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IT’S A DISCIPLINE
THE ROLE OF THE SAM PROCESS IN SCHOOL TURNAROUND

DAVID HILLS | KATE PAOLINI | ANDREA HARTZ

GROUP PROCESSING

What percent of school turnaround is due
to the Principal?
At a high poverty or sanctioned schools
does the Principal matter more (or less)?
Can and should you ‘hack’ the Principal to
produce better performance?
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DECEMBER 31, 2012 DEADLINE
“…For the Waterfront Elementary #95, BPS has until

December 31, 2012 to submit an approvable School Under
Registration Review (SURR) plan consistent with
Commissioner’s regulations. If this plan is not submitted
by this deadline, or if the plan submitted is not approvable,
I will recommend revocation of the school’s registration to
the Board of Regents….”
(John King Jr.; Commissioner of Education, New York State; May 3, 2012)

WATERFRONT DEMOGRAPHICS IN 2011-2012
• Enrollment: 873
• English Language Learners: 23%
• Students with Disabilities: 12%
• Economically Disadvantaged: 96%
• White: 13% | Asian/PI: 15%
• Black: 50% | Hispanic: 19%

WATERFRONT DEMOGRAPHICS IN 2015-2016
• Enrollment: 865
• English Language Learners: 31%
• Students with Disabilities: 18%
• Economically Disadvantaged: 91%
• White: 13% | Asian/PI: 20%
• Black: 42% | Hispanic: 21%
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6 YEAR TREND
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THE TIDE IS TURNING

“a sense of optimism permeates the school”
(Buffalo News, November 8, 2012)

2014-2015 RESULTS

"... This year’s progress shows some promise. At
Waterfront Elementary, for example, the
percentage of students proficient in reading
increased from 6.4 percent to 9.4 percent. In
math, the figure went from 9.7 to 15.5 percent. ..."
(The Buffalo News, Thursday August 13, 2015 page A8)
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MOVE TO GOOD STANDING

“Waterfront was the only school in the city that
jumped from the lowest rating – priority – to one in
good standing. The state also removed Waterfront
from its receivership list.”
(The Buffalo News, Saturday, February 27, 2016 page C1-2)

MOVE TO GOOD STANDING

@ WATERFRONT95
# SAM PROCESS
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RESEARCH ON PRINCIPAL TIME USE
• “Principals time on organizational management (e.g., personnel, budgeting)
and operations negatively predicts student achievement and other school
outcomes.” (Horng, Klasik, & Loeb, 2010; May, Huff, & Goldring, 2012)
• “Principals’ time investments in some instruction-related tasks, including
coaching and teacher professional development, are associated with more
positive student outcomes.” (Grissom, Loeb, & Master, 2013; May, Huff, & Goldring,
2012)

• “Principals’ involvement in instructional matters in their schools and
[correlates to] positive school performance.” (Robinson, Lloyd, & Rowe, 2008)

FAST CYCLE OF ACTIONS IN A
TURNAROUND

Measuring
and
Reporting

Influencing
Inside and
Outside
Analysis
and
Problem
Solving

Driving for
Results

Public Impact. “School
Turnaround Leaders:
Competencies for Success”
(The Chicago Public
Education Fund, June 2008,
www. publicimpact.com)

SAM IMPLEMENTATION AT WATERFRONT

• Daily Meeting
• Questions
• Reflection
• Planning

• Time Track
• Calendar
• Graphs
• Goal/Baseline

First Responders
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SAM TEAM MEMBERS

• Administrator
• Teacher
• Principal
• External
Coach

SAM TEAM TRAITS

• Focus on Principal’s Behavior
• Honest/Candid
• Invested
• Integrated
• Transparent

DAILY MEETING

• Questions
• Who did you see?
• Do you have any feedback?
• Did you work with students?
• What can you celebrate?
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PRINCIPAL HACKING AND MANIPULATION

• Baseline of 32%
• Goal 65% for 3 years
• Currently 65.2%
• Corrective
• Target Areas
• Optional Descriptors

FAST CYCLE OF ACTIONS IN A
TURNAROUND

INSTRUCTIONAL
CULTURE.EXE

Measuring
and
Reporting

Influencing
Inside and
Outside
Driving for
Results

Analysis
and
Problem
Solving
Public Impact. “School
Turnaround Leaders:
Competencies for Success”
(The Chicago Public
Education Fund, June 2008,
www. publicimpact.com)
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CONVERSATION, PLANNING AND FEEDBACK

• Mandated APPR Process
• 30 Second Feedback (Rutherford)
• Immediate Informal Feedback
• Technology
• Verbal

• Teacher Requests
• Morning Rounds

MONITORING SCHOOL IMPROVEMENT

• Common Formative
Assessments
• Grade Level Focus: Grade
Level Waves
• Instructional Tracking Tool
• School Leadership Team

SCHOOL WIDE FOCUS: TIDAL WAVES

• History
• Current:
• Data Driven Instruction 3.0
• Differentiation 2.0
• Depth of Knowledge 2.0
• Collaborative Culture
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HORIZONTAL & INDIGENOUS LEADERSHIP
• Leadership Team
• Collaborative Team Meetings
• Vertical
• Horizontal

• Coaching and Embedded Development
• SAM Team
• Positive Behavior, Tier II, Attendance, School Based
Management, Wellness, Parent Involvement…

2016 SCHOOL REVIEW RESULTS: STAFF
Staff Responses to Survey
• "Our school leaders are responsive in discussions involving
programmatic needs and changes." (87.0%)
• "Our school leaders frequently visit our classrooms, conducting
informal walkthroughs." (94.6%)
• "I receive helpful instructional feedback and guidance from our school
leaders." (85.1%)

2016 SCHOOL REVIEW RESULTS: STUDENTS
Student Survey of 3-4th grade:

• "My Principal expects all students to learn and do well in school." (94.6%)
• "Our school has time for music and art." (92.7%)
• "Our school leaders talk about the importance of learning." (92.1%)
Student Survey of 5th-8th grade:

• "Our school leaders have high expectations for students and staff."
(90.9%)
• "Our school provides enrichment activities like music and art." (92.4%)
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2016 SCHOOL REVIEW RESULTS: STUDENTS
Student Responses to a Focus Group:
• “We like that when our school almost closed down, everybody tried their best
to turn things around.”
• “Teachers take more time to make sure we learn than the teachers at my
former school. When we don’t understand something, our teachers will reteach
us. Teachers will change a lesson when we don’t get something to make it more
understandable.”
• “We know that the administration wants students to pass, do their best, and
show student growth. Students are respecting each other, working hard,
helping others, trying to beat the district so Mr. Hills will get a tattoo.”

THE TATTOO

CTRL-ALT-TURNAROUND

11

1/23/2017

2016 SCHOOL REVIEW RESULTS: STUDENTS
"When looking at factors within a school it is estimated that principals are second
only to teachers in their impact on student achievement (Seashore-Louis, et al.
2010). A highly effective principal can increase his or her students’ scores up to 10
percentile points on standardized tests in just one year (Waters, Marzano and
McNulty 2003). Principals can also affect other student outcomes including
reducing student absences and suspensions, and improving graduation rates.
Principals in low-achieving or high poverty, minority schools tend to have a
greater impact on student outcomes than principals at less challenging schools
(Leithwood, et al. 2004, Seashore-Louis, et al. 2010).
Center for Public Education. "The Principal Perspective."
(http://www.centerforpubliceducation.org)

FAST CYCLE OF ACTIONS IN A
TURNAROUND

Branch, Hanushek, and Rivkin.
“Estimating the Effect of Leaders on
Public Sector Productivity (2012).

Measuring
and
Reporting

Influencing
Inside and
Outside
Driving for
Results

Analysis
and
Problem
Solving
Public Impact. “School
Turnaround Leaders:
Competencies for Success”
(The Chicago Public
Education Fund, June 2008,
www. publicimpact.com)
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QUESTIONS
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The principal perspective: full report
Lean on Me. Principal Skinner from The Simpsons. Blackboard Jungle. Articles and books have been written and movies
have been made about principals, with the image of a principal as everything from an ineffective, out-of-touch
authoritarian to a hard-charging leader capable of single-handedly turning around a low-performing school. What impact
do principals actually have on a school? Can they turn schools around? If so, what do they do to achieve such success?
These are important questions, but until recently there has been very little research done on the principal’s role.
Fortunately, that has begun to change due to increased accountability and more data on the effect of principals. Some
researchers now say that principals are second only to teachers in their impact on student achievement (The Wallace
Foundation 2012).
Recent studies have examined the relationship between principals and student outcomes, and attempted to identify what
characteristics and qualifications are needed to be an effective principal, whether that’s providing staff with the resources
and support they need, hiring and retaining the best talent, setting expectations for instruction, or simply gaining more
experience. So what has the research found out? Let’s take a look.
What the research says: an overview
The job of principal has changed dramatically. Principals are now more than ever focused on student achievement
while still retaining their traditional administrative and building manager duties. Because of this, principals typically work
10 hour days and many believe the job is just not “doable” as it is configured now (Usdan, McCloud and Podmostko
2000).
Principals impact their students’ outcomes, particularly at the most challenging schools. When looking at
factors within a school it is estimated that principals are second only to teachers in their impact on student achievement
(Seashore-Louis, et al. 2010). A highly effective principal can increase his or her students’ scores up to 10 percentile
points on standardized tests in just one year (Waters, Marzano and McNulty 2003). Principals can also affect other
student outcomes including reducing student absences and suspensions, and improving graduation rates. Principals in
low-achieving or high poverty, minority schools tend to have a greater impact on student outcomes than principals at
less challenging schools (Leithwood, et al. 2004, Seashore-Louis, et al. 2010). Unfortunately, principals typically
transfer to less challenging schools as they gain experience (Beteille, Kalogrides and Loeb 2011).
Principal turnover adversely impacts schools. Although gains in student achievement temporarily slow whenever
there is a new principal, the impact is felt more at the most challenging schools. In these schools, the new principal is
more likely to have less experience and be less effective than a new principal at a less challenging school, often
resulting in a longer, more pronounced slowdown of achievement gains. The reason for the staffing difference is that
many principals gain their initial experience at challenging schools, then transfer to easier-to-manage schools as those
positions open up. A study of one large urban district found that principals’ second or third schools typically enrolled 89
percent fewer poor and minority students than their first position (Beteille, Kalogrides and Loeb 2011, Miller 2009).
Effective principals retain and recruit effective teachers. Teacher turnover rates typically increase (regardless of
whether teachers leave voluntarily or involuntarily) when there is a change in principals, no matter if the principals are
effective or ineffective (Beteille, Kalogrides and Loeb 2011). However, less effective teachers tend to leave under an
effective principal, while more effective teachers tend to leave when the school is taken over by an ineffective principal.
Furthermore, effective principals are more likely to replace teachers who leave with more effective teachers (Beteille,
Kalogrides and Loeb 2011, Branch, Hanushek and Rivkin 2012, Portin, et al. 2003).
Principals become more effective as they gain more experience. Just as teachers become more effective with
experience, so do principals, especially in their first three years (Clark, Martorell and Rockoff 2009). Furthermore, no
matter how effective a principal was at his or her previous school, when he or she transfers to a new school it takes
approximately five years to fully stabilize and improve the teaching staff as well as fully implement policies and
practices to positively impact the school’s performance (Seashore-Louis, et al. 2010). Effective principals still make
significant improvements in their first few years; however, their effectiveness definitely increases over time.
Unfortunately, schools that serve the most challenging students are more likely to be led by less experienced principals
than more advantaged schools (Loeb, Kalogrides and Horng 2010). Even so, although both effective and ineffective
principals typically transfer to less challenging schools within a district, effective principals are more likely to stay at
challenging schools longer than their ineffective colleagues (Branch, Hanushek and Rivkin 2012).
Being an instructional leader is a hallmark of effective principals. Effective principals are more likely to provide
their teachers with the support and motivation they need to be effective teachers. For example, although both effective
and ineffective principals claimed to frequently observe their teachers, effective principals make more unscheduled
observations and provide immediate feedback (The Wallace Foundation 2012).
This report will examine each of the above points in more detail.

The job of principal has changed dramatically
The role of principal has changed dramatically over the past couple of decades (Levine 2005). It wasn’t too long ago that
a principal’s primary tasks were limited to making sure that the buses ran on time, ordering supplies, and addressing
personnel issues (Usdan, McCloud and Podmostko 2000). Nowadays, a principal’s main responsibility is student learning
(The Wallace Foundation 2012, Usdan, McCloud and Podmostko 2000). Since the administrative and building
management duties have not disappeared, the average principal now puts in over 10 hours a day (Usdan, McCloud and
Podmostko 2000).
Today, principals must spend much more time in classrooms than in the office, and they are asked to focus on curriculum
and instruction as well as collecting, analyzing, and using data to improve student achievement (The Wallace Foundation
2012, Usdan, McCloud and Podmostko 2000). On top of that, they are expected to rally students, teachers, and the
community to help achieve these goals (Usdan, McCloud and Podmostko 2000). It is no surprise that principals
increasingly say the job is simply not doable (Usdan, McCloud and Podmostko 2000).
In response to these new responsibilities, the Interstate School Leaders Licensure Consortium (ISLLC) created a set of
standards for principals. ISLLC, a consortium of national education leadership organizations including the National

1/17/2017 3:15 PM

The principal perspective: full report

2 of 8

http://www.centerforpubliceducation.org/Main-Menu/Staffingstudents/T...

Association of Elementary School Principals, the National Association of Secondary School Principals, the Council of
Chief State School Officers and several others, created these standards in 1996 and most recently revised them in 2008.
Among other things, the standards recommend that principals have knowledge of (Grossman 2011):
principles of effective instruction
curriculum design, implementation, evaluation, and refinement
principles related to implementing a strategic plan
information sources, data collection, and data analysis strategies
how to inspire others with the vision that all children can learn at high levels.
This is not an exhaustive list, and ISLLC standards are simply a broad set of guidelines that states can use as a model for
developing or updating their own standards. However, they do show that the duties principals need to perform are much
different than those performed by principals in the last century. As the report will show, these new requirements are also
essential skills principals need to improve student achievement, especially when leading low-performing schools.

Principals significantly impact students’ outcomes, particularly at the
most challenging schools
Principals cannot simply ride into a school on a white horse and turn around a low-performing school by themselves.
However, research strongly suggests they are a key ingredient to improving a school’s performance, especially
low-achieving schools and those schools serving traditionally disadvantaged students. As the Wallace Foundation stated,
“There are virtually no documented instances of troubled schools being turned around without intervention by a powerful
leader” (Leithwood, et al. 2004).
So exactly how much does a principal impact student outcomes, and does the type of school make a difference?
Furthermore, does the impact differ depending on the location of the schools, the students in the school, or the type of
school they lead?
The Wallace Foundation, which has been examining principal effectiveness over the past decade, has declared that
principals are second only to teachers as the most influential in-school factor in student achievement (Leithwood, et al.
2004, Seashore-Louis, et al. 2010). Out of all school-level factors, teachers are estimated to account for more than a
third of the variation in a school’s achievement (Seashore-Louis, et al. 2010). But the Wallace Foundation calculated that
principals represent nearly 25 percent of the variation in a school’s achievement (Seashore-Louis, et al. 2010). This is
because while individual teachers have a tremendous impact on their students’ achievement, it takes multiple in-school
factors coming together to significantly improve student achievement on a large scale (The Wallace Foundation 2012).
Principals are in the unique position to bring those factors together.
Overall impact on student outcomes
Several researchers show that principals play a significant role in student achievement. One study found that an average
school led by a highly effective principal performed 10 percentage points higher than if that school was led by an average
principal (Waters, Marzano and McNulty 2003). A more recent study found that, based on value-added scores, having a
highly effective principal increased students’ achievement from the 50th percentile to between the 54th and the 58th
percentiles in just one year, depending on the type of analysis conducted (Branch, Hanushek and Rivkin 2012). Such
impact on student achievement is similar to that of reducing class size by five students (Branch, Hanushek and Rivkin
2012, Rivkin, Hanushek and Kain 2005). (Keep in mind that a principal’s impact differs depending on the level of the
school, the demographics of the students in the school, and the initial performance of the students.)
There is some evidence that principals not only impact academic achievement, but other outcomes as well:
When examining principals’ impact on the number of days students miss, researchers found that student absences
were lower in schools led by effective principals than when led by less effective principals. Furthermore, the impact
was even greater in low-performing and high-poverty schools than in high-performing and low-poverty schools
(Branch, Hanushek and Rivkin 2012, Clark, Martorell and Rockoff 2009).
Over the long term, principals can impact a school’s graduation rate. A high school led by a highly effective
principal would have a graduation rate nearly 3 percentage points higher than a high school led by an average
principal (Coelli and Green Forthcoming). But it takes time for even highly effective principals to have such an
impact. On average, the effect of principals on their school’s graduation rate starts in their second year at the
school. It’s not until a principal is at a school for at least four years that the full impact is evident (Coelli and Green
Forthcoming).
There is limited research on the effect of principals on non-academic outcomes. So the impact of principals on many
other outcomes still needs to be explored.
Greater impact on the most challenging schools
Principals have more of an impact on student achievement in the most challenging schools – specifically, high-poverty
and high-minority schools as well as low-performing schools -- than principals in less challenging schools. For example, a
study by the CALDER Center found that the impact of principals, as measured by the value-added scores based on
student test scores, was nearly twice as large in high-poverty schools as in low-poverty schools (Branch, Hanushek and
Rivkin 2012). Furthermore, their 2009 study also found the impact to be greater in large high-poverty schools than in
large low-poverty schools, which has been found in other studies as well (Branch, Hanushek and Rivkin 2009, Clark,
Martorell and Rockoff 2009, Loeb, Kalogrides and Horng 2010). Similar results were found for high-minority and
low-performing schools as well. See a graph illustrating these effects.
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Greater impact on elementary schools
Principals also have more of an impact at the lower grades. As a matter of fact, principals have the greatest impact in
elementary schools, less over middle schools, and the least over high schools (Leithwood, et al. 2004, Seashore-Louis, et
al. 2010).
Although it is not clear why, it may be due to the fact that middle and high schools typically have more teachers than
elementary schools. As a result, principals in these schools are less likely to provide direct supervision and support to
their teachers (Seashore-Louis, et al. 2010). As with leaders in other organizations, a principal’s influence is difficult to
maintain as the organization expands, and (as a later section will show) providing such support is an important factor in
principal’s effectiveness.
Another reason principals may have less impact at the middle and high school levels is that teachers in these schools are
usually subject-specific. Consequently, principals are unlikely to have the subject specific knowledge necessary to provide
the same instructional support as elementary school principals (Leithwood, et al. 2004, Seashore-Louis, et al. 2010), and
instructional support is key to principal effectiveness. While middle and high school principals should be able to rely on
their department heads to provide such support, department heads don’t seem to be filling in that gap (Leithwood, et al.
2004, Seashore-Louis, et al. 2010). Finally, elementary school principals may have more impact because they spend 60
to 80 percent of their time in the classroom, while the average high school principal’s job has not fully transitioned into a
role as the school’s instructional leader (Grigsby, et al. 2010). However, even though elementary school principals have
the most impact, as we saw in the first section, principals at all levels still significantly affect school performance.

Principal turnover adversely impacts schools
Just as a principal’s presence can improve student
achievement, a principal’s departure can have the
opposite effect. In a study of Miami-Dade County Public
Schools (MDCPS) researchers found that students
attending schools with a new principal made lower
achievement gains in math than they had been under
the previous principal (Beteille, Kalogrides and Loeb
2011). This was true whether the incoming principal
had no prior experience or if he or she was a temporary
or interim principal (Beteille, Kalogrides and Loeb
2011). Yet, if the new principal at the school had
previous experience at another school, the negative
impact was minimized (Beteille, Kalogrides and Loeb
2011). Similar results were found when studying
principals in North Carolina as well (Miller 2009).
Tenure length
Research shows it takes approximately five years to
put a teaching staff in place as well as fully implement
policies and practices that will positively impact the
school’s performance (Seashore-Louis, et al. 2010).
Keep in mind, effective principals still make significant
improvements in their first years as well (Coelli and
Green Forthcoming, Portin, et al. 2003, SeashoreLouis, et al. 2010).
Yet the average length of a principal’s tenure is three to
four years for the average school (Seashore-Louis, et
al. 2010). In low-performing schools and schools
serving disadvantaged students, the average tenure is
even shorter. For example, in MDCPS, principals in the
lowest performing schools had an average of 2.5 years
of experience at that school -- less than half the
average tenure of principals in their highest performing
schools (5.1 years) (Loeb, Kalogrides and Horng
2010).

Turnaround strategies and principals
If a principal truly is one of the key ingredients to turning around
a school, how do we evaluate federal and state turnaround
strategies that involve removing or replacing the school’s
principal?
The research that exists seems to suggest that we evaluate
strategies based on two factors: the effectiveness of the
principal and the time allowed for a turnaround to occur.
First, a turnaround strategy that replaced an ineffective principal
with an effective one could have a significant impact, because
we know that effective principals can have a measurable impact
on student achievement. Since teachers are an important part
of a principal’s strategy, effective teachers would be key to
turning around a struggling school as well.
The time given for a turnaround to take place would also be
key. The research shows that time affects principals’
effectiveness in two ways. First, a rookie principal makes the
most dramatic increases in his or her own effectiveness in the
first one to two years of being a principal. A replacement
principal would ideally have at least three years of experience
and have a record of success in a previous school.
Second, even an effective principal with experience needs
some time to become as effective in a new setting. Looking at
value-added data, it seems that a highly effective principal
needs at least one to two years to become as effective in a new
school.

Finally, research also shows that it takes a highly effective
principal about five years to fully impact a school’s
performance, particularly in terms of putting in place a staff
whose vision is aligned with the principal’s and to have fully
implemented policies and practices to improve student
Tenure length varies
achievement. The five years has less to do with scores and
While annual turnover rates for principals range
between 15 and 30 percent, similar to turnover rates of more to do with institutionalizing the changes the principal had
managers in other professions, turnover rates at more made that improve student achievement. Ideally, then, a
turnaround strategy would identify highly effective principals
challenging schools are on the higher end of that
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spectrum (Beteille, Kalogrides and Loeb 2011, Boyd, et
and provide the proper incentives and support for them to
al. 2008, Clark, Martorell and Rockoff 2009). For
implement and institutionalize improvements over five years.
example, the principal turnover rate in MDCPS is 22
percent, similar to that found in other large urban districts such as Milwaukee (20 percent), San Francisco (26 percent)
and New York City (24 percent). However, within MDCPS the turnover rate rises to 28 percent for the district’s highestpoverty schools, compared to an 18 percent turnover rate in their lowest-poverty schools (Beteille, Kalogrides and Loeb
2011). Similar results were found examining New York City schools (Clark, Martorell and Rockoff 2009). And when
challenging schools lose an effective principal, that principal is likely to be replaced by a less-experienced and
less-effective principal (Beteille, Kalogrides and Loeb 2011, Branch, Hanushek and Rivkin 2012). See graphs illustrating
these effects.

The good news is that the most effective principals are more likely to remain at a school for at least three years, even at
challenging schools, than the least effective principals (Branch, Hanushek and Rivkin 2012). At more challenging
high-poverty schools, 67 percent of the most effective principals return for a fourth year (Branch, Hanushek and Rivkin
2012). In contrast, less than two-thirds of the least effective principals return to those schools (Branch, Hanushek and
Rivkin 2012). So although more challenging schools have greater principal turnover, the most effective principals have
longer tenures than ineffective principals (Branch, Hanushek and Rivkin 2012, Seashore-Louis, et al. 2010).
Effective vs. ineffective principals
In general, ineffective principals exhibit more
turnover than effective principals. While there is
little indication that ineffective principals leave the
profession at a higher rate than effective
principals, there are indications that they change
jobs more often. While ineffective principals stay
for shorter periods at challenging schools, they
also stay for shorter periods at all types of
schools. Given the negative impact principal
turnover has on student achievement, ineffective
principals’ short tenures are another way they
negatively impact schools.

What do we mean by "effective"?
In this paper, an “effective” principal is defined as one whose students
make greater than average gains than similar students in other
schools. Those gains are calculated using value-added growth
models, which compare the change in student achievement from one
year to the next of a large group of students with similar demographic
characteristics and prior achievement. Students who attend a school
led by a principal with high value-added scores would, on average,
make greater achievement gains than if they attended a school led by
a principal with lower value-added scores. In contrast, students
attending a school led by an ineffective principal would, on average,
make fewer gains than if they attended a school led by an average
effective principal. (For a fuller explanation of value-added models
and scores, see “Measuring student growth.”)

It is noteworthy, then, that principals who leave
rarely leave the profession – they simply transfer
to a less challenging school (Branch, Hanushek and Rivkin 2012). While in other professions managers often leave after
periods of poor performance, the vast majority of principals who leave a school – even ineffective ones -- do so voluntarily
and typically transfer within the district (Beteille, Kalogrides and Loeb 2011, Branch, Hanushek and Rivkin 2012). For
instance, nearly 80 percent of the least effective principals in high-poverty schools in Texas continue to be principals in
the state (Branch, Hanushek and Rivkin 2012). While ineffective principals are leaving more challenging schools, they are
simply transferring to less challenging and higher performing schools where their ineffectiveness is masked by their new
school’s already-high performance. To put it simply, while students in schools led by ineffective principals may be high
achieving, they could be even higher achieving if they were led by an average or highly effective principal instead.
Why turnover happens and what might decrease it
The major reason for principal turnover, especially in high-poverty, high-minority schools, is the desire to lead less
challenging schools, which often translates into principals transferring into higher achieving schools that tend
to enroll fewer poor and minority students (Beteille, Kalogrides and Loeb 2011, Clark, Martorell and Rockoff 2009, Loeb,
Kalogrides and Horng 2010). For example, in Miami-Dade County Public Schools (MDCPS) a principal’s second or third
school had 89 percent fewer poor and minority students than their first school, as well as fewer low-achieving students
(Beteille, Kalogrides and Loeb 2011). However, for principals whose race is the same as the largest student racial group
in the school this is less likely to be the case (Loeb, Kalogrides and Horng 2010).
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When researchers looked more deeply into why principals transfer to less challenging schools it turns out that a
principal’s desire had less to do with the student demographics than working conditions (Loeb, Kalogrides and Horng
2010). Schools that serve a large number of low-income and/or minority students tend to have more difficult working
conditions such as inferior facilities, fewer instructional resources, and less qualified staff among others. Most principals
are not paid extra to work in more difficult conditions, The only way they can mitigate these conditions is by transferring to
a school that is less demanding schools that tend to be lower-poverty schools (Beteille, Kalogrides and Loeb 2011, Loeb,
Kalogrides and Horng 2010). So principals often use more challenging schools as stepping stones to lead less
challenging schools as they gain more experience (Beteille, Kalogrides and Loeb 2011, Clark, Martorell and Rockoff
2009, Loeb, Kalogrides and Horng 2010).
Finally, the five-year mark is important. The probability of principals leaving their current school increases each year for
the first five years of tenure within a school and decreases for principals with tenures of at least six years (Branch,
Hanushek and Rivkin 2012).
Turnover’s implications
Taken together, research shows that stable leadership at a school has a positive impact on a school’s performance.
Unfortunately, our lowest performing schools serving our most disadvantaged students have the least stable leadership.
This has led to many of these schools being led by less experienced, less qualified, and less effective principals (Loeb,
Kalogrides and Horng 2010). To make matters worse, once principals serving these schools gain experience and become
more effective, they prefer to transfer to schools that are higher-performing and serve fewer disadvantaged students.
Such frequent turnover negatively impacts student achievement as well as teacher turnover. Providing a more stable,
effective school leadership for our most disadvantaged and low-performing school would likely have a significant impact
on the outcomes of the students attending those schools.
The negative impact of principal turnover also highlights the importance of hiring effective principals for the most
challenging schools in the first place. Since principal turnover negatively impacts student achievement for multiple years,
hiring an ineffective principal can negatively impact student achievement for several years, even if he or she is replaced
by an effective principal.
Such findings have implications for federal and state turnaround policies, which often offer the option of replacing the
principal. However, consistently replacing a principal can actually harm a school, since high principal turnover would
negatively impact the school’s performance (Beteille, Kalogrides and Loeb 2011). On the other hand, such a strategy can
have a significant impact on the school’s performance if the new principal is highly effective and is given at least five
years to improve the quality of the teaching staff and implement policies and practices focused on high achievement for
all students. Simply replacing a principal in a failing school may actually do more harm than good; but replacing an
ineffective principal with a highly effective principal while providing incentives for the new principal to remain at the school
for more than five years could have a dramatic impact on the school’s achievement and other outcomes.

Effective principals improve teacher quality
Now that we know that principals impact schools, how do they do it? A main way is through increasing the effectiveness
of their teachers. They do this by retaining and recruiting effective teachers, and by providing teachers the resources and
support they need to maximize their impact on student achievement.
As we will show in this section, teacher turnover rates increase when there is a change in principals, no matter if the
principals are effective or ineffective (Beteille, Kalogrides and Loeb 2011, Miller 2009). However, the less effective
teachers are more likely to leave a school when taken over by an effective principal and they tend to be replaced by more
effective teachers. In contrast, ineffective principals see more of their effective teachers leave (Beteille, Kalogrides and
Loeb 2011, Branch, Hanushek and Rivkin 2012). The next section will go into more detail on how principals can increase
their teachers’ effectiveness by providing instructional support.
Keep in mind that isolating a principal’s impact on recruiting and retaining effective teachers is difficult due to a multitude
of outside influences. So while these results should be viewed with some caution, they still provide some insight into the
impact principals have on the effectiveness of their teaching staff.
Teacher turnover increases with a new principal
Teacher turnover increases whenever there is a new principal, no matter how effective the principal is. Overall, the odds a
teacher will leave a school are 17 percent higher when a new principal enters (Beteille, Kalogrides and Loeb 2011). And
teacher turnover increases for two years following the departure of the previous principal (Miller 2009).
But simply having a new principal doesn’t provide the full story on why teachers leave a school. The previous experience
of the incoming principal affects a new principal’s impact on teacher turnover (Beteille, Kalogrides and Loeb 2011). For
example, teacher turnover is greater when the new principal has little or no previous experience as a principal (Beteille,
Kalogrides and Loeb 2011). Moreover, teacher turnover is even greater under temporary or interim principals (Beteille,
Kalogrides and Loeb 2011).
As principals gain experience in a particular school, teacher turnover decreases. For example, compared to a new
principal, the teacher turnover rate is 1 percent point lower in schools where the principal has five or more years of
tenure. Effectively, this means around 10 percent fewer teachers leave (Clark, Martorell and Rockoff 2009, NCES 2011).
And the odds of teacher turnover are reduced 4 percentage points for every extra year a principal remains at a school
(Beteille, Kalogrides and Loeb 2011). So, more stable leadership at a school leads to a more stable teaching staff, which
can contribute to a more effective teaching staff.
However, a new principal may come into the school expressly to remove ineffective teachers and replace them with more
effective teachers. Some studies have shown that effective principals are more likely to aggressively weed out ineffective
teachers as well as recruit new teachers more carefully (Portin, et al. 2003). More effective principals also lose fewer
effective teachers (Branch, Hanushek and Rivkin 2012), probably by creating a more favorable working environment (The
Wallace Foundation 2012). So effective principals are more likely to improve their teaching staff by retaining and
recruiting effective teachers.
Conversely, the least effective principals lose a greater share of their most effective teachers. In fact, ineffective principals
not only drive effective teachers out of their school; they drive their most effective teachers out of their district (Branch,
Hanushek and Rivkin 2012). To make matters worse, the impact is greater at high-poverty schools. In these schools,
effective teachers are more likely to leave a school led by an ineffective principal (Beteille, Kalogrides and Loeb 2011).
Since high-poverty schools typically have less favorable working conditions, it makes sense for effective teachers to leave
a school where the principal is not making it any easier.
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Principals impact their teachers’ performance
Effective principals not only recruit and retain effective teachers, they also improve the effectiveness of the teachers they
do have (Seashore-Louis, et al. 2010). They do this by improving teachers instructional abilities (Robinson, Lloyd and
Rowe 2008, Seashore-Louis, et al. 2010). In general, effective principals are strong instructional leaders who consistently
provide constructive feedback to new and veteran teachers alike on how to improve instruction, which will be expanded
upon in a later section. However, it takes time for principals to have such an impact -- which is one reason why principal
turnover has an adverse affect on schools.
Even teacher absences are lower under more effective principals (Miller 2009). Furthermore, teacher absences decline
as a principal’s effectiveness increases (Miller 2009). A possible explanation is that teacher morale is higher in schools
led by effective principals, and happier teachers are less likely to be absent (Miller 2009). As such, students spend more
time being taught by an effective teacher rather than a substitute.

Principals become more effective as they gain more experience
Finally, what makes an effective principal? Unlike teachers, where research shows a strong correlation between a
combination of certain teacher characteristics and student outcomes (Center for Public Education 2005), it is less clear
which principal characteristics are associated with higher student outcomes. However, some reliable research is starting
to emerge.
Two studies by the CALDER Center provide important insights
The impact of an effective principal
into what principal characteristics affect student achievement.
One study, by Coelli and Green, examined principals in New
Schools that have highly effective principals:
York City, while another study, by Branch, Hanushek, and Rivkin,
Perform 5 to 10 percentage points higher
examined principals in Texas. Other studies by various
than if led by an average principal
organizations such as the Wallace Foundation have also
Have fewer student and teacher absences
examined the connection between principals and student
Have effective teachers stay longer
outcomes. All the studies have come to a fairly similar
Typically replace ineffective teachers with
conclusion: that principals become more effective with
more effective teachers
experience.
Have principals who are more likely to stay for
Experience as a principal
at least three years
Have principals who have at least three years
Research is quite clear that new principals become more
of experience at that school
effective as they gain experience (Beteille, Kalogrides and Loeb
2011, Branch, Hanushek and Rivkin 2012, Clark, Martorell and
Effective principals have the most impact in
Rockoff 2009, Coelli and Green Forthcoming, Seashore-Louis, et elementary schools and in high-poverty, high-minority
al. 2010). Just like teachers, principals make significant
schools.
improvement in their first couple of years, then make more
modest improvements in the following years (Clark, Martorell and Rockoff 2009, Coelli and Green Forthcoming). For
example, one study found the difference in the effectiveness of a first year principal and a third year principal to be similar
to the difference in the effectiveness of a first year teacher and a second year teacher (Boyd, et al. 2008, Clark, Martorell
and Rockoff 2009). Other researchers have found the difference to be a bit smaller, but still significant (Branch, Hanushek
and Rivkin 2012).
Many qualifications have little effect
What about other characteristics, such as previous experience in other jobs or level of education? Surprisingly, very few
have shown a relationship to principal effectiveness. Here are some of the characteristics that have been studied:
Years of experience as a teacher or an assistant principal: no. When it comes to principals, almost all have previous
experience as a teacher. Many have previous experience as an assistant principal as well. But the amount of time served
in these positions does not seem to impact principals’ effectiveness. A study based in New York City found that the
number of years a principal was a teacher or was an assistant principal had no bearing on how effective he or she was as
a principal (Clark, Martorell and Rockoff 2009). However, a new principal who had previously been an assistant principal
at the same school was initially more effective than other new principals (Clark, Martorell and Rockoff 2009). The impact
was short-lived; other new principals were just as effective after gaining experience (Clark, Martorell and Rockoff 2009).
Education: no. Since most principals in the sample studied have a M.A. degree, it is not possible to examine the impact
of having a M.A. degree vs. not having one. However, researchers were able to examine the impact of a principal’s
college. They found that (unlike teachers) the selectivity of a principal’s college, whether undergraduate or graduate, had
no bearing on his or her effectiveness as a principal (Clark, Martorell and Rockoff 2009).
Principal training programs: sometimes. There is no clear consensus on the impact of principal preparation programs.
Such programs differ dramatically not only across states but within states as well. So it really isn’t feasible for researchers
to evaluate the general impact of principal preparation programs on effectiveness. However, researchers have evaluated
specific programs’ impact on the effectiveness of principals trained by them, and have found mixed results. It has shown
that some programs consistently turn out effective principals: For example, graduates from New York City’s Aspiring
Principal Program (APP) improve their school’s performance relative to the improvement other principals would have
made (Clark, Martorell and Rockoff 2009). Other programs typically do not.
Professional development: sometimes. The impact of principal professional development programs on effectiveness is
quite mixed (Boyd, et al. 2008). There are some programs in New York City, such as the Cahn Fellows program, that
have been shown to improve the effectiveness of already effective principals (Clark, Martorell and Rockoff 2009).
However, when the Wallace Foundation interviewed principals across nine states, most gave their districts low marks for
providing quality professional development (Seashore-Louis, et al. 2010).
So does anything other than experience consistently make a difference? It turns out that principal effectiveness has less
to do with resume qualifications and more to do with actions taken on the job. Fortunately, researchers, particularly at the
Wallace Foundation, have been looking at what actions effective principals take that ineffective principals don’t.

Being an instructional leader is a hallmark of effective principals
Principal effect is related most to what they do to specifically support academic learning. While individual actions
contribute to a principal’s effectiveness, it is important to keep in mind that no single action is consistently linked to
improved student outcomes (Seashore-Louis, et al. 2010).
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Characteristics of an effective principal

Set goals and provide a vision. The foundation for being an
effective principal is establishing a school-wide vision and
Principals who are highly effective are more likely to:
commitment to high standards and success of all students (The
Wallace Foundation 2012). This is essential in creating a culture
Have at least more than three years of
of academic success for all students within a school (The
experience overall
Wallace Foundation 2012). Doing so means the principal spells
Have at least three of experience at that school
out high expectations and rigorous learning goals all students
Share leadership responsibilities, rather than
are expected to meet (The Wallace Foundation 2012).
just delegate paperwork
Have a clear sense of instructional goals
Not only is setting goals important, but instilling the belief in
Give ongoing, informal feedback and support
teachers that they can reach these goals is, too (Seashoretoward those goals
Louis, et al. 2010). Principals who are able to inspire their
Conduct unannounced, informal teacher
teachers in this way have a small but positive impact on student
evaluations or classroom visits and give
achievement (Seashore-Louis, et al. 2010).
feedback afterward
Have school boards and superintendents who
Share leadership. The most effective principals do not do it
exhibit a clear vision of what constitutes a good
alone. They share leadership responsibilities with their teachers
school and create a framework that gives
and other administrators (Seashore-Louis, et al. 2010). This
principals both autonomy and support to reach
does not mean that principals sacrifice their authority over a
those goals
school. To the contrary, principals that effectively share
leadership still actively monitor and support those tasks to
ensure everyone is progressing towards the school’s goals
(Seashore-Louis, et al. 2010, The Wallace Foundation 2012). In
schools that had high levels of such shared leadership, the principals rarely assigned purely administrative work to
teachers or other professionals in the school (Seashore-Louis, et al. 2010). So, shared leadership is primarily focused on
meeting a school’s goals, not simply spreading out the workload.
Are instructional leaders. Principals that provide teachers with instructional leadership improve student achievement
(Seashore-Louis, et al. 2010). As a matter of fact, a principal’s instructional leadership has about three to four times more
impact on student achievement than “transformational leadership,” where principals focus on motivation and improving
the morale of their teachers (Robinson, Lloyd and Rowe 2008). Principals show instructional leadership by setting a
culture within the school that supports continual professional learning and by taking explicit steps to support individual
teachers (Seashore-Louis, et al. 2010).
There are several ways teachers say principals provide instructional support:
by emphasizing the value of research-based strategies and applying them effectively to their own school
(Seashore-Louis, et al. 2010).
by encouraging teacher collaboration (The Wallace Foundation 2012)
by providing more time for teacher planning (The Wallace Foundation 2012)
Principals with these characteristics are rated higher in supporting improved instruction and this in turn improves student
achievement (The Wallace Foundation 2012).
Principals also provide instructional support by monitoring their teachers’ work. But The Wallace Foundation found a great
contrast between effective and ineffective principals in how they do this. (The Wallace Foundation 2012). Effective
principals provide support by having ongoing and informal interactions with teachers throughout the year; they don’t
simply wait for the annual formal evaluations to provide feedback to their teachers (The Wallace Foundation 2012). While
both sets of principals said they frequently visit classrooms, effective principals made more frequent and spontaneous
observations of classroom instruction so they could provide direct and immediate feedback to help improve their teachers’
performance, no matter if the teacher was a novice or a veteran (Seashore-Louis, et al. 2010). In contrast, ineffective
principals still made classroom visits, but they were usually planned in advance and they rarely provided feedback to
teachers afterward (Seashore-Louis, et al. 2010).
The Wallace Foundation found that principals who were highly rated overall by their teachers ranked high in both giving
specific instructional guidance and setting an overall tone of research-based instruction (Seashore-Louis, et al. 2010).
And it’s interesting to note that principals rated highly in developing this type of instructional climate were more effective
than principals rated highly in “developing an atmosphere of caring and trust” (The Wallace Foundation 2012).
Support from their districts. The principals interviewed by the Wallace Foundation believed that districts can have the
greatest role in improving their effectiveness by providing (Seashore-Louis, et al. 2010):
Strong guidance on curricular and instructional improvements; and
Guidelines to help shape and support motivation for change within their own schools.
In districts that provided such guidance, teachers also rated their principals as more effective instructional leaders
(Seashore-Louis, et al. 2010). Furthermore, in high-performing districts, district leaders believed they could develop
effective principals by setting expectations for certain leadership practices (Seashore-Louis, et al. 2010). On the other
hand, lower-performing districts believed that principal effectiveness was simply attributable to innate personal traits
(Seashore-Louis, et al. 2010).
Other research shows that in districts that are highly supportive of their principals, districts and school board leaders
exhibit a clear vision of what constitutes a good school and create a framework in which the principal has the autonomy to
work with teachers on an improvement agenda with support from the district (Bottoms and Schmidt-Davis 2010). On the
other hand, if the district does not provide clear goals or set a vision beyond basic ”test prep,” even the most capable
principals will likely be nothing more than caretakers while presiding over schools and teachers that lack direction
(Bottoms and Schmidt-Davis 2010).
To set goals and vision, the district must develop a strategic plan that manifests their vision (Bottoms and Schmidt-Davis
2010). By doing so, districts can give principals more autonomy to make decisions within the framework of the strategic
plan. At the same time, principals can also be held more accountable for their school’s improvement (Bottoms and
Schmidt-Davis 2010). (For more information on doing so, see The Key Work of School Boards, developed by NSBA.)
While autonomy is important, principals need the support of their district to be effective (Bottoms and Schmidt-Davis
2010). Hence, district leaders play an important role on the impact their principals have on their schools by supporting
them in the following ways (Bottoms and Schmidt-Davis 2010):
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Developing tools and processes principals can use to ensure instruction is aligned to the district’s goals and
standards.
Investing in high quality professional development for principals and teachers.
Setting a culture and support for the use of data beyond simple test scores to improve student outcomes. (For
more informationon how to do this, visit the Center’s site, Data First, at www.data-first.org.)
Regularly identifying promising principal candidates within schools and help create a smooth transition when a
principal decides to the leave the school.

Conclusion
Research clearly shows that principals are a key ingredient in the performance of their school, especially if that school
enrolls a large number of low performing and/or poor and minority students. Unfortunately, challenging schools are more
likely to be led by less experienced and less effective principals even though principals have a greater impact on these
schools than on less advantaged schools. Although effective principals tend to remain at these challenging schools longer
than ineffective principals, most effective principals transfer to less challenging schools within the district -- not because of
the students but because of their desire for better working conditions. Being a principal is hard work but being a principal
in a challenging school that lacks much needed resources is even harder so it is no wonder most principals gravitate to
less challenging schools, especially since there is typically no difference in pay.
So while the No Child Left Behind Act (NCLB) and other policies of the past decade have mainly focused on teachers to
close achievement gaps, research shows that focusing on principals could have a strong impact on turning around
low-performing schools and propel student learning. Experienced principals who focus on instructional leadership, give
specific, informal feedback to teachers, and share the workload can have a significant, measurable impact on student
achievement.
More than a head disciplinarian or a glorified schedule-maker, the principal of today’s school is a leader. While teachers
may have the primary influence on student achievement, individual teachers cannot do it alone. An effective principal is
needed to maximize teachers’ individual effectiveness as well as the school’s effectiveness as a whole. School boards,
educators and policymakers who focus on supporting the principal’s role as instructional leader will be supporting what’s
best for students as well.

Questions for School Boards
How are principals evaluated for effectiveness?
Are evaluations linked to student achievement?
Are evaluations linked to the district’s goals and strategic plan?
Do all students have equal access to effective or experienced principals?
What incentives does your district give principals to lead challenging schools?
What kind of professional development does your district provide principals?
Has the school board read and discussed the ISLLC standards?
How does the district handle ineffective principals?
What is the principal turnover rate in your district? How does it vary by school? What could your district do to
decrease the turnover rate to the key period of three to five years?
How does your district identify potential principals?
How effective are principal preparation programs?
Are these preparation programs aligned to the needs of the district?
Published April 2012. Copyright Center for Public Education.
This study was written and researched by Jim Hull, Center for Public Education's Senior Policy Analyst.
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Making the Most of This Guide: What You Need to Know
About this Guide
Why are Leaders So Important in a Turnaround?
Evidence collected over the last 30 years suggests that effective school leaders significantly
influence student learning and other aspects of school performance. 1 Documented experience
also indicates that individual leaders in failing organizations in various sectors, including
education, can effect rapid, dramatic improvements. 2 School turnaround is possible, but it takes
a broader, concerted effort with daring leadership at the helm and persistent, achievementoriented collaboration among staff. That is the stuff of which rapid, bad-to-great turnarounds
across sectors are made.
This guide aims to help districts attempting turnarounds understand the underlying
characteristics of leaders likely to succeed in this unique context, based on the best available
research to date. As more schools attempt turnarounds, increasingly accurate, detailed
descriptions of leaders who are successful in this context will be possible.
What Does This Guide Include?
This is a companion guide to several other documents related to selecting leaders and teachers
for turnaround schools. All of these guides seek to clarify the most critical competencies – or
patterns of thinking, feeling, speaking and acting – that enable people to be successful in
attempts to transform schools from failure to excellence quickly and dramatically.
This guide provides leader competency definitions, school examples, and detailed levels of
increasingly effective competence. For more specific information about how to select school
leaders for turnaround schools, see Leaders for School Turnarounds: Selection Toolkit. For
information about teacher competencies and teacher selection in turnaround schools, see
Teachers for School Turnarounds: Competencies for Success and Teachers for School
Turnarounds: Selection Toolkit. With the right tools and processes, competencies are strong
predictors of work performance and can be very effective guideposts for selection, professional
development, promotion, outplacement and pay.

1

Leithwood, K., Louis, K.S., Anderson, S., & Wahlstrom, K. (2004). How leadership influences student learning.
Minneapolis: University of Minnesota; Leithwood, K. & Riehl, C. (2003). What we know about successful school
leadership. Philadelphia, PA: Laboratory for Student Success, Temple University; Waters, J.T., Marzano, R.J., &
McNulty, B.A. (2003) Balanced leadership: What 30 years of research tells us about the effect of leadership on
student achievement. Aurora, CO: Mid-continental Research for Education and Learning; Davis, S., DarlingHammond, L., LaPointe, M., & Meyerson, D. (2005). School leadership study: Developing successful principals.
Stanford, CA: Stanford Educational Leadership Institute.

2

See School Turnarounds: A Review of the Cross-Sector Evidence on Dramatic Organization Improvement, by
Public Impact for the Center on Innovation and Improvement (2007) and Turnarounds with New Leaders and Staff
by Kowal and Hassel of Public Impact for the Center for Comprehensive School Reform and Improvement (2006).
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Using Competencies and Actions for School Turnaround Leader Success
What is a “Competency”?
A competency is a pattern of thinking, feeling, acting or speaking that causes a person to be
successful in a job or role. 3 Competencies may be developed, but they are most powerful when
used to select people who are already a good fit for the job. The competencies included here stem
primarily from in-depth studies of highly successful leaders in analogous leadership roles (e.g.,
entrepreneurs, managers in complex organizations). These studies quantify the competency
differences between typical and highly successful people in these roles. The specific
competencies used here were selected to match the turnaround actions found in cross-sector
literature. When more failing schools have turned around, quantitative studies comparing
successful and less successful school turnaround leaders will be possible and will provide rich
examples and precisely targeted competence levels specific to school turnaround leader success.
How is a “Competency” Different from “Actions” that Lead to Success in a Job?
“Actions” included in this set of materials about turnaround leaders are those that appear
consistently in a large body of cross-sector literature about successful bad-to-great turnarounds. 4
Some competencies include patterns of action. Thus, there is some overlap between the
competencies and turnaround leader actions provided here. But other competencies are patterns
of thinking and feeling that lead to effective action.
What is the Benefit of Using Competencies for Selection?
Unlike in the stock market, the future performance of people can be predicted with some
accuracy based on past behaviors. Ideally, school districts and school management organizations
could choose people who have been successful previously in the same job: leaders who have
already led very successful school turnarounds. But the turnaround strategy has not been a
prevalent approach in education. Furthermore, the large number of schools nationally in which
too many students are failing to learn enough demands a large supply of turnaround leaders. The
competencies included here are phrased to be general enough that they can be used to select
leaders who have shown the right combination of competencies in other jobs, but who have not
yet turned around a school.
Why is the Combination of Actions and Competencies So Powerful?
The actions list will help people selected for turnaround leader jobs understand what others have
done to achieve turnarounds across sectors. The competencies will help with selecting leaders
who may not yet have turned around a school. The competencies also will help leaders
understand – and address – their personal strengths and weaknesses that may affect success as
they embark on the turnaround challenge.

3

The competency-related definitions and major underlying competency research used here come from the ideas of
David McClelland and related research documented in Competence at Work, Models for Superior Performance,
Spencer and Spencer, 1993 (John Wiley and Sons).
4
See School Turnarounds: A Review of the Cross-Sector Evidence on Dramatic Organization Improvement, by
Public Impact for the Center on Innovation and Improvement (2007) and Turnarounds with New Leaders and Staff
by Kowal and Hassel of Public Impact for the Center for Comprehensive School Reform and Improvement (2006).
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Turnaround Leader Actions: Consistent Cross-Sector Findings
The actions listed in this section are those found consistently in cross-sector studies of
turnarounds, or successful bad-to-great transformations. 5 This research documented and
analyzed cases in which public and private organizations that were failing by many measures
made very rapid, dramatic performance improvements. (This stands in contrast both to slower,
incremental improvements in already strong organizations and to closure followed by starting
fresh entirely.)
In nearly all cases, these leaders identify and focus on a few early wins with big payoffs, and
they use that early success to gain momentum. These new tactics often break organization norms
or rules. The actions occur in a fast cycle of trying new tactics, discarding failed tactics and
doing more of what works. Most turnaround efforts fail, because they are tried in very
challenging situations. Repeated attempts – with a new leader, for example – may be critical to
turnaround success in a large portion of schools.
The Most Important Turnaround Actions
Fortunately, the steps toward turnaround success are very consistent across sectors. The
complete list of critical actions appears on the following page. But school leaders trying
turnarounds must stay focused on accomplishing the most critical, consistent success actions. In
nearly all cases, leaders of successful turnarounds:
5 Identify and focus on a few early wins with big payoffs, and use that early success
to gain momentum. While these “wins” are limited in scope, they are high-priority,
not peripheral, elements of organization performance.
5 Break organization norms or rules to deploy new tactics needed for early wins.
Failed rules and routines are discarded when they inhibit success.
5 Act quickly in a fast cycle of trying new tactics, measuring results, discarding failed
tactics and doing more of what works (see diagram). Time is the enemy when the
status quo is failure.

Fast Cycle of Actions in a Turnaround

5

Figure and actions from School Turnarounds: A Review of the Cross-Sector Evidence on Dramatic Organization
Improvement, Public Impact for the Center on Innovation and Improvement (2007) and Turnarounds with New
Leaders and Staff, Public Impact for the Center for Comprehensive School Reform and Improvement (2006).
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Turnaround Actions: Consistent Cross-Sector Findings (continued) 6
The principal and lead teachers may use these in differing ways . . .
Initial Analysis and Problem Solving
 Collect & Analyze Data: Initially, turnaround leaders personally analyze data about the


organization’s performance to identify high-priority problems that can be fixed quickly.
Make Action Plan Based on Data: Turnaround leaders make an action plan so that everyone
involved knows specifically what they need to do differently. This allows people to focus on
changing what they do, rather than worrying about impending change.

Driving for Results
 Concentrate on Big, Fast Payoffs in Year 1: Turnaround leaders concentrate on a few changes






to achieve early, visible wins. They do this to achieve success in an important area, motivate others
for further change, and reduce resistance by those who oppose change.
Implement Practices Even if Require Deviation: Turnaround leaders deviate from organization
norms or rules when needed to achieve early wins. In a failing organization, existing practices often
contribute to failure. This shows that changes can lead to success.
Require All Staff to Change: When turnaround leaders implement an action plan, change is
mandatory, not optional.
Make Necessary Staff Replacements: Successful turnaround leaders typically do not replace all
or most staff but often replace some senior leaders. After initial turnaround success, staff who do not
make needed changes either leave or are removed by the leader.
Focus on Successful Tactics; Halt Others: Successful turnaround leaders quickly discard tactics
that do not work and spend more money and time on tactics that work. This pruning and growing
process focuses limited resources where they will best improve results.
Do Not Tout Progress as Ultimate Success: Turnaround leaders are not satisfied with partial
success. They report progress, but keep the organization focused on high goals. When a goal is met,
they are likely to raise the bar. Merely better is not good enough.

Influencing Inside and Outside the Organization
 Communicate a Positive Vision: Turnaround leaders motivate others to contribute their




discretionary effort by communicating a clear picture of success and its benefits.
Help Staff Personally Feel Problems: Turnaround leaders use various tactics to help staff
empathize with – or “put themselves in the shoes of” – those whom they serve. This helps staff feel
the problems that the status quo is causing and feel motivated to change.
Gain Support of Key Influencers: Turnaround leaders gain support of trusted influencers among
staff and community and then work through these people to influence others.
Silence Critics with Speedy Success: Early, visible wins are used not just for success in their
own right, but to make it harder for others to oppose further change. This reduces leader time spent
addressing “politics” and increases time spent managing for results.

Measuring, Reporting (and Improving)
 Measure and Report Progress Frequently: Turnaround leaders set up systems to measure and


report interim results often. This enables the rapid discard of failed tactics and increase of successful
tactics essential for fast results.
Require Decision Makers to Share Data and Problem Solve: Turnaround leaders share key
staff results visibly, to highlight those who do not change and reward those who do and succeed. This
shifts meetings from blaming and excuses to problem solving.

6

School Turnarounds: A Review of the Cross-Sector Evidence on Dramatic Organization Improvement, Public
Impact for the Center on Innovation and Improvement (2007) and Turnarounds with New Leaders and Staff, Public
Impact for the Center for Comprehensive School Reform and Improvement (2006).
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Turnaround Leader Competencies with Competency Levels
What is a Competency Level?
A “level” of a competency is a behavior (or set of behaviors) that exemplifies the competency in
action. The behaviors are presented in increasingly competent levels that appear in studies to be
linked to higher levels of success in relevant leadership roles. These levels may be used for
selection, development and performance management and ideally would be validated in followup research on more and less successful school turnaround leaders.
How May Levels Be Used for Selection?
The goal for selection is to determine what levels of critical competencies candidates already use
and then to choose people who best match the levels needed for the job. The right person for a
job is one who regularly – when needed and without prompt by others – uses the level of
competent behavior that leads to success in a particular job. People who are stronger in a
competency display that competency:
 more often
 at higher levels
 at the right times to make them successful in work situations.
Individuals do not always use their highest levels of competence. For example, even the highest
achieving people do not set high-risk goals every time any task needs to be completed at work.
Instead, they do so more often than not when needed for success in meeting an important work
objective. That is why it is important when using competencies for selection to ensure that you
are assessing a person’s competence in the context of their efforts to be successful in work.
Behaviorally-oriented interviewing about work successes and failures is currently the most valid
way to assess a broad range of competencies for selection in complex leadership jobs.
What is a Critical Competency?
In this guide, a “critical” competency is one that should be used to screen candidates before
investing in assessment of other competencies. The primary critical competencies for
Turnaround Leader are Achievement and Impact and Influence. Without high level of
competence in these two areas, a candidate is very unlikely to be successful taking the actions of
successful turnaround leaders. Displaying high levels of these two competencies requires people
to have and use moderate to high levels of many of the other competencies. In a short-cut
version of selection, assessing for these two competencies alone may increase the odds of
choosing the best-fit leaders.
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Turnaround Leader Competencies: Four Clusters of Competence
These are the competencies – or consistent patterns of thinking, feeling, acting and
speaking – needed for school turnaround leader success. They were derived by
“mapping” the cross-sector research on turnaround leader actions to high-quality
competency studies of successful entrepreneurs and leaders in large organizations. 7
The competencies chosen fit the activities that turnaround leaders share with leaders in
these other contexts. Validation, refinement and further customization of these
competencies will be possible as the number of successful school turnarounds grows
and comparisons among more and less successful school turnaround leaders are
possible. These competencies are arranged into fours clusters of related capabilities.
Driving for Results Cluster – This cluster of competencies is concerned with the
turnaround leader’s strong desire to achieve outstanding results and the task-oriented
actions required for success. Competencies in this cluster include:
5 Achievement
5 Initiative and Persistence
5 Monitoring and Directiveness
5 Planning Ahead
Influencing for Results Cluster – This cluster of competencies is concerned with
motivating others and influencing their thinking and behavior to obtain results.
Turnaround leaders cannot accomplish change alone, but instead must rely on the work
of others. Competencies in this cluster include:
5 Impact and Influence
5 Team Leadership
5 Developing Others
Problem Solving Cluster – This cluster of competencies is concerned with leader’s
thinking applied to organization goals and challenges. It includes analysis of data to
inform decisions; making clear logical plans that people can follow; and ensuring a
strong connection between school learning goals and classroom activity.
Competencies in this cluster include:
5 Analytical Thinking
5 Conceptual Thinking
Showing Confidence to Lead – This competency, essentially the public display of
self-confidence, stands alone and is concerned with staying visibly focused, committed,
and self-assured despite the barrage of personal and professional attacks common
during turnarounds.
5 Self-Confidence

7

Competencies selected from Competence at Work: Models for Superior Performance, Spencer and Spencer (1993). Leader
actions from School Turnarounds: A Review of the Cross-Sector Evidence on Dramatic Organization Improvement, Public
Impact for the Center on Innovation and Improvement (2007) and Turnarounds with New Leaders and Staff, Public Impact for
the Center for Comprehensive School Reform and Improvement (2006).
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Turnaround Leader Competency List and Definitions
Driving for Results Cluster – These enable a relentless focus on learning results.
5 Achievement: The drive and actions to set challenging goals and reach a
high standard of performance despite barriers.
5 Initiative and Persistence: The drive and actions to do more than is
expected or required in order to accomplish a challenging task.
5 Monitoring and Directiveness: The ability to set clear expectations and to
hold others accountable for performance.
5 Planning Ahead: A bias towards planning in order to derive future benefits
or to avoid problems.
Influencing for Results Cluster – These enable working through and with others.
5 Impact and Influence: Acting with the purpose of affecting the
perceptions, thinking and actions of others.
5 Team Leadership: Assuming authoritative leadership of a group for the
benefit of the organization.
5 Developing Others: Influence with the specific intent to increase the short
and long-term effectiveness of another person.
Problem Solving Cluster – These enable solving and simplifying complex problems.
5 Analytical Thinking: The ability to break things down in a logical way and
to recognize cause and effect.
5 Conceptual Thinking: The ability to see patterns and links among
seemingly unrelated things.
Showing Confidence to Lead – This competency is concerned with staying focused,
committed, and self-assured.
5 Self-Confidence: A personal belief in one’s ability to accomplish tasks and
the actions that reflect that belief.
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Turnaround Leader Competencies
Driving for Results Cluster
This cluster of competencies is concerned with the turnaround leader’s strong desire to
achieve outstanding results and the task-oriented actions required for success. Major
actions include setting high goals for the organization and making persistent, wellplanned efforts to achieve these goals despite barriers.
Why it matters
Without significant competence in this cluster, a turnaround leader is unlikely to
achieve a sharp increase in school performance results since former practices have not
worked and must be changed, and multiple, significant barriers must be tackled to
ensure improved student learning.
Driving for Results Cluster – These enable a relentless focus on learning results.
5

Achievement: Achievement is the drive and actions to set high goals and
reach a high standard of performance despite barriers. Achievement is often
expressed as an individual competency – the person craves being the best and
acts to achieve this. In a leader, achievement includes setting high
performance goals for the organization, prioritizing activities to achieve the
highest benefit relative to inputs, and working to meet goals using direct
action, staff, and other available resources.

5

Initiative and Persistence: Initiative and Persistence include taking personal
responsibility and doing more than is required for the purpose of
accomplishing a difficult task or reach a challenging goal. It includes both
direct action and enlisting the extra help of others, and may include bending
the rules, taking personal risks, and acting without authority when needed to
meet a goal.

5

Monitoring and Directiveness: Monitoring and Directiveness is a managerial
expression of achievement. It is used very selectively by the best managers
with staff. It includes such behaviors as assertively demanding high
performance, issuing specific directives and standards, publicly monitoring
work against standards, and exacting consequences for failure to perform. The
ability to set clear expectations and to hold others accountable for
performance.

5

Planning Ahead: Planning Ahead is a bias towards planning for future
benefit or to avoid problems. It includes both anticipating situations and
dealing with them in advance. This does not include mere routine or required
planning, but that done voluntarily to achieve more success and proactively
avoid problems.
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Achievement
The drive and actions to set challenging goals and reach a high standard of performance despite barriers.

Zone

Level

General Description

Specific behaviors

Low Concern for
Work or Quality

Shows little concern for quality of work.
Or expresses concern but not able to describe specific actions taken to do
good work.

Red
Flag
Zone

1

Neutral
Zone

2
Moderate Concern
for Work and
Quality

Threshold

Strong Concern for
Work Goals and
Quality Improvement

4
Prioritizes Goals and
Tasks Based on CostBenefit
5
S

Superior

Potential Hire Zone

3
TH

6

Pursuit of High-Risk
Goals and
Improvement

Persistent Pursuit of
High-Risk Goals and
Improvement

Works to meet explicit standards required by others.
Or sets own standard for work quality, but not a very difficult or clear
standard.
Or improves own work or work of team, but not in pursuit of a specific
goal.
Sets challenging work goals for self (and/or team) and acts to meet them.
Or sets challenging goals for self (and/or team) and tracks and touts
progress.
Carefully chooses challenging goals and actions (for self and others)
based on cost-benefit analysis, such as time, money and other
resources needed versus likely speed and magnitude of results.

Takes significant personal or career risk or commits significant resources
(time, money, etc.) to launch a new venture or attempt an unlikely
change/improvement, and
Takes multiple actions to minimize risk and ensure success (conduct
research, anticipate barriers, plan carefully ahead, etc.), and
Acts to engage the efforts of others for success.
Sustains pursuit of Level 6 over time to ensure complete meeting of highrisk goals.

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Achievement: School Examples
The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.

Potential Hire Zone

Threshold

3
TH

4

Superior

5
S

6

Setting high student achievement and learning goals in
specific targeted areas; following through on actions that
have been selected to reach goals; and regularly tracking
progress on meeting goals by analyzing interim
assessments results.
Setting high, fast learning improvement goals in a core
subject (e.g., reading) where students are weakest and a
grade level with teachers who are amenable to change;
Prioritizes Goals
and Tasks Based on and reallocating time and money for more frequent
student assessment, an instructional coach to help
Cost-Benefit
determine changes, and targeted instruction materials to
meet students’ needs.
Launching a new program to have a dramatic impact on
student learning (e.g., one-on-one tutoring before and
after school for all students who need or want it), by:
carefully researching programs and choosing one with
proven record; successfully negotiating new bus
Pursuit of Highschedules to accommodate the program; raising
Risk Goals and
substantial funds from nearby companies (and asking for
Improvement
forgiveness rather than permission for not working
through normal district fundraising channels); and
mounting a highly selective recruiting campaign at the
local college to attract enough excellent tutors to meet
the need.
Persistent Pursuit of Repeated or multiple efforts under Level 6 over time to
meet goals, raise goals, expand success and/or and
High-Risk Goals
and Improvement sustain student achievement.
Strong Concern for
Work Goals and
Quality
Improvement

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Initiative and Persistence
The drive and actions to do more than is expected or required in order to accomplish a challenging task.

Zone

Level

General Description

Specific behaviors

Red
Flag
Zone

1
Avoids Required Work

Neutral
Zone

2
Independent Effort
3
TH

Threshold

4
Significant Extra Effort
5
Extraordinary Effort

Superior

Potential Hire Zone

Extra Effort
.

6
S

Engages Others in
Extraordinary Effort

Does not show up for work reliably or requires extra
supervision to get work done.
Completes assigned work as required and without
extra supervision,
Or does not give up without trying one or two steps
when a simple obstacle arises.
Works extra hours to complete work even when not
required,
Or takes on voluntary work tasks,
Or routinely tackles moderate obstacles as they arise
in routine work.
Voluntarily initiates and follows through on new work
project (not just a discrete task) that is not assigned
by others, and tackles significant barriers as they
arise.
Acting without formal or explicit authority, takes
personal or career risks and bends organization
norms or rules to accomplish a work objective (not
a personal agenda) despite significant obstacles or
early failure.
Involves others in Level 5 effort, including people
over whom the person has no formal authority.

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Initiative and Persistence: School Examples
The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.
3
TH
Extra Effort
.

4

Threshold

Potential Hire Zone

Significant Extra
Effort

5
Extraordinary Effort

Superior

6
S

Engages Others in
Extraordinary Effort

Working long hours; consistently staying late
in order to finish up work; conscientiously
returning phone calls and emails promptly
from parents and staff members. Also
volunteering regularly for district-wide
governance and planning committees.
Voluntarily and consistently forging personal
relationships with community leaders
resulting in specific valuable partnerships
for the school, despite personal difficulty
scheduling around timing of community
events or skeptical initial responses to
efforts.
Systematically assessing current resources
and identifying the need to reallocate
resources in ways that better meet student
needs; when initial efforts to carry out the
reallocation fall flat due to district policies
or staff resistance, repeatedly trying new
strategies until finding one that works,
even if the new allocations do not comply
with existing regulations (e.g. reassigning
resource teachers to reduce class size in
targeted grades, procuring needed materials
by using funds in ways other than is the
norm in the district).
Working over a period of months and despite
opposition to persuade a majority of parents
to support reallocating significant resources
to meet student’s learning needs, even
though it means giving up something else
they value (e.g. sports teams or after school
clubs).

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Monitoring and Directiveness
The ability to set clear expectations and to hold others accountable for performance.

Level

Neutral
Zone

Red
Flag
Zone

Zone

1

Avoiding Direction

2

Routine Directions

3

Threshold

4

5
TH

6

7
S
Superior

Potential Hire Zone

General Description

8

Specific behaviors
Gives in to others, even if conflicts with work goals.
Or does not give directions or communicate expectations.
(May justify by expressing concern with others liking
them, hurting people’s feelings or making others feel bad.)
Gives directions about routine work,
Or provides direction that is not explicit or detailed.

Gives detailed direction needed to communicate to others
what needs to be done to accomplish work tasks or to free
Detailed Directions
own time for other work concerns.
Says “no” to requests that are obviously unreasonable or that
would harm work goals,
Asserts Needs
Or manipulates situation so that others must comply.
Sets high standard explicitly up front,
Asserts High Standard for Or gives clear initial orders,
Or repeats expectation of high performance,
Compliance
Or insists in a demanding way that others comply.
Publicly monitors and posts or communicates performance
against standards.
Openly Monitors
Performance

Personally Confronts
Performance Problems

Fires Low Performers

Confronts people with performance problems (to gain
compliance, not for developmental purposes),
Or threatens consequences for performance shortfalls.
Without regret, rids organization of low performers
(following appropriate efforts to improve performance and
all legal procedures).

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Monitoring and Directiveness: School Examples
The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.

Threshold

5
TH

Potential Hire Zone

6

Superior

7
S

8

Establishing clear protocols to support school
policies (e.g. how teachers respond to
student misbehavior); requiring teachers to
Asserts High Standard for
use protocols; monitoring teachers
Compliance
regularly to ensure that they are
implementing new protocols.
Creating a data display that includes
individual student performance on interim
assessments; holding regular mandatory
staff meetings or grade level team meetings
Openly Monitors
at which one teacher or team’s data is the
Performance
subject of group scrutiny and discussion;
and leading public brainstorming about
how each (and every) individual teacher
can better address student learning needs.
Directly confronting teachers who refuse or
fail to implement new instructional
practices; being willing to evaluate low
performing teachers honestly by rating
Personally Confronts
them as unsatisfactory on district
Performance Problems
evaluations; informing teachers that failure
to implement new instructional practices
will negatively affect future evaluations
and result in dismissal.
Effectively persuading low performers to
resign; following appropriate legal
procedures to document unsatisfactory
Fires Low Performers
performance with the intention of forcing
staff members to resign or be fired.

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Planning Ahead
A bias toward planning in order to derive future benefit or to avoid problems.

Zone

Level

General Description

Red
Flag
Zone

1
Does Not Think Ahead

2
Neutral
Zone

Fully Addresses
Current Needs

4
TH

5
S
Superior

Potential Hire Zone

Threshold

3

Specific behaviors
Focuses thinking on the past,
Or fails to see current needs and opportunities,
Or focuses on immediate needs, tasks and problems
only.
Acts quickly, decisively and completely to address
current problems and crises as they arise.

Plans up to Two Months in
Advance

Voluntarily identifies future needs, potential problems
or potential opportunities and plans in advance to
address these in this timeframe.

Plans 3 – 12 Months
in Advance

Voluntarily identifies future needs, potential problems
or potential opportunities and plans or acts in
advance to address these in this timeframe.

Plans 1 – 2 Years
in Advance

Voluntarily identifies future needs, potential problems
or potential opportunities and plans or acts in
advance to address these in this timeframe.

Plans 2 or More Years in
Advance

Voluntarily identifies future needs, potential problems
or potential opportunities and plans or acts in
advance to address these in this timeframe.

6

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.

Page 17 of 35

Planning Ahead: School Examples

Threshold

The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.
4
TH

5
S

Plans 3 – 12 Months
in Advance

Plans 1 – 2 Years
in Advance

Learning that three veteran teachers are
planning to retire at year end, devising a
thorough plan to recruit new faculty to fill
the slots starting in late winter.
Anticipating that students will have difficulty
with a new state achievement test that is
planned for the following year (e.g. the
state is introducing a science test);
collaborating with grade level teams to
review and develop stronger curriculum
and instructional practices in the area that
will soon be tested.

Potential Hire Zone

Superior

-Or-

6
Plans 2 or More Years
in Advance

Analyzing how reallocating and reassigning
staff positions can help the school reach its
student learning goals; planning for these
staffing changes at least two years in
advance; and communicating with staff
about these changes the year before they
take effect.
Anticipating that staff members will be able
to assume more leadership responsibilities
once the school is no longer in
improvement status (3-5 years); identifying
potential teacher leaders; and grooming
them for future leadership roles by
providing them with additional professional
development.

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Turnaround Leader Competencies
Influencing for Results Cluster
This cluster of competencies is concerned with motivating others and influencing their
thinking and behavior to obtain results. Turnaround leaders cannot accomplish change
alone, but instead must rely on the work of others. They must use a wider variety of
influencing tactics than most leaders – acting directive with subordinates when urgent
action is essential, inspiring and visionary when discretionary effort of staff and others is
needed, and influencing entirely through others rather than directly – as the situation
requires. They also must address a complicated web of powerful stakeholders (staff,
parents, unions, community, etc.) and resource providers (district office staff, special
funders, management organization staff, etc.) to ensure support for – and reduce
resistance to – successful change.
Why it matters
Leaders in a turnaround school must induce behaviors from staff members (and others)
that are significantly different from those previously exhibited. Obtaining more and
different effort from others is critical to obtaining better student learning results. They
cannot obtain all of these new and enhanced behaviors by being directive (see Monitoring
and Directiveness), but instead must identify and tap the needs, wants and underlying
motives of others.
Influencing for Results Cluster – These enable working through and with others.
5 Impact and Influence: Impact and Influence is acting with the purpose of affecting
the perceptions, thinking and actions of others. It is the most frequent set of behaviors
used by successful managers in complex organizations. It includes empathizing with
others and anticipating likely responses to situations, tailoring actions and words to
create an intended impact, giving and withholding information to obtain specific
responses, assembling behind-the-scenes coalitions to create support, taking multiple
steps to obtain an intended response and using others to influence third parties. (It
differs from Directiveness/Monitoring, which does not consider the perspective of the
other party.)
5 Team Leadership: Team Leadership is assuming authoritative leadership of a group
for the benefit of the organization. It includes such behaviors as keeping people on
the team informed, promoting the morale and performance of a team, obtaining
resources that the team needs to perform, ensuring that the team produces as planned,
and motivating the team with a compelling vision and enthusiasm.
5 Developing Others: Developing Others is influence with the specific intent to
increase the short and long-term effectiveness of another person. It does not include
merely sending people to required training, but instead personally providing
instruction, expressing positive expectations, providing developmental feedback,
selecting training and work assignments to build others’ capabilities, and delegating
fully so that others may learn from their own successes and mistakes.
Page 19 of 35

Impact and Influence
Acting with the purpose of affecting the perceptions, thinking and actions of others.

Level

Threshold
Superior

Potential Hire Zone

Neutral
Zone

Red Flag
Zone

Zone

General Description

1

Personal Gain Tactics,
Limited Persuasion

2

No Adaptation to
Audience

3

Tailors Single Action to
Influence Audience

4

Tailors Single, Dramatic
Action to Influence

5
TH

6
S

7

Tailors Two Actions to
Influence Audience

Tailors Three Actions or
Uses Indirect Influence
.

Complex Influence

Specific behaviors
Uses negative behaviors for personal gain.
Or does not act to influence others.
Prepares and presents data and logical arguments, but does
not tailor to make them appealing or influential to the
specific audience.
Thinks ahead about the likely reaction of audience,
And adapts communication to obtain desired impact.
Takes one, dramatic action chosen to obtain a specific
reaction from audience. (Threats do not count; see
Directiveness.)
Thinks ahead about the likely reaction of audience,
And adapts communication to obtain desired impact,
And shows “influence tenacity” by taking two (not
necessarily dramatic) steps to influence.
Takes three or more steps chosen to influence,
Or uses third party experts or trusted individuals to
influence others,
Or obtains individual support “behind the scenes,”
Or chooses timing and delivery/withholding of information
to influence.
Engages in a complex set of maneuvers with many people –
personal communications, use of third parties, promotion
decisions, sharing of power or information, working
through chains of people for a “domino” influence effect
– to obtain desired impact.

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Impact and Influence: School Examples
The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.

Tailors Two Actions to
Influence Audience

6
S

Tailors Three Actions or
Uses Indirect Influence
.

Superior

Potential Hire Zone

Threshold

5
TH

7

Complex Influence

Informing staff members about a new school-level
policy that they might perceive as being more
work but that will have a dramatic effect on
student learning (e.g. eliminating in-school
detention), and describing the change in a way
that gets their buy in (e.g., describing other ways
you will address student misbehavior); following
up personally with individual teachers who are
opposed to the change to ensure that they will
adhere to new policy.
Persuading a small group of trusted teachers to
become vigorous supporters of a new school
policy; asking a teacher from another school that
has implemented this policy to speak to the
faculty about the positive effects; and being
strategic about timing the announcement (e.g.
making the announcement of the change during a
meeting when there is general goodwill).
Understanding that teachers primarily look for
leadership from two senior faculty members, one
who backs a proven new reading program you
want to implement and one who doesn’t;
empowering the supportive teacher by offering
her the highly sought after school literacy coach
position; in the teacher recruiting process for next
year, specifically seeking out excellent teachers
who back the new reading program; persuading a
local business to make a large grant to the school,
contingent on the adoption of the reading
program. All of this is done to motivate teachers
to eagerly adopt the program and encourage the
exit of those who do not.

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Team Leadership
Assuming authoritative leadership of a group for the benefit of the organization.

Level

Red
Flag
Zone

Zone

1

Neutral
Zone

2
3

Threshold
Superior

Potential Hire Zone

4

General Description

Does Not Lead
Manages Logistics
Keeps People Informed
Manages Team Fairly

5
TH

Acts to Make Team Effective

6

Ensure Team’s Opportunity
to Perform

7

Leads Team to Results

8
S

Communicates a Compelling
Vision to Motivate
Discretionary Effort

Specific behaviors
Provides no direction, goals, roles, or meeting clarity
when needed or asked,
Or has not engaged in any roles, in work or
volunteering, that require leadership of a team.
Communicates agendas, time constraints and work
tasks.
Tells people affected by decisions or events what is
happening, ensuring that people have information
they need.
Uses formal authority fairly, treats people on team
with respect and fairness.
Promotes team morale and enhances performance by
taking actions that affect how people feel about the
team and how well they perform on it. May include
how work is assigned, who is hired and fired on
team, and expressions of how these actions affect
remaining team members performance and morale.
Obtains resources and people that the group needs to
perform,
And protects the group from outside influences that
might prevent performance.
“Sells” the team mission, goals, and actions to its
members, and then follows up to ensure that the
team’s work is done well.
Motivates the team – and stakeholders who affect the
team’s work – with charismatic communications of
the vision for the organization, resulting in
excitement and large contribution of people’s
discretionary effort.

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Team Leadership: School Examples
The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.

Acts to Make Team
Effective

6

Ensure Team’s
Opportunity to Perform

7

Leads Team to Results

Threshold
Superior

Potential Hire Zone

5
TH

8
S

Communicates a
Compelling Vision to
Motivate Discretionary
Effort

Setting aside time for grade level or departmental teams to meet
regularly to improve practices; hiring teachers with particular
expertise to a grade level or departmental team; reorganizing
teams that are not high functioning by firing or reassigning
teachers; being explicit about how these changes are designed
to improve teacher performance and student learning.
Organizing professional development designed to meet the
identified needs of teacher and staff teams (e.g. ongoing work
with a literacy coach; regular peer observation and feedback);
working vigorously and publicly to obtain permission for
teachers to miss district-sponsored professional development
activities that do not meet their needs; standing up to parents
who are encouraging teachers to back off of high standards for
their students.
Using multiple strategies and multiple opportunities to reinforce
school and team level goals for student achievement (e.g.
publicly identifying student achievement gaps and specific
goals for improvement, stating student achievement goals
constantly in public forums in written materials that are sent
home to families); following up with teams to evaluate
performance; reinforcing actions that lead to improvements
(and sharing them schoolwide); and responding to lack of
results as needed by insisting that the team diagnose
shortcomings and devise and implement new strategies.
Motivating teams of teachers to commit additional, discretionary
time and energy to implementing new instructional approaches
(e.g. teachers agree to meet on weekends or before or after
school in grade level teams to develop higher level assignments,
teams of teachers attend professional development workshops
tailored to their needs over the summer) by making inspiring
speeches on the power of schools to transform lives; posting
examples of and leading visits to schools that “beat the odds”;
continually reinforcing with students, parents, and staff the
necessity of hitting high targets for growth; instantly and
decisively countering any excuse-making heard in school.

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Developing Others
Influence with the specific intent to increase the short and long-term effectiveness of another person.

Level

Red
Flag
Zone

Zone

2

Neutral
Zone
Threshold

3

4
TH

5
S

Superior

Potential Hire Zone

1

6

7

8

9

General Description
Does Not Develop

Gives Explicit Instructions
Explains Reasons for
Instructions and Ensures
Understanding
Gives Basic Feedback

Encourages and Helps after
Failures

Arranges Assignments and
Training

Designs New Development

Fully Delegates

Promotes for Development

Specific behaviors
Discourages others with negative statements of potential
and expectation,
Or takes no action to develop others (even if expresses
belief in others’ ability).
Tells others how to do their work when needed, makes
helpful suggestions.
Tells others why they need to do work a certain way,
Or ensures that others understand the work to be done.
Provides specific feedback, both positive and negative, to
help others improve.

Expresses positive expectation for future performance
after a setback, and either
Provides much more specific advice for tackling
challenging assignments
Or provides negative feedback in specific not global
terms.
Ensures that others obtain the experiences and training
they need to develop new skills and levels of capability,
Or gets others to fix problems and figure out solutions
themselves.
(Does not include signing off on required training.)
Creates a new program or materials to meet a
developmental need.
Gives full responsibility for very challenging work to
others as “stretch” experiences, with full latitude for
choosing work steps and making mistakes from which
to learn.
Promotes others as a reward for development or as a
developmental opportunity.

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Developing Others: School Examples

Threshold

The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.
4
TH

Superior

Potential Hire Zone

5
S

Gives Basic Feedback

Encourages and Helps
after Failures

6

Arranges Assignments
and Training

7

Designs New
Development

8

9

Fully Delegates

Promotes for
Development

Regularly giving positive and negative feedback to teachers on
specific instructional strategies that they are in the process of
implementing (e.g. new approach to literacy instruction, new
classroom management strategies).
Meeting with teachers after benchmark assessment results are
tallied to discuss students who are not on track to meet
proficiency goals; recommending specific instructional or
support strategies for meeting these student’s needs, offering
teachers negative feedback by referencing specific students and
specific questions about instructional strategies in use.
Arranging for teachers and other staff members to have ongoing
professional development that reflects best available research
on effective professional development (e.g. ensuring that each
teacher engages in job-embedded attempts to improve practice
in specific ways and receives immediate feedback and modeling
from peers and leadership).
Having teachers research, implement and evaluate the results of a
new professional development approach (e.g. examining student
work as a team, implementing Japanese “lesson study”) in
response to a specific instructional problem in the school such
as widely varying results across classes within a given grade
level.
Delegating significant tasks to selected teachers with the intention
of fostering their emerging leadership ability (e.g. developing a
new homework policy, training other teachers in a new
instructional strategy, designing an after school program for
non-proficient students); providing them with ongoing feedback
and coaching as they carry out the tasks.
Establishing advanced or “master” teaching roles that reward
teachers who have contributed measurably more to student
achievement by giving them an opportunity to mentor other
teachers. May also arrange for additional compensation.

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Turnaround Leader Competencies
Problem Solving Cluster
This cluster of competencies is concerned with thinking applied to organization goals and
challenges. It includes analysis of data to inform decisions; making clear, logical plans that
people can follow; and ensuring a strong connection between school learning goals and
classroom activity. The thinking competencies are needed for higher levels of Driving for
Results competencies and Influencing for Results competencies.
Why it matters
Leaders in a turnaround school use these competencies to identify organizational priorities,
understand which tactics are working, identify and consider alternative approaches, and clarify
steps to make organizational changes that will result in improved student learning.
Problem Solving Cluster – These enable solving and simplifying complex problems.
5 Analytical Thinking: Analytical Thinking is breaking a problem into smaller parts or
a logical order based on time sequence, cause-effect relationship, or
priorities/importance. It is important for school leaders who must grasp data
(qualitative and quantitative) about school performance for decision-making and
make plans to communicate the steps and roles in a change process. It includes
analyzing basic data to understand what is important and how it relates to school
goals, recognizing cause-effect relationships of school activities and results, and
making plans that logically and sequentially deploy significant resources and involve
large numbers of people.

5 Conceptual Thinking: Conceptual Thinking is understanding how seemingly
unrelated things are related, seeing the big picture, and seeing how steps in a process
connect to each other. It is important for school leaders, who must ensure that school
activities and resources support the school’s mission and student learning goals. It is
important for turnaround leaders, who must quickly grasp and clarify critical issues
from among too much data. It includes recognizing patterns and trends, simplifying
and clarifying complex information, identifying critical issue(s) among many, and
resolving conflicts among data.
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Analytical Thinking
The ability to break things down in a logical way and to recognize cause and effect.

Level

Red
Flag
Zone

Zone

Does Not Analyze or Plan
1
2

Neutral
Zone
Threshold

3

Superior

Potential Hire Zone

General Description

Creates Lists
Makes Limited Connections

4
TH
Makes Multiple Connections

5
S

Does Complicated Planning
and Analysis

Specific behaviors
Responds to tasks as they arise, does not break work
into steps or create lists,
Or only follows steps created by someone else.
Creates simple lists of tasks or items.
Analyzes relationship among a few items,
Or understands that A causes B,
Or prioritizes a relatively simple list of tasks.
Analyzes and notes the relationship among several
items,
Or organizes a complex activity into steps in a logical
way (based on time, importance or other factors),
Or understands several possible causes of events or
results of events,
Or anticipates multiple next steps and likely barriers.
Breaks apart a complex problem or process into
categories and subcategories down to basic steps or
parts,
Or analyzes a difficult problem from several different
perspectives or using different criteria before
arriving at a detailed solution.

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Analytical Thinking: School Examples
The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.

Makes Multiple
Connections

5
S

Superior

Potential Hire Zone

Threshold

4
TH

Does Complicated
Planning and Analysis

Analyzing data on student performance to
determine where significant learning gaps
exist; determining which changes are most
likely to lead to increased student
achievement in these areas; developing a
logical, step-by-step plan that outlines the
steps that the leader and other staff
members need to take to implement these
changes.
Breaking down overall school performance
problems into a few high-priority
categories using multiple measures of
student performance (e.g. growth scores,
teacher feedback on student learning,
examples of student work, direct
classroom observations); organizing a
planning process for each problem
category that includes goal setting,
research on possible solutions, and
decision-making about the best strategy to
follow; assigning teacher leaders and
support teams to each category; devising a
tracking process to monitor progress of
each group in order to intervene when
needed.

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Conceptual Thinking
The ability to see patterns and links among seemingly unrelated things.

2

Superior

Threshold

1

Potential Hire Zone

Red
Flag
Zone

Level

Neutral
Zone

Zone

3
TH

General Description

Specific behaviors

Thinks Concretely or Using
Well-Worn Rules

Expresses thinking very literally,
Or uses others’ rules or similar personal experiences
to draw conclusions.

Sees Patterns

Notes similarities, differences, gaps, and trends in
technical data or in a current situation versus past.

Applies Known Complex
Conceptual Tools

4
S

Simplifies Complex Ideas

5

Creates New Concepts

Using a known method of categorizing complex data,
identifies what is most important or how things are
related,
Or applies past knowledge of similarities, differences,
gaps, and trends to categorize new data or
situations,
Or make modifications to known categories to fit
current data.
Crystallizes the meaning and importance of a lot of
complex data in a few, simple findings,
Or sees the most important issue in a complicated
situation.
Identifies issues and problems not previously learned
or identified by others.

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Conceptual Thinking: School Examples

Superior

Potential Hire Zone

Threshold

The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.
.
Using the district’s data analysis tool to
recognize trends in student graduation
rates that suggest that particular
Applies Known
3
subgroups of students are not achieving
Complex
TH
expected results; summarizing a recent
Conceptual Tools
report to help teachers understand the
latest thinking about how to increase
graduation rates.
In place of multi-page reports previously
in use, creating a “performance
dashboard” system for the school that
allows parents, teachers, teacher teams,
and administrators to see critical
Simplifies Complex
4
summary measures of performance in an
Ideas
S
easy-to-understand format; crisply
articulating in a speech to staff the three
major problems that, if solved, would
lead to far higher student learning
progress.
Using data to identify a new way of
categorizing the root causes of
performance challenges for individual
5
students; developing a new model
Creates New Concepts
through which teachers and teacher
teams can analyze their own data in
order to categorize their students’ issues
and devise more tailored responses.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Turnaround Leader Competencies
Showing Confidence to Lead
This competency, essentially the public display of self-confidence, stands alone and is concerned
with staying visibly focused, committed, and self-assured despite the barrage of personal and
professional attacks common during turnarounds. It includes both presenting oneself to the world
with statements of confidence, putting oneself in challenging situations, taking personal
responsibility for mistakes, and following up with analysis and corrective action.

Why it matters
It is important for turnaround leaders, who must both feel and appear strong and committed
during the challenging early turnaround phase.

Showing Confidence to Lead – This enables success in a highly challenging situation.

5 Self-Confidence: Self-Confidence is a personal belief in one’s own capability to
accomplish tasks and actions that reflect that belief.
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Self-Confidence
A personal belief in one’s ability to accomplish tasks and the actions that reflect that belief.

General Description

Red
Flag
Zone

Level
1

Feels or Acts
Powerless

Neutral
Zone

Zone

2

Conducts Tasks Without
Hesitation

Threshold
Superior

Potential Hire Zone

3
TH

Acts Decisively and
Forcefully

4

States Confidence
in Self

5

Justifies and Defends
Confident Statements

6
S

Seeks Challenges

7

Seeks Extreme Challenge

Specific behaviors
Publicly expresses lack of confidence in self,
Or defers to others inappropriately,
Or avoids challenges because of fear of failure.
Does work independently as needed.

Makes decisions despite disagreements with peers or
subordinates,
Or acts outside explicitly granted authority (but
without breaking rules).
Openly states own expertise or compares self
positively with others,
Or views self a key actor or originator in important
situation,
Or expresses confidence in own thinking.
Stands up for self and positions in conflicts,
Or follows statements with actions that justify
confident claims.
Expresses positive feelings about challenging
assignments,
Or seeks more challenge and responsibility,
Or makes decisions and confident statements despite
disagreement with those in power (boss, influential
people).
Confronts other in power bluntly when needed,
Or seeks extremely challenging situations.

Red Flag Zone: Red flag behaviors indicate a severe mismatch for this role.
Neutral Zone: These levels do not indicate a match if they are the highest levels of behavior shown.
Potential Hire Zone: These behaviors enable some level of success in this role.
TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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Self-Confidence: School Examples
The table below presents hypothetical examples of what threshold and higher levels of this
competency could look like in a school context. These are only illustrations; individuals could
demonstrate these competencies in many other ways in schools and in other organizations. As a
result, these examples should in no way be regarded as specific requirements for being rated at a
given level. Hirers who screen for this competency may want to keep an ongoing record of how
interview story examples of candidates from varying backgrounds are scored to increase
consistency over time.

Potential Hire Zone

Threshold

3
TH

4

5

Superior

6
S

7

Implementing a change that is not popular
with a significant number of staff members
(e.g. requiring teachers to submit written
lesson plans for review).
Taking credit for signs of school
improvement that are a direct result of
earlier actions; highlighting favorable
States Confidence
comparisons between school and other
in Self
similar schools; asking to attend district
meetings where district officials will be
making decisions that affect the school.
Defending and explaining the rationale
behind changes in school operations in
public forums when those changes are
Justifies and Defends
controversial; following up on claims about
Confident Statements
school improvement by taking the
necessary steps to achieve success in the
promised areas.
Instead of griping about the district’s new
tougher accountability system, publicly
embracing the challenge posed by the new
Seeks Challenges
student learning targets; publicly refusing
to sign on to an effort by the principal and
teacher associations to fight the new
accountability measures.
Choosing to work in schools or with students
who have experienced years of failure;
organizing other school leaders in similar
Seeks Extreme Challenge
schools to form a coalition fighting for
more school-level authority over school
budgets and schedules.
Acts Decisively and
Forcefully

TH = Threshold behaviors are needed for moderate success.
S = Superior performers use these behaviors when the situation requires.
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What Competencies Support Turnaround Leader Actions?
Driving for Results Cluster

Collect &
Analyze Data
Concentrate on
Big, Fast
Payoffs Yr 1
Make DataBased Action
Plan
Implement
Practices Even
if Require
Deviation
Require All
Staff to Change
Make Needed
Staff
Replacements
Focus on
Successful
Tactics; Halt
Others
Continues . . .

Achievement

Initiative
and
Persistence

9

9

9

9

Planning
Ahead

Influencing for Results Cluster

Directiveness
and
Monitoring

Impact and
Influence

Team
Leadership

Developing
Others

Problem-Solving Cluster
Analytical
Thinking and
Planning

Conceptual
Thinking

9

9
9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9

9
9

9

9

9

Self
Confidence

9

9
9
9
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Showing
Confidence
To Lead
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9
9

9

What Competencies Support Turnaround Leader Actions? (Continued)
Driving for Results Cluster

Progress is Not
Ultimate
Success
Communicate a
Positive Vision
Help Staff
Personally Feel
Problems
Gain Support
of Influencers
Silence Critics
with Speedy
Success
Measure and
Report
Progress
Frequently
Require all
Decision
Makers to
Share Data

Achievement

Initiative
and
Persistence

Planning
Ahead

9

9

9

Influencing for Results Cluster

Directiveness
and
Monitoring

Impact and
Influence

Team
Leadership

9

9

9

9

9
9
9
9

9

9
9

Developing
Others

9

9

9

Self
Confidence

9
9

9

9

9

9

9

9

9
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Conceptual
Thinking

9

9

9

Analytical
Thinking and
Planning

Showing
Confidence
To Lead

9

9

9

Problem-Solving Cluster
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