not yet mastered. Reward students who decide to attend these sessions on their own, without being sent by a teacher

· Provide site visits for students to mentors in the community who can testify to the role of education in their success. Show how literacy and math skills are used in the workplace

Protect It

Stand behind teachers who implement practices that may generate negative feedback from peers, such as giving students the highest grades they achieve without averaging the scores of their retakes.

· At budget time, put a “fence” around resources allocated to support effort-based ability structures

· Build community support for these structures and practices by presenting information on them to the school board and community clubs and agencies

· Invite the press to feature stories on your school’s effort-based practices and structures

Reward It
Provide students and teachers with appropriate recognition for acting on their belief in effort-based ability.
· Reward younger students nominated by their teachers for demonstrating effective effort. “Pizza With the Principal” is one possible reward

· Reward older students for academic improvement with off-campus privileges or another special privilege

· Recognize teachers who build effort-based ability into their practice with personal notes, commendations for their files, and, when appropriate, public recognition to the school board or in newsletters

· Support these teachers who build effort-based ability into their practice in ways consistent with the belief by inviting them to attend conferences or other staff development opportunities.
The following exercise is a useful way to introduce the idea of effort-based ability to a staff. Ask staff members to think of an area where they “know” they are not able. (All of us have some area where we believe we have no gifts – “I can’t sign…do math…mix at parties…speak in public, etc.”) Then ask people to remember the time when they first became convinced they had no talent in that area. Have them take notes on the following:
1. What was the event?

2. What happened and who said what?

3. What feelings do you have?

4. What were the consequences?

After giving people 3 or 4 minutes to take notes silently on their memories, ask them to share in small groups.

It is remarkable how vivid these memories often are –how powerful the stories are although they may have happened decades ago. Often the consequence people report is that they never tried again. This exercise illustrates the degree to which we all accept external messages about our ability and avoid areas where we feel that we are defective based on scant but searing evidence. If the area of functioning happens to be reading or academic ability, the consequences for a young person can be devastating and life-altering.

This exercise can be used to initiate a series of faculty forums, shared readings,
 study groups, and informal conversations that are constantly fed by the reading of articles and books and participation in workshops that leaders organize over a period of time. In doing so, leaders will find that their own conviction and clarity to apply the “say it, Model It, Organize for It, Protect It, and Reward It” model will be strengthened.

Building Engines of Hope
Many students in poor communities are up to four grade levels behind (Thernstrom & Thernstrom, 2003). They may live in neighborhoods where low aspirations and bad role models for survival in adult life are the norm, but whatever the disadvantages and the obstacles, students are not held back by inherent intellectual deficiency. If the adults in these schools can act with vigor and perseverance and apply the best practices developed in recent decades, they can make life-changing differences for their students – despite their disadvantages.
It is well documented that in the worst circumstances imaginable, individual schools can rebuild themselves as engines of ability creation and academic achievement for the most disadvantaged students (Charles Dana Center, 1999; Jerald, 2001: Minkoff, 2003; NASSP, 2004). The life cycle of these schools tends to be short – a decade typically from rise to fall. This is a shame, and it is unnecessary. The same cycles of up and down characterize many of our schools in less dramatic ways and in less disadvantaged communities. In every case I know, what rose and fell was not the curriculum, the safety of the neighborhood, or the resources at the school’s disposal. It was the leadership among the adults in the school.
Strong professional learning communities produce schools that are engines of hope and achievement for students. The do not come into being by accident. There is nothing more important for education in the decades ahead than educating and supporting leaders in the commitments, understanding, and skills necessary to grow such schools where a focus on effort-based ability is the norm. This means paying serious attention to the preparation, licensure, evaluation, and continual professional development of school leaders. Our best schools cannot create sustainable change if the clarity and skills of their leaders about how to build PLCs are transient, unmonitored, and underdeveloped. But we now understand these skills, and it is time we put that understanding to work.
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� For additional examples of sticking with students, see The Skillful Teacher by J. Saphier and G. Gower (1997).


� For detailed analyses and examples of these arenas, see the “Expectations” chapter of The Skillful Teacher by J. Saphier and g. Gower (1997).


� For detailed examples, see the “Personal Relationship Building” chapter of The Skillful Teacher by J. Saphier and G. Gower (1997). Also see the “Caring Relationships: The Main Thing” chapter of Beating the Odds by J. Ancess (2003).


� This list was first developed by Jeff Howard of the Efficacy Institute in Waltham, Massachusetts.


� I have found this framework valuable for three decades as a leader in building norms and beliefs in my own organizations. I would love to credit Edgar Shein with this formulation, because for decades I thought it was his. He denies it, however. The original author in unknown to me


�� Suggestions: David Perkins’ Outsmarting IQ: Jeff Howard’s The Social Construction of Intelligence, Stephen Jay Gould’s The Mismeasure of Man; Lauren Resnick’s “From Aptitude to Effort: A New Foundation for Our Schools” (1995), Daedalus, 124(4), 55-62.
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