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knowledge that you bring to the table, and it is about equipping others to 

recognize and develop their own expertise and capacities as a result of your 

coming together. 

In order to serve all students well and to meet the mounting adaptive 

challenges at our doorstep, we need to help each other grow and improve 

our practice, and we need to embrace the unique glow and spark that re- 

sides within each of us. While we may not all wear our competencies, our 

leadership, or our know-how in quite the same ways or styles, this diversity 

is a gift, and a resource to be nourished. As another wise woman, Edith 

Wharton, mused, “There are two ways of spreading light: to be the candle 

or the mirror that reflects it.” A developmental perspective helps us to see 

that, to different degrees and in different combinations, each of us can be 

both the candle and the mirror, with and for one another, as we follow up 

on feedback with care. 

In the next chapter, we come full circle and raise up the critical impor- 

tance of seeking out feedback as a way to more deeply understand ourselves 

and our practice, and to grow our feedback and instructional leadership 

with the support of others. As we will discuss, seeking out and learning 

from feedback is one vital way we can bring our biggest, best selves to the 

urgent work ahead. 

REFLECTIVE QUESTIONS 

Once again, we invite you to consider the following reflective questions, 

which can be used for independent thinking and/or group conversation. 

We hope they are helpful to you as you consider ways you might like to 

apply or extend the ideas in this chapter about following up on feedback 

to your own leadership, collaborations, and/or instructional practice. You 

may find it useful to first free-think or free-write privately, and then engage 

in discussion with a colleague or your team. 

+ After reading this chapter, what are two of your biggest takeaways? 

+ What are one or two things you would like to do to enhance your ap- 

proach to following up on feedback? 

+ How, if at all, has reading this chapter helped you to better under- 

stand—from a developmental perspective—your own and/or other 

people’s experiences of giving and receiving feedback, as well as what 

may have happened afterward? 
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The curious Paradox is that when I truly accept myself just as lam, then Ican change . 

—CARL ROGERS, On Becoming a Person 

can employ to do just that— i 
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offering feedback, and of remaining mindful of our own preferences, capaci- 

ties, and orientations as feedback givers. In chapters 6, 7, 8, and 9, we took an 

up-close look at the practical processes that constitute feedback for growth, 

and highlighted key strategies for strengthening our developmental commu- 

nications and collaborations before, during, and after feedback itself. 

In this chapter, we come full circle and raise up the critical importance 

of seeking out feedback as a way to grow oneself, one’s leadership, and one’s 

instructional practice. This is important to consider whether you are of- 

fering feedback to colleagues as a supervisor, a peer, and/or a member of a 

team or a professional learning community. As Carl Rogers explained in the 

epigraph, it is only when we accept ourselves as we are—when we recog- 

nize and honor our limitations as well as our strengths—that we can open 

up authentic growing spaces in our hearts and minds for real improvement 

and change. Indeed, learning to seek out, grow through and from, and em- 

brace feedback of different kinds (e.g., formal, informal) and from different 

sources (e.g., supervisors, colleagues, supervisees, students, families, and 

other stakeholders) is one of the most powerful ways to grow as an educa- 

tor and human being. Put another way, accepting the need for our own 

continued growth and getting truly comfortable with feedback about our 

performance can help us gently stretch our growing edges, and thereby ex- 

pand our cognitive, emotional, intrapersonal, and interpersonal capacities. 

GROWING ONESELF THROUGH FEEDBACK: 

STRATEGIES AND IMPERATIVES 

In today’s fast-paced, high-stakes educational environment, it is more im- 

portant than ever that we bring our biggest, best selves to the vital work of 

teaching, learning, and leading. While current policy mandates and new 

reforms—such as the Common Core State Standards, high-stakes teacher 

and principal evaluation systems, and Race to the Top initiatives—place 

new demands on teachers and educational leaders of all kinds, these pres- 

sures (alongside the intrinsic imperatives we feel to best serve those in our 

care) have also heightened the critical role of effective, actionable feedback 

in our change and improvement efforts, for others as well as ourselves. 

In fact, like leadership itself, effective feedback for growth must ema- 

nate from and circle back to the selves we bring to this work. It must, in 

other words, both “begin with and rest on” our own growth and develop- 

ment, so that we can even more effectively give our best to others.? With 

this urgent necessity as backdrop, we next present three strategies for seek- 

ing out and growing from feedback that you can use to enhance your noble   

ce 
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or educator, just as they can be helpful to all of us ny teader 

Strategy 1: Informal Surveys 
Sometimes, the most effective wa 
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anonymity is very important. The opportunity to leave one’s name off a 

feedback form, for instance, can in some cases open a safer space for new 

and different kinds of feedback. Plus, adults always have the option of self- 

identifying if they choose to do so. Sometimes adults want to put their 

name on these kinds of surveys for a variety of reasons—including but not 

limited to having something they would like to share on the record or want 

to address more directly. 

The other point is about the power of doing this informally. While a sur- 

vey can be a valuable part of more formal evaluations, giving people a chance 

to formatively share in a “just between you and me” manner can similarly 

help you learn from ideas and feedback that might not otherwise come up. 

Sticking for a moment with our own example of seeking out feedback from 

participants when teaching in university settings, you could imagine, for in- 

stance, the difference between what professors might learn from informal, 

mid-semester reflections versus university-issued course evaluations that are 

shared with school administrators. Just as we noted in our earlier discussions 

of giving feedback, carving out space for ongoing, formative feedback can 

help us learn from the widest variety of voices and ideas over time, and can 

even help us better prepare for more summative evaluations. 

While we know that surveys can take many shapes and forms, and that 

you likely know best what kinds of questions would feel most helpful to 

explore with colleagues in your own contexts, in exhibit 10.1 we offer a 

sample of general, open-ended questions that we have found to be power- 

ful and enlightening when gathering feedback about our work and teach- 

ing. We hope that you find these—and your adaptations of them—helpful 

in your own leadership, teaching, collaborating, and learning. 

Of course, and as you now know well, adults with different ways of 

knowing may orient differently to the experience of inviting and receiv- 

ing feedback through surveys. Instrumental knowers, for instance, will 

likely gravitate toward any concrete suggestions for improvement that 

arise, while socializing knowers may mine the data with an eye toward 

understanding how others are feeling about them and their work. Self- 

authoring knowers will likely appreciate the opportunity to directly solicit 

feedback on their practice, but may need to make a conscious effort to 

remain open to ideas or suggestions that fall beyond the bounds of what 

they were looking for or hoping to learn. Self-transforming knowers, too, 

may eagerly embrace the opportunity to learn how others are thinking 

and feeling, but may need gentle encouragement to let go of some of the 

feedback, especially if it reflects more of an outlying perspective than a 

common concern. In all cases, however, one of the most promising aspects   

— cL 
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EXHIBIT 10.1 

Informal Survey Questions for Seeking Out Feedback 

* What are some aspects of —__ (€.9., our work together, my coaching, our professional devel initi , opment initiative, my teachin ! ership, our feedback processes) that are working well ae =f ae What, if anything, are some aspects of 
helpful to you? 

° Is there anything you suggest, wish for, wonder 
could make __ 

to you? 

* Do you have any additional comments or su 
be helpful for me to understand? 

that feel less 

about, or recommend that 
== —_____ More meaningful for and/or supportive 

ggestions that you think would 

Thank you so much for sharing your thoughts and feelings with me 

of e ing i mploying informal surveys to enhance your practice is that they in 
ol e Solicited eedback—. 

p learn- 

V V { and thu Tesu OSE a Cer tain openness to 

ing an d gr O th on. the part of the initiato tT. 

Gem 5 example: Seeking out feedback in the transition from 
an instrumental to socializing way of knowing 
Whi . suet noneht t ny way of knowing and any professional role can re 

7 , and learn from an informal surve 'y to gather feedback 
next share Geoff's powerful story of seeking out feedback to grow and im. Prove as a curriculum team le i ader. A mid-career high i scho: i teacher, Geoff was Passionate about “ , rant ae’ making a difference,” 
teered to lead the curriculum team beca eeaineel 

use he felt confid 
: ‘ ent that he had th nowledge and skills to put his money where his mouth was While G i well aware of the new curriculum mandates coming down lin in his distr woe to ns eettict “8 aligning the pace and sequence of history instruction 

ommon Core), he held very strong vi , § views about the “right” meet these objectives, and descri i *ldeschoot 
, ibed himself as a “traditi 

cha : itional, old-school display a a good at “getting things done.” Developmentally, Geoff ed many characteristics of an instrum ' tal knower, as h 
lieved that there were “right” ic ‘np that eouiie 

ght” and “best” practices for teachi i strict fidelity, and had trouble taking j spectives when 
, ing in colleagues’ perspecti 

offered contrary ideas. He’d f h his teaching metha, 
‘ . ound some success with his t i 
in the classroom, and—since h sanded bene 

, — € was generally well regarded i 
a ass 

garded by his peers administrators—he felt empowered to foreground these approaches in 

the pipeline 
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: . . m 

the curriculum planning. As he often said to his colleagues curing tea 

discussions and debates, “It works for me, so it can ie ey on eset on 

i i le, however, Geo 
After a few weeks in his lead role, : 

creasingly frustrated by colleagues’ “critical feedback.” In particular, we 

teachers on the team were aggressively pushing him to adopt a an me 

ible, progressive” approach they felt would better need the sc ae 

ilosophy While in truth, Geoff had been cataloguing such cha ene 

ox eriences for some time (even outside of the team context), ne ee 

samme to a head one afternoon when Thomas, one of the teac . oe 

considered to be an “ally” on the curriculum team, “accused cer ve 

miliating him and walked out of the meeting. In the moment jus pe _ 

Geoff had told Thomas that one of his ideas “wasn’t applica venuine 

i i d-upon agenda. But, seeing the 
brought it up outside of the agree 

ain and embarrassment in Thomas’s expression, he felt unset ane con 

fused. Needless to say, this was not the outcome Geoff had _ Sn by 

So while Geoff had genuinely been trying to eS the rig ge 

Thomas, the team, and the students they were working to serve, a 

denly seemed clear to him that the “right” thing ae ‘ee mn mt § 

‘li ied that Thomas might rep 
Admittedly, Geoff was a little worre hor e 

the assistant principal or that he might lose his title as team eae ith 

found himself even more concerned about how to make anes a ter 

Thomas—and with all of his team members—so that he coul e oe ne 

leader with and for them. While he wasn’t sure what this would loo 

like, he knew intuitively that something had ‘ change. ss ofuncertainty or 

i ling with momen 
For adults like Geoff who are grapp 

ee 

ioni i information through an informa Vy 
uestioning, gathering more In 

an 

be a powerful strategy for crafting a path forward and a plan a “ ne 

regardless of one’s way of knowing. In Geoff's case, nae wi hoa to eet 
‘ a“ n 

“ ir help,” and that he genuinely “wa 
leagues that he needed their ' naming fot 

better for them, was a powe 
better” so that he could be even 

ane 

the informal survey he then asked them to complete. The survey, we ne . 

based on some of the questions in exhibit 10.1, helped cr . an e nicht 

i Il, as well as what kinds of things 
more clearly what he was doing well, veantly the 

i i 1s. Perhaps even more impo ; 
further help his team reach their goa aeoeedegship 

i d that how others felt abou 
survey helped him to understan ‘ ne 

vnattered just as much as—if not more than—his sense of what me ne iy 

” i As one teacher on the team po 
and “wrong” for the curriculum. 

. mo 

(and anonymously) explained, “I know you really care about en va 

it doesn’t always feel like you care about us—the people on t et . 

need to get better at acknowledging our value and contributions.   
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Seeking out and hearing feedback in this way helped Geoff to more 
genuinely appreciate and grow from what his colleagues had to say, and 
to consider next steps toward improving his team leadership. More spe- 
cifically, Geoff began to recognize the importance of being less “run by” 
his own needs, and deliberately carved out multiple opportunities during 
meetings for everyone to share. Simultaneously, through his earnest efforts 
and openness to feedback, he found himself developing new internal ca- 
pacities to more sensitively orient to others’ needs and feelings. 

Strategy 2: Mini-Convenings 

In our work with educational leaders of all kinds, we strive to help adults 
learn about and experience the power of collegial inquiry in action. As we 
have described, collegial inquiry is a form of reflective practice that helps 
us to push our deep thinking and self-growth by exploring our own and 
others’ ideas, assumptions, beliefs, and values about practice and problems 
of practice with trusted colleagues. While collegial inquiry can and does 
take many different forms, we often facilitate a special kind of case-based 
discussion that we call convening.5 This pedagogical strategy—which can 
be a powerful support to adults with any way of knowing—was designed 
to create a holding environment for the safe exploration of problematic or 
puzzling dilemmas of practice. More specifically, after establishing safe, 
participatory norms, conveners compose, share, and discuss written de- 
scriptions of complex challenges in order to take broader and bigger per- 
spectives on the issues at hand, and to learn and grow together as they 
see things anew. For more about the developmental process of convening, 
please see Leading Adult Learning.’ 

While the collaborative consultation process inherent in convening is 
a powerful tool for growth and development, it can sometimes be helpful 
when seeking out feedback to engage in a more abbreviated form of colle- 
gial inquiry, which we introduce and refer to here as a mini-convening. Mini- 
convening—which does not require a written case—can be employed in 
triads, teams, and professional learning communities, and, like its “big sis- 
ter” namesake, can help support and challenge adults who make meaning at 
any place along the developmental continuum.’ The big idea behind mini- 
convenings is that, in growth-oriented teams, PLCs, and other safe contexts, 
we can actually ask our colleagues for feedback about a particular problem, 
goal, or challenge; and we can “convene” the group to receive feedback that 
is intentionally normed and structured to help us (and the entire group) gen- 
tly push our thinking and meaning making. For example, in teams or PLCs, 
individuals can present, something to the group that they would like to get 
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better at, grow about themselves, or otherwise get help with via focused col- 

legial consultation—including behavior management challenges, leadership 

conundrums, interpersonal dynamics, and other problems of practice. 

Importantly, when you are convening a group in this new “mini” way 

(just as when full convenings are implemented), the goal is not necessarily 

to solve a problem or answer a question immediately. Rather, the objec- 

tive—for the convener—is to carefully consider and open up to alterna- 

tive perspectives and differing interpretations that may shed new light on 

actions, assumptions, and sense making (both one’s own and others’).? 

For this reason, after the convener verbally presents the focus of the mini- 

convening to the group, he or she listens (i.e., does not respond) and quietly 

processes information (takes notes, jots down questions and insights, etc.) 

as the other group members discuss the selected topic, problem of practice, 

or dilemma and refer to the convener in the third person. 

While we know it can sometimes be hard to hold back our reflexive re- 

sponses as others discuss something very important to us, we have learned 

that this kind of taking in and holding back from speaking can help us 

listen more deeply and in different ways (ie., instead of preparing a fe- 

sponse). It can also create a more open space for group members to safely 

introduce their thinking, questions, and insights in relation to our ques- 

tions and requests. While the time allotted for different adaptations of 

mini-convenings can vary, we recommend twenty-five minutes at a mini- 

mum and forty at a maximum since we have found these timeframes to be 

most effective. To be of best help and to further illuminate the process, we 

offer a sample protocol for mini-convening in exhibit 10.2. 

Once a group or team agrees that they would like to try this new pro- 

cess as a way of giving and receiving feedback, it will be important for mem- 

bers to agree upon “living norms” and confidentiality agreements, which 

need to be revisited before the start of each mini-convening.’° In addition, 

the group or team will want to: 

agree on how much time will be invested into each mini-convening; 

decide how many mini-convenings will occur in each group or 

team meeting; 

create a list of who will be the convener during each session and who 

will serve as facilitator/timekeeper; 

build in at least five minutes between mini-convenings for a “step back” 

to check in on norms and refocus for the next mini-convening; and!! 

build in at least five minutes up front for checking in and five minutes 

at the end for checking out as a team. 
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EXHIBIT 10.2 

A Protocol for Mini-convening 

Th 4 ' ae eee protocol can be used to convene a group of colleaques (e.g., team, PLC es i ip Soar or district leadership team) around a self-identified ean di , problem of practice, or goal for professional growth and improvement. test 

ils at Sa The convener introduces the context and his or her dilemm 
avenge, or way in which he or she hopes to grow, as well as one or mn 

questions that she or he would like t j . aa aaa @ to guide the feedback discussion during 

. 15 Feces The rest of the group/team/PLC reflects together on the 
questions posed by the convener. The group refers to the person being consulted to (e.g., the convener) i i .g., r) in the third person. The i 
but does not participate in this discussion. mar a 3. 2 Duri is ti 1 minute: During this time, the convener and the group pause silently to reflect on and synthesize feedb ack, When the c 
she then moves the group to step 4. SEL Tana eoag 

; Senet, The convener responds to the group, reflects out loud, and 
ates One next step that she or he will plan to take from that poi 

Depending upon group norms, conveners ¢an check back in ee 
group about progress in later sessions. i 

Note: Adapted from Drago-Severson, Leading Adult Learning, 93. 

As : . wags . ive ene imagine, it is also important for individuals who will 
gtoup to carefully prepare for their mini i 

words, piios to the aan mini-convenings. In other 
7 gnated meeting time, the i 

to (i.e., the convener) will w Ihe ot shennan 
, ant to reflect on what h i 

help with (i.e., a pressin “icin terme ot ha 
2, § problem, dilemma, or st le i 

he or she would like to as well as the pation 
grow from group feedback), as well i 

question(s) that will be posed to th “hay, thie nen eat € group. In this way, this 
small-group consultation can facili 7 vortanty can acilitate self-growth i 
x il and, importantly, can 
n° : Pee upport for all participants as they work together to explore 

€as and perspectives. After all, we le . , arn so much from 
ne 

one anothe 
ether we are a convener ora participant in any kind of convening group 

Naomi’s example: Seeking out feedback in the transition from 
@ socializing to self-authoring way of knowing 
Lik . . , < i informal surveys we discussed earlier, mini-convenings can be a powerful support for adults with any way of knowing. Nevertheless, to heip 
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in a real-life example, we next describe the 
ground this promising practice 

der who was working to grow her prac- 
experiences of Naomi, a teacher lea 

tice in the transition from socializing to self-authoring. 

who was the lead teacher in her high school’s English depart- 

ment, met regularly with the four other department heads on campus to 

collectively discuss schoolwide processes (€.g., examining student data, 

professional development, and their school’s new teacher observation 

and evaluation cycles). As they discussed these important matters, Naomi 

came to think and feel, based on her observations and conversations, that 

many of her teacher-leader colleagues felt more comfortable than she did 

delivering critical feedback to the teachers they were supporting. While rec- 

ognizing this gap was an early move on Naomi’s part toward a more self- 

authoring way of knowing (.¢., she was beginning to hold this part of her 

experience and sense making out as “object”), she was eager to learn more 

about how her colleagues were able to offer constructive feedback so well, 

and how she could too. 

As she explained to her colleagues during one monthly meeting, she 

really wanted their help because she was coming to see that, too often, 

she “hid” behind her “sunny and bright” persona when interacting with 

the teachers in the English department. “I really want to be authentic and 

honest,” she shared, “and to stop hiding—but I can see that expressing ap- 

preciation feels delicious to me, while using words with a more negative 

hue makes me feel like a dark cloud is gathering within and outside of me.” 

In response to Naomi’s courageous request for help with getting better 

at offering more direct feedback and sharing what she was “truly thinking 

and feeling” (a challenge for many socializing knowers), the group agreed 

to meet the following week for a mini-convening with Naomi. Importantly, 

because Naomi was asking for help that implicated her internal capaci- 

ties (not just particular skills or solutions), the team strove to help Naomi 

with next steps while also providing gentle developmental “wonderings” 

that could support and challenge her thinking. For example, Naomi’s team 

members helped her to more deeply probe the feelings and anxieties that 

bubbled up for her when she was tasked with conveying challenging feed- 

back. “I wonder what’s really at stake for Naomi in these moments?” one 

“T wonder if there are colleagues with whom she might 

nother chimed in. 

hese important questions, the group 

h offering difficult 

“a capacity she could grow within herself over time 

Naomi, 

colleague asked. 

feel more comfortable testing out authentic feedback?” a 

As Naomi listened to and reflected on t 

was careful to reassure her that feeling comfortable wit 

feedback was actually 

and with practice.”   
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Whi : ing Neo ve pam tiered many important insights and wonderings dur- 
note fon Rone - ms she left feeling particularly appreciative of a 
vroupi "Be patient aria Rilke that her colleague Stewart shared with the 
the caestione the oer all that is unsolved in your heart and try to love 
‘nite moe a ves, like locked rooms and like books that are now 
not be given von ae tongue. Do not now seek the answers, which can- 
Ito Int evegthta cause you would not be able to live them. And the point 
wily witht ae ive mis questions now. Perhaps you will then gradu- 

ee pacing It live along some distant day into the answer.”12 
a ennetne ne eas the mini-convening, “loving the questions” 

a key part of development,” ss we heed ne to stow into ear bess 
: nt, ime to grow into our bi 
eee we” Porn continued, “The question can actually be your future in 

nme ia a fom ae ue * Power and “peaceful” reminder, 
ne a colleagues’ support—that identifyi 
ie Cee ot rate sn ne indeed the first step toward being able to vite 
also helped hes te -" that she wanted to. Moreover, her mini-convening 
that kept her “ete 7 a greater perspective on the fears and assumptions 
he Iecaeans g in the sunshine” of a more socializing approach to 

ip. 

As i ’s di theory, the ane crepes 3's discussion of constructive-developmental 
ing abe to holt n rom being run by and subject to something to be- 
inti the balanen nu more, be responsible for it, and control it as ob- 
recopnicing he n which our very meaning making hinges. For Naomi 
scmported ck hae transition was a powerful “a-ha” moment—and 
» blower vie 8 one important developmental shift that left her with 
Shane athena a mean a cous get better in her work. As she 

ini. . . 

“okay to feel uncomfortable in those moments” of uiving hand feet ac 
since she knew it was somethi ing she could an 
their continued support. “Moule row fo manage with 

Strategy 3: Hosting a “Dinner Party” 
Fi . Winch en eect to share a third powerful strategy for self-growth 
ov  intewnet be note refer to as the “Dinner Party Exercise.” Inspired 
Imam toChon obert Kegan and Lisa Lahey’s path-finding work on 
Sines of comma ee (ITC) Coaching and the developmental underpin- 
sonponenteat hes ive-developmental theory, this exercise—like other 
vienna gan and Lahey’s larger developmental coaching arc—in- 

understand and see more deeply into our own assumptions and 
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wth.13 In the simplest terms, this final strat- 
TO 

a tantly (or does not require the hosting 
i fortunately?) egy—-which fortunately (or un tely?) @ Mare oe tke te 

nf an actual dinner party—involves picking “one big thing” we’d li 

g 
p 

1 I n an 1- 

et better at in our work or e sonal lives and develop ng a p an a d co 

T , 

. vast t 
legial supports to help us do jus 

ee 

hi hi mila to the version for ITC coaching and adheres to its framing 

nd pu 
nd practicing teacher leaders, as- 

and purposes, in our work with aspiring a Sao eee coaches, and 

sistant principals, principals, superintendents, distric . we ia werner 

other educators as an invitation to help them a t m 

ae eens cate tor alt. . seen ei ijevelopment does not require 
While this strategy for self-grow aoe ine atst 

al-life cooking, we refer to it as the Dinner Party Exercise _ 

step involves generating a list of people who know you aly wt wn = 

you trust, and who care deeply about you, and inviting ne he amine 

imaginary dinner party at your home. For this dinner a ” Sea tend. 

guests shouldn’t worry about bringing a dessert or a a oe lose ng 

they should arrive at the door prepare ° “ ae . ane Sumsonee 

thing” that, from their perspective, w ane oar vork or personal 

for you if “you could get significantly better at" 1 * seen oe believes 

life.'4 In other words, each of your guests tells you 7 an 

i i important thing you could do to improve In you 

or eesonal ife_-whether it be your leadership, instructional practice, col- 

i y 
. 

? . . : 5 of 

Now, as we explain when facilitating this exercise with con 

rofession- 
all kinds, your invitees can be people you know Peon P eat 

ally, and the guest list can be as long or as short as you see (as y 

i i i ting arrange- 
have to worry about space limitations, social groupings, or seating g 

invi cares about 
ments). However, everyone you invite should be someone who 

d 
ou and knows you very well. They should also be people you oe an : 

‘who genuinely want you to succeed. They should, in oie oe vite : 

i "t think it’ ood ide 
” With this in mind, we don’t think it's a g 

ye oa on think: for you (even if he or she might offer a dif- 
colleague you think has it out son st ont that kind , 

ferent or valuable perspective). From our view, 

dinner party. 
lence 

Now ae this is usually a hypothetical exercise and people won't 
, 

i i tfull 
tually be showing up with gift-wrapped copies of their most thoughtfully 

, i est 
generated feedback, it can be very helpful, once you've finalized your gu 

list, to make a note next to each pers: 

would identify as your “one big thing. 

just what those closest to us would say. In s 

on about what you think he or she 

” Very often, for instance, we know 

ome cases, they’ve been saying   
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it for ages! In other cases, and especially when we facilitate this exercise 
over a couple of days during institutes and seminars, people move beyond 
hypothetical lists and actually ask individuals about their one big thing 
(some people worry, for instance, that they can “only know what they can 
know”). We've recently discovered that some educators even text people 
on their lists as we are facilitating one-day workshops. While reaching out 
to others can certainly be a very powerful supplement to this activity, we 
consider it an optional extension that you can employ at your discretion. 

Regardless of how they generate their lists, educators in workshops 
around the world comment on how valuable it is to put these ideas down 
on paper and to see them next to each other—how they intersect, overlap, 
and align (or don’t). Moreover, it doesn’t matter if the individuals at your 
dinner party agree with one another, or even if you agree with what they 
have to say. In fact, you should be the very last person on the list, and you 
should feel free to cast your own vote about the one big thing you need to 
get better at, regardless of how it aligns with the other suggestions on your 
list, as Kegan and Lahey suggest in their original version of ITC. Essentially, 
the intention of the dinner party invitation is just to get it all out there—to 
get a variety of possibilities and perspectives down on paper—so you can 
look at the list and think carefully about what would feel most meaningful 
and important to you as an improvement goal. 

Once you've created your final list of guests and their caring feedback 
suggestions (including your own), the hope and challenge is to select one 
area of growth that you would like to focus on as an improvement goal. 
This can be the same as your initial response to the question, or it can be 
inspired by something that one of your guests shared (either literally or hy- 
pothetically). The most important thing here is that your goal feels deeply 
meaningful to you, and that it involves a behavior (or nonbehavior) that is 
in your own control (i.e., it is not about other people’s reactions to or treat- 
ment of you).!® Of course, our ways of knowing have been found to influ- 
ence both our rationale for picking an improvement goal and the nature of 
the goal we’ve selected.!” For example, are you picking a goal that will help 
with getting a reward? Maintaining or moving away from the need to re- 
ceive others’ approval? Getting better at expressing or acting on your own 
values or beliefs? Or more effectively building and growing professional 
connections? Does the goal you've selected prioritize achieving concrete 
deliverables, empathizing more deeply with others, taking a firmer stand 
for your own ideas, or expanding some of your more deeply favored ways 
of thinking and seeing? Regardless of these potentially diverse orientations 
to what's essentially a developmentally oriented dinner party, the fact of 
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influence and control felt very comfortable and reassuring to Magdalena 

as a self-authoring knower, it also meant incredibly long hours that, in- 

creasingly, were coming to feel unsustainable as her school grew in size and 

complexity. It was also, she began to feel, directly connected to the dimin- 

ished morale she was beginning to sense around the building. 

“I guess I’m something of a micro-manager,” she confided when first 

considering her “one big thing”—and indeed, in addition to being the lone 

point person for admissions, staff hiring, professional development, teacher 

evaluations, school culture, and student discipline, Magdalena took it upon 

herself to lead the data team, and she regularly sat in on extracurricular 

activities and departmental meetings. So, when she invited some of her 

most trusted teachers and supervisors to her growth-oriented dinner party 

and they confirmed her propensity for “over-influencing,” she decided that 

“trusting her teachers, supervisors, and staff more by delegating more” was 

a meaningful goal for her personal and professional growth. While, on the 

one hand, Magdalena considered her passion and “presentness” important 

strengths of her leadership (and key benefits of her self-authoring capaci- 

ties), she simultaneously recognized that “stretching herself to really em- 

power others” could help her to become a more compassionate, effective 

leader, and could likewise support her hope of “bringing the school com- 

munity—teachers, staff, parents, children, all of us—closer together.” 

In her mid-year self-evaluation, Magdalena courageously documented 

her new improvement goal, and discussed it at length with her district 

supervisor, Chrissy (a veteran leader who also made meaning somewhere 

between a self-authoring and self-transforming way of knowing). Because 

Magdalena knew that Chrissy’s feedback reflected her deep investment 

in and respect for Magdalena as a principal and professional—as well as 

Chrissy’s own rich experience as an educational leader—she asked Chrissy 

if she would be willing to meet regularly to engage in conversation about 

her improvement goal. Meeting once every three weeks or so, Magdalena 

felt, would be a powerful support and challenge for growth, so she was de- 

lighted when Chrissy agreed to help. 

While Magdalena really appreciated Chrissy’s generosity, time, and 

thoughtful expertise, Chrissy offered feedback on a few occasions that Mag- 

dalena “didn’t understand or agree with.” Sometimes, Chrissy’s questions 

left her feeling exposed and uncertain, and sometimes her suggestions felt 

too far afield from what Magdalena wanted to do and be as the principal 

(e.g., when Chrissy suggested setting up a teacher committee to lead profes- 

sional development). During these challenging moments, Magdalena (like 

many self-authoring knowers) had no trouble letting Chrissy know how   
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stand where you’re coming from on this one?” Fortunately, Chrissy took Magdalena’s Spirit of learning in which th 
felt that her ongoing, collabor 
ing her “let go of the reins” j 

questions and inquiries in th e ey were offered, and Magdalena ultimately ative meetings with Chrissy were really help- 

tivifed to he ane patty) ine ees (yes—those same teachers she 
a “gradual release mentori ing plan” de- Si fully se ne vem take on increasing leadership in the school. Power- as Swope hnected her emerging confidence to “rely on colleagues eaders” to her gtowing trust in and respect for Chriss . gdalena explained, “Having Chrissy, having netas the best and the worst of me so clearly, is just such 

truly hope these ideas and Practices are useful t O you, and we wish i you wings as you so. ar to new heights in all of your endeavors, 
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Before we invite you once again to consider a series of ee “ 
. : : 

signed to help you extend and apply your learnings from we ; mp “ we 

want to preview an action planning opportunity that wi oO tered 

epilogue. A tying together of the ideas and prompts hee ve ° steps fot 
‘ . : : xX 

i i ivity will help you solidify ne hroughout this book, this activi in 

wowing and authentically engaging in developmentally oriented feedba 

in your school or professional context. 

REFLECTIVE QUESTIONS 

One last time, we d like toi vite you to con ider a few reflective questions , n S$ , 

WwW dent think ng al id. or Troup conversation. 

relation to these que tion an the engage in discussion with one or 

more colleagues. 

+ What are one or two things you would like to do to enhance your 

i if lopment? ractice of growth and self-deve 

+ What is one strategy for seeking out feedback that you would like to 

employ or adapt? 

+ After reading this chapter and this book, what do you see as one 0 

two of your more important takeaways? 

  

  

EPILOGUE 

  

The Promise and Power of 
Feedback for Growth 

  

\ 
That is what learning is. You suddenly 
understand something you ve understood 
all your life, but in a new way. 

—DORIS LESSING 

J 
—_— 

‘Throughout this book, we have argued that adding a developmental layer to the best of what we know about feedback can help us even more effec- tively offer supports and challenges for growth that can be heard, taken in, and acted upon by adults who make sense of their work and the world in qualitatively different ways. While deeply effective and actionable feed- back is important for its own sake—to help us best serve our students and the adults in our care—current pressures have pushed feedback to the fore- ground of educational reform efforts and policies, and an understanding of feedback for growth has never been more necessary. 
Again and again, leaders and educators of all kinds voice a desire to get better at feedback—to learn how to do feedback well in light of these imperatives—because they know how important it is and can be. As one school principal recently said, reflecting on the power of good feedback: 

I really believe in the power of strong feedback not only to move practice, but to change minds, to change lives. I can name feedback conversations that have literally altered the course of my career: a pizza shop conversation in October 2009, a discussion about tem- plates in the spring of 2010, a formal post-observation conference in September 2011, an e-mail from a friend of mine that same month. These feedback ‘experiences’ stand out as turning points—peaks and valleys—in my work. Feedback is a very real agent of change. 
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