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Biographical Data _
With a background as a teacher on two Indian reservations, university professor, and Texas Title I

technica] assistance contact for the United States Department of Education, Margery Ginsberg isa
faculty member in Educationa] Leadership & Policy Studies at the University of Washington-Seattle.
She works nationally and internationally to provide support for comprehensive school renewal
anchored in a culturally responsive and motivationally significant pedagogy. Her work has been the
foundation for scvera]'qomprchensive school reform demonstration designs, including one of twb high
schools to receive the 1999-2000 United States Department of Education “Model Nationa]

Professional Development Award.”

Dr. Ginsberg’s books are Motivarion Matters: A Workbook for School Change (Jossey-Bass, 2003),
Creating Highly Motivating Classrooms jor All Students: 4 Schoolwide Approach to Powerful
Teaching with Diverse Learners (Jossey-Bass, 2000), Educators Supporting Educators: A Guide to

- Organizing School Support Teams (Association for Supervision and Curriculum Development, 1997),

~ and Diversity and Motivation: Culturally Responsive Teaching (Jossey-Bass, 1995). In addition, Dr.
Ginsberg's work provides the foundational material for two video series, Motivation: The Key to
Teaching and Learning (Association for Supervision and Curriculum Development, 2003), and ,
Encouraging Motivation Among All Students (Video Journal of Education, 1996). She has a Ph.D. in
Bilingual/Multicultural/Social Foundations of Education from the University of Colorada-Boulder.
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What?-

Where?

Wi th Whom?

Under What Psycholojgicd‘l Conditions? :




Five central concerns that influence the one issue that matters most in highly
motivating school renewal — the classroom.

¢ a shared language focused on teaching and
learnirig that guides lesson design,
instructional interactions, and reflective
practice | o |

e instructionally focused adult learning &
collaboration that is a part of daily work

+ conventional and creative data that provide
persuasive insights into schoolwide
instructional practice & student learning

. sﬁppofn at every level of the system, from
parents to central office.

» A “signature” or theme that represents a real
vision ‘
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FOUR LAYERS OF DIVERSITY

2

rnal Dimensig,

Geographical
+ Location

Re

Marital-
Status

- Income
Work

Content/
- Field

Ménagement
Status

Personal
Habits

Parental
Status

- Personality

e T T ——

Sexual .
Orientation

Ethnicity

Appearance Recreational

: Division/
. . - Habit
L{n_mp anits Department/
Affiliation Physical Unit/Group
Ability

Wofk
Experience .

Religion

Educational
Background

Work - B B . Seniority
Location . ' :

Internal Dimensions and Exfernal Dimensicns are adapted from Marilyn Loden and Judy Rosenef.
Workforce America (Business One Irwin, 1991} -
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The Motivational Framework for Culturally Responsive Teaching

Srandards:

Inciusioni | | Attitude

Competence | | |Meaning

Copyright © 2000 by MB Ginsberg & R.J. Wlo'dkowsk.i




The Motivational Framework for Cultﬁraﬂy Responsive Teaching

Standards:

Inclusien | Attitude

Competence | Meaning .

Copyright © 2000 by M:B. Ginsberg & R.J. Wlodkowski
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- MOTIVA TIONAL FRAMEWORK LESSON PLAN @
Class: , = Date:
Standard(s)/Benchmarks(s):

How does this learning experience. ..

... contribute 10 developing as a communiny of | . .. offer meaningful choices & promote personal
| learners who feel respected by & connectedto | relevance 1o coniribuie o u positive atfinide?

one another and 1o the teacher?

Establishing Inclusion: | Developing a Positive Attitude:

Respect and Connectedness . Choice and Personal Relevance
... engage participants in challenging learning ... create studenis " understanding that they are
that has social merit? becoming more effective in authentic learning .
: that they value?

Engendering Competence: -

Authenticity and Effectiveness Enhancing Meaning:

Challenge and Engagement

Otlrer considerations:




udents comfortably

melusion

(Respect and connectedness)

Yes/Obvious

Yes, but

Not Seen .HEM. Visit

Ideas

‘outines & rituals are’
resent that
ontribute to

agpectful learning
2.g. gpround rules,
coperative learning)

‘tudents comfortably
nd respectfully
ateract with each
ther

.nd respectfully .
nteract with teacher
e.g. students share
heir perspectives)

Feacher treats all
students respectfully
ind fairly

© 1999 by M.B. Ginsberg, all rights reserved

General Information/Comments




-

Attitude

(choice and personal/cultural relevance)

,m. es/Obvious Yes, but

Not Seen This Visit

Ideas

Classes are taught .
with students’
2Xperiences, concerns
Jr interests in mind.

Students make
choices related to -
ieamning that include
axperiences, values
1eeds & strengths.

Students are able to
voice their opinions.

Teacher varies how
students leam -
(discussion, musie,
film, personal . - .
interaction). . . .

® 1999 by M.B. Ginsberg, all rights reserved

~

General stodsmnou\ﬂogamsﬁ .




Meaning

(challenge & engagement)

ents actively
icipate In

llenging ways

- engaging in
sstigations, projects,
simulations, case
iy) -

cher asks questions,
. go beyond facts
nmoﬁmmnm students
eamn from different
ats of view.

icher helps students
all what they know
| build on it.

wcher respectfully
:ourages high quality
ponses.

Yes/Obvious

Yes, but

Not Seen This Visit

Ideas -

1999 by M.B. Ginsberg, all rights reserved

- (general FmouumnoQOoEBaEm




-
k]

~

~ompetence

- (authenticity and effectiveness)

Yes/Obvious Yes, but K Not Seen This Visit Ideas .
eacher shares or . .
svelops with students
ear criteria for-
1ccess (e.g. rubrics,
:rsonal conferences).

rading-policies are

ir to all students (e.g.
udents can learn from
istakes & the grades
flect what students
10w and can do).

here are performances
1d demonstrations - ‘
ith real world : ~
ynnections.

ssessment includes
udent values (e.g.
udenis self assess

ere are multiple ways
i demonstrate

&demv. - - ) — i - - . - .
. General Information/Comments

© 1999 hy M.B. Ginsberg, all rights reserved-




Key Points: Motivational Framework for
Culturally Responsive Teaching

BACKGROUND

° the concept of culture
We use the term “culture” broadly, referring to race, ethnicity, gender, social class, and a
host of other influences on the ways in which we are socialized - but the facus of the
motivational framework for culturally responsive teaching, especially as it relates to school
renewal, is students who have been hlstoncally under- replesented in education.

. macrocultural framework
' The motivational framework is supported by research about what works within and across

cultura) groups - as opposed to a group specific approach

. intrinsic motlvatmn - point of synthems for research
We are intrinsically motivated when we feel wise, capable, creative, joyful. These are the
emotions of intrinsic motlvatlon This is what we want al/ students to experience as they
learn. -
Principles and practices of intrinsic motivation prov;de synthesis for research on culture
and learning, e.g. the work of Gloria Ladson-Bnllmgs J armes Banks, Jim Cummins, Sonia
Nieto, Lisa Delpit, John Ogbu...
and research on specific methodologies, e.g. cooperative learning, multiple intelligences,
brain-based leaming, authentic assessment, leamer-centered principles, experience-based
learning, ]anguage acquisition, emotional intelligence...

» intrinsic motivation ~ why it is important - : :
Intrinsic motivation presumes all people are naturally curious and want meaning in their :
lives and that all people are motivated to do something: {(even if it is not what we want them
to do). People own their own motivation. When we act as if motivation is something we
do to someone else, we put them in a one-down position, one of dependency. ‘What we, as
educators do, is to create the conditions in which people can access their motivation. To
avoid using phrases like, “I motjvate students to learn,” we might say, “I encourage
students’ motivation to leam, " or “I help to elicit students’ motivation.”

Intrinsic motivation is cognitively more effective than extrinsic motivation for problem
solving, persevering in creative tasks, avoiding the necesszty to crami for tests.
-Respect for intrinsic motivation diminishes power issues in learning and helps students see
themselves as being the agent of their own Jeaming. -
However, intrinsic motivation can work alongside extrinsic mouvatlon if the extrinsic
. reward is culturally valued and highly lnfomaatlonal about performance on a goal (as an
“example: the Olympic gold medal). :




THE FOUR MOTIVATIONAIL CONDITIONS

. the motivational framework for culturally responsive teaching has four conditions
that are interdependent and that can be defined by two criteria (or critical attributes)
One condition withoul 1he other doesn’t provide consistent motivation and may actually
undermine molivation (as an example: cooperative Jearning bui compelifive grading where
only a few can excel).
A good metaphor for the interactions between the four conditions of the
motivational framework is jazz.

» 1% Condition: Establishing Inclusion
" Criterin: respect & connectedness
A strong sense of belonging and respect contributes to emotional safety - to an environment
in which it is safe 1o take risks and to leam.

e 2™ Condition: Developing 2 Positive Attitude

Criteria: choice & personal relevance :

We can’t assume students have a positive attitude toward school, a parhcu]ar teacher; ora

particular subject. As an example of how quickly attitudes form, there is evidence that

many jurors make up their minds about guilt or innocence within the first ten minutes. First

impressions are often lasting impressions. ,

Choice does not imply a wide-open free-for-all. It occurs within a framework that
respects agreed upon norms for working together as a community of learners-where

everyone has an opportunity to learn. '

There are several kinds of choices - what to Jeamn, when to learn (everybody at the same

time?), where to Jeami, how to learn, with whom to leamm, how you will assess your

accomplishments; how you will be assessed by others. ' '

's 3" Condition: Enhancing Meaning
Criteria: challenge and engagement
Flow is created when there is a need for high challengc but there is low threat,
Flow is the slate that occurs when a person is so completely absorbed in an experience that
they may lose track of time or may even lose their appetite. The cnitical issues are
challenge and safety nets. A4/l students ought to experience academic challenge. However,
if they are to meel those challenges, we need to provide multiple kinds of “‘safety nets.”
Then, all students have a genuine chance to successfully challenge themselves. Safety nets
might be cooperative base groups where students regularly meet during class time for
example, to support each other.in solving problems associated with completing homework
assignments. Another safety net might be for teachers to resist the '




temptation to average grades especially if they believe that grades ought to 1epresent whai
students know and can do at the end of a leamning experience - and understand that
averaging can penalize students who are cautious starters or who need more time to learn
but who can meet hi gh standards if given the support and flexibility.

Projects, critical inquiry, and leaming through the arts are exarnp]es of when students are
most likely to experience challenge and engagement.

4™ Condition: Engendering Competence

Criteria: authenticity and effectiveness at what students value (This value is integrated

with what is of value to society) .-

More than anything else, students need to believe T.hat they are implicitly. and explicitly

connected to a hopeful future. Every time we help students clearly identify their success we

help link them to a hopeful | future. This can occur in both small and large ways.

An example of a “small” way is a “doar pass,” where students - as a ticket to Jeave -
reflect upon a question and write their response on a three by five card, They hand

this card to the teacher who collects them at the door. This activity has the added benefit

of ensuring that the teacher makes contact with every student. Questions to which students

might respond on their door pass include, “What is one way in which you challenged

yourself today?”, or *‘What is an example of a way in which you assisted the learning of

another person this week? An example of a “large” way might be 16 re-examine grading

policies from the perspective of equity.

CONCLUSION

the framework can be a used as a template for a single strategy (e. g cooperatxve
learning) and it can be used to design a lesson or unit.

The goal is to “hit on all fours™ as simultanedusly as possible - but at least within a
reasonably short time span.

Consistency is key.

good lesson planning is motlvatlona] planning -

schoolwide collaboratlon is essential

Copyright ¢ 1998 by Margery B. Ginsberg, use with permission only.




Give One:

. Give One, Get One

Get One:




Data-in-a-Day
What might be the purposes of Data-in-a-Day for your school? '
Who would participate on the visitation teams?

What protocol could help to maintain confidence and respect throughout
the process? : '

How might your school want findings to be shared?

How could Data-in-a-Day have a leading quality — so that it is more than '.

just an “event™?
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W alk-t_hr'ough Summaries

Based on Motivational Framework

Room Student Standards Wall Walk Student Interview Examples of
4 Engagement What? Why? Support for motivating -
Success? teaching &
learning
Circle One | Circle One
HML Y N
Circle One Circle One
HM Lo YN
Circle One Circle One
HM L YN
Circle One - C'ircle One
HM L Y N
Circle One Circle On
HM L YN
Circie One | Circle One
AM L YN
Circle drie Circle One
HML YN




Strategies from Creating Highly Moz.‘ivati’ng Classrooms

Establishing Inclusion
Venn Diagram

. Think, Pair, Share Exercises

Response Cards .

" . Fist-lo-Five

Historian

Review exercises

Bean Experimént

Communication Agreements

Note Cues

Cooperative Groups

Developing a Positive Attitude

Carousel Graffiti

Human Highlighter

Story Posters

Examples and Indicators of a Successful School.
Metaphorical Ecosystems

Creating Time for Collaboration

Crealing a Statement of Purpose for “Schoolwide Instructlonal Leadership Cadres”

" Establishing Norms for Teamwork:

Change Process
Enhancing Meanmg
Link

Jigsaw Cooperative Leaming

360 Degree Turn-Around

Dot Graphing (an approach to initiating action research)
Engendering Competence. :

Door Passes

Seasonal Pariners

Head, Heart, Hand

Class Evaluation from the Perspective of K- 12 Students
Examining Grading Practices.

" Evaluating the Motivational Conditions of an Istitute -
Designing Lessons Using the Motivational Framework for Culturally Responswe Teachmg

-




Walkthrough Summaries Based on the Motivational Framework

Room
#

Inclusion:
Routines and
rituals,
Respeci,
Students’
lives rep.

Attitude:
Purpose/standards,
Relevance,
Choice
(Student interview)

. Meaning:

Student
engagement
(F/M/L),
Motivating
teaching

Competence:
Wall walk,
Student work,
Evidence of
understanding
(Student
interview)




p.22

gy g Ll €4 1007 O
ATajeLs [2UOHDNYSUT UR 2]BSUOUTIP 0) LIOOISSE[D AU 35T 10 UOHRLIIOTUL 31RYS [[iM = X

2310y2 Puyl=F ‘IDN0YI PUDIFS=F ‘21043 IS4lf=|
alowl L1esf 0} 2} PN

(soriqn.1

«M.EN.\.E& Jo . 82) .
SUONDHSUOWIDP | $$IDONG spafoug | suonudp .| saousiiadxy . :
2fi-1 : . dno: . ssweN
11-103.4) L0f : 20 | quaaffiq ¥ |, S;uapnis sdnosn) SUO1IODLDIUS
JUBUISSISSY DLDILL) YIEAS Buinjog | saoioy) 40f | 33pajMonyy 2ap.42doo)) | UIOOASSD]D
onudYINY 4p2]) | Buinonsangy | wajqo.d | Quunpioddp | 101d f0 257) | /243DL0GD]]0D nfroadsay -
asualaduwio) Buiuesty 2pnIny | uolsnjouj

XIEIA S[[IYS [BUOISS3J0IJ




Synonym .

- gﬁmwrow |

Motivational
Framework

Definition

Synibol
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A Natiorial Blue Ribbon Schwol - Texas TAAS Recogrized Campus
US Dept. of Ed. Model Praf:sswnal Development Award
Brett Springston, Principal
2045 Gessner Road
Houston, Texas 77080
713-365-44T75
spﬁngsb@s@ng—bmnchﬁsd.bcnctedu

FOCUS ON THE FUTURE
A Motivational Framework for
Culturally Responsive Teaching

' ESTABLISH INCLUSION

* RESPECT
* CONNECTEDNESS

Routines & rituala are vigible and
understood by all.

.All students eguitably & actively
participate & interact.

DEVELOPING POSITIVE ATTITUDE
« RELEVANCE
* CHOICE

Teacher works with studenﬁ to

~ personalize relevance of course content.

Teacher encourages students to meke
real choices in how, what, whers, whent
to learm. -

ENGENDERING COMPETENCE
* AUTHEXTICITY '
* EFFECTIVENESS.
Information, consequence or product
supports students in valumg & .

identifying learning.
Opportumbus for "real world”

experiences are provided.

R

ENHANCING MEANING
© * CHALLENGE:
* ENGAGEMENT

‘ Teacher encourages all students to leatn

apply, create & communicate lmowlcdg\:
Teacher helps studerrts activate prior
knowledge & provides multiplk safety

" nets to ensure success.

¢1998 Margery B. Ginsberg
Creating Highly Motivating -
Classrooms for All Students’

. -.
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Data-in-a-Day technigue provides a snapshot of teaching that motivates

By HMARGERY B. GINSBERG

here 'are no scripts for teaching in culturally diverse classrooms becaiise

culture is not an isolated part of life, As an adult educator who regu-

‘larly provides demonstration classes to encourage teachers to question

their b}actice,l know that it’s nearly impossible to ever “get it right.” In fact,

one of the beantiful things about the
education profession is that we work
with human beings, none of whom can
be reduced 1o a¢checklist of pedagcg?cal
or culwral terms.

A framework that helps teachers
identify sirengths and ideas for more
equitable and motivational
teaching can help them focus on
the core of school renewal —
everyday instructiona) practice.

The Motivational -
Framework for Culturally
Responsive Teaching (Ginsberg
& Wiodkowski, 2000) helps the
schools with.which ] work fotus on
eaching, Jearning, and equity. Data-in-2-

* Day, an action research approach, uses the
framework 1o help teachers take a snap-
shal of whal teaching and Jearning look
like in their school. By disaggregating
and examining the daia, staff can begin
planning for improvements 1o eliminate
differences in achievernen! among studen

a
Margery Ginsberg is an independent con-
sultant for instructionally-focused school
renewal. You can contacl her a1 6033 Jay
Road. Boulder, CO 80301, (303) 530-4182.
fax {303) 581-9518. e-mail:
marpery@edlink.com.
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groups. The framework helps take the
puesswork out of how 1o do that, once the
data have been captpred.

EXAMINING MOTIVATIONS
The high-poventy schools with
which ] work often scrutinize conven-
tional data; slandardized iesis, promotion
and retention rates, anendance
.records, and so forth. Bui such
data don" help teachers understand
" effective classroom practices or
help them 1alk abow how 10 create
conditions thal comsibute 10
intrinsic motjvation and Jearning

. amaong diverse studenl groups. Using-only

conventional data doesn’t help address
education’s foremost challenge — how 1o
suppon students’ intrinsic molivation
given the diversity of experiences, beliefs,
and learning modes in today's classrooms.
‘Students will challenge ihemselves
more and leam more when they value and
have an interesi in Jeamning — intfinsic
motivation — than when they are moti-
valed by reward and punishment (Deci &
Ryan. 1985; McCombs & Whisiler.”
1997). ) :
Daty-in-a-Day encourages vnder-
standing that all people have intrinsic
molivalions znd how that motivalion ‘can
be supportied across all racial, ethnic, and

Kational Staff Development Council

cultural groups. The framework has four
molivational condilions that apply 10 2
range of racial, ethnic, and culivral back-
grounds. When used as pari of
insiruciional design. these four conditions
encourage leaming.

When siudenis can see that what
they are learming makes sense and is .

- important according 10 their values and

perspeclives, motivation emerges like a

.cork rising through waler {Ginsberg &

Wlodk owski, 2000). Data-in-a-Day can

help 1o create those environmens — for

leachers as well as students. )
Teachers on visitalion leams can

visit classrooms and see clear examples of

praciices thal engage swdents of varying

demographic groups. Schools then can

)SD Spring 2001
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(See “Sample injtial communication” on
page 47). At this ume, the commiuee asks
for a teacher volunteer who will be video-
taped to help visitalion learmns apply the
rubric based on the Motivational
Framework. As an altemative, a profes-
sionally prepared Lape. such as Good
Morning, Miss Toliver, can be used. As

ORIGIN
ata-in-a-Day was introduced by Northwes! Regional Edueational Laboratory 10
help srudents, parents. and siaff examine and reflect on classroom practices in
thejr schools, This article presents an adapled process developed with teams from
- Spring Woods High Sehool in Houston, Texas, that integrates r.csearch on classroom
practices that suppon student motivation within and across racial, ethnic, and.

culural groups (Ginsberg & Wlodkowski, 2000).

design Jearning experiences that honor the
divcrse'perspcctjves, values, and talents
that smdents bring 1o the classroom and
increase sudents value for and interest in
Jearning. When educalors examine student
work, develop and reflect upon demon-
stralion lessons, Teview videotapes of
classroom interactions, or initiate peer
coaching, they design thejr approach with
questions based on the fra;ncworl;'s four.
conditions.

Generally, teachers and other
members of the school community base
their impressions of classroom practices
on what they hear or talk about with a few
teachers. By applying the Data-in-a-Day

process and the Motivational Framework,

stafl have a truer picture of everyday
practices and can begin 0 1alk about the
distance between pedagogical ideals and
everyday practices. This can lead to a
more cohesive school improvement plan
and focused professional development.

ORGANIZING DATA-IN-A-DAY

Generally, Data-in-a-Day is a three-
day self-study. It can be adapted
according 1o a school's Jogistical chal-

Jenges. This outline is based on the most -

effective approaches for groups with
whom I have worked.

The first step is establishing a plan-
ning commitiee of about five
teacher-leaders from the school, two
parents, and, a1 the high school Jevel, a

Additional grafzhi;:s and tools by
Margery Ginsberg are available on
the NSDC web site, www.nsdc.org
Ilibra'ryljsd/ginsbergZZl.ht'ml.
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MOTIVATIONAL FRAMEWORK

Data-in-a-Day teams focus on
four conditions that form the moti-
vationa) framework — how
classroom practices:

» Help students respect and fee]
connected to each other apd Lo
their 1eachers (inclusion);

s Help students develop 2 positive
atiitnde toward leamning by offering
a relevant curriculumn (positive atti-
mde);

e Create learning experiences that
challenge and engage diverse
students (meaning); and.

.o Assess whal maters lo students
and society (compelence). '

Jeast two students, as well as building and '

district-level sdministrators. This
commitee is needed (0 communicate with
the rest of the school, crganize a team
preparation dinner, and produce a brief
video of a teaching segment to prepare
teams to identify motivational atributes
and 10 use the framework. Committee
members also are guides and leaders for

classroom visilation teams, develop visi- -

tation schedules, create folders that
contain team visitation schedules, and
participate in 2)] leam activities. Having a
coordinator to ensure that the planning

_ team has maximum support for each 1ask

is essential,
After the planning commitiee is
selected, it drafts a brief leuer 1o the

" faculty explaining the *whal,” “why."

“how," “who," and “when" of the process.

~

leam members walch the demonsration
video, theyv practce looking for the moti-
vational condition for which they will be
responsible during classroorn visits.

The Data-in-a-Day process begins
with an evening dinner to devélop a sense
of community and prepare teams.
Throughout the next day, all of the teams
visit classrooms and collect data. The
teans discuss their observations with five
jtems in mind:

« Examples of how teachers address the
framework's four conditions;

¢ Motivational conditions with which
teachers are most comfortable or show
competence in; ‘

e Any aspects of motivating 1eaching that
were not apparen: at the time of the visits;
# Wishes or suggestions that might assist
teachers; and

s lisights students offer.

At the end of the third day, generally
just after school; Data-in-a-Day teams
share insights with faculty. Insights can
spark.dialogue, generate additional
inquiry, enhance individval and school-
wide goals, and focus professional
development aclivities.

Some schools, especially the first

" time they initiate Data-in-a-Day, prefer

simply to list examples of highly moti-
valing practices and then to note
guestions the school conld ask itself based
on these observations. For example, after
observing mostly teacher-direcled instruc-
tion, one team posed this guestion; “How

" might we more actively involve students

in learning?”

In another school, leams consislently
reported-that the fourth motivational
condition, “engenderin g competence,”
wasn’l seen. The group talked about

. assessment and grading practices, a
conversation thai led teachers (o use team
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planning ume lo share and design more
motivationally effeciive approaches to
assessment and grading. And the school
as 3 whole began 10 talk about varying
philosophies on grading and research on
the limited or negative impact of grades
on the performance of Jow and midd)e
performing sndents (Suggins, 1988;
Wilodkowsks & Ginsberg, 1995).
LEARNING FROM DATA-IN-A-DAY
Evaluations of Dala-in-a-Day have
been posivve. Comments included, “We
were of varied backgrounds. bot we ofien
observed or shared similar feelings.”
Participants said the benefis were:
“Hearing smdenis' points of view,”
“seeing different subjects and different
approaches,”” “listening Lo the perspec-
lives of students and parents,” and
“help(ing) my school make itself betler.”
Some common challenges noted
 were: “Some students seemed 10 be non-
participanis and were even excluded from

the classroom comumunity;” “t seems Jike -

the schoo) as 3 whole might need more

* help working with groups;™ “Jt looks like
we still have many classrooms in which
the teacher is dispensirig information to a
relatively passive class.” Althongh.
students on visitation teams typically
shared these perspeciives, they also real-
12ed the effect.of classroom behavior, as
in Lhe comment, *] pever undersiood

before how hard it is for the teacher when

1 1alk so much 10 my friends in class.”
Dala-in-2-Day promoies attribotes
that syccessful schools share: Engaging
students, parents, community members, -
and districi-level personne! in continuous
renewal; job-embedded leaming with a
clear focos on teaching and Jearning; and,

in districts such as Spring Branch, Texas,

Fremont, Calif,, and Richmond, Calif.,
queslioning assuinptions abou! how effort
and reward are driving forces in‘academic
achievemenl among diverse Jearners,
Panicipants frequendy comment that
Dalza-in~a-Day would be an excellent
* precursor to schoolwide peer-coaching.
CORCLUSION '

More and more, slates are requiring -

school districls 1o look al tesi scores
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according 1o race, poveny. and gender so
schools will acknowledge and dea) with
differences in achievement. Edvcators
may be sensilive 10 this requiremeni
because schools ofien are capght in

shifling or superficial polilical agendas,
Yer individu.al schools can be inspinng
examples of how Jooking at data and
acLing on ji can contribute 1o reversing the
academic effects of racism and poverty.

Building the team
TEAM COMPOSITION

" deally, teams should represent the demographic makeup of the school, include

-parents as well as teachers and administrators, and, at the middle and high school
level, students. Smdent representation is especially important and should include
low-, middle-, and high-performing students. Tenth and ) 1th grade participants are

. paricularly valuable because they are familiar.with high schoo) and since they are

nol graduating in the near future, they can susiain their relationships with team
_members. In fact, in some cases, panicipation in this process has been the first step
to establishing mentorships berween student and adul participants.

A FEW SUGGESTIONS )

1. Be very clear about the purpose and how data will laok and be used.

2. Recruit more than enongh volunteers for teams ta Buaraniee enough members:

in case of sickness. .

3. Recruit volunteers and schedule classrooms 10 be visited wcl]-ir; advance.

4. Provide a comforable place for visitation teams to refresh themselves,

5. Put the debriefing process in writing, '

6. Estal;]ish clear agreements with faculty about how 1 mainlain an environmént
in whichstudent participanis fee) safe enough 10" express their perspectlives.

7. Repeat the process unti] al} f aculry have panicipated in visitations.

8. Make centificates of appreciation for all participants, accompanied, if possible,
by a photograph of the visit. I ' .

TEAM PREPARATION SAMPLE AGENDA

TIME © TORIC FACILITATOR
5:30-6:00 Dinner . '
6:00-6:05 Introduction . Principal and coordinator
6:05-6:13 Personal introductions Teams
6:15-6:45 Introduction to the External consulant, principal,
. molivalional framework or coach
6:45-7:00 Recording information Same as above
: Using the motivational ’
— framework
7:00-7:20 ' Video Exiernal consuliani or coach
7:20.7:40 Discussion Expert groups

(representatives from observations
different 1eams who share the same
molivational condition) '

~ Designated member of
the planning commitiae
Coordinator
Coordinator

- ..

Visilation protocols and
and helpful hints
Lopistics

" Questions, comments

7:40-7:50

7:50-7:55
7:55-8:1%

National Stafl Developrent Couneil " 15D Spring 200]
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WHAT?
DATA-IN-A-DAY OVERY] EW
This event provides an Opportunity

for siakeholders to observe educationa)
practice in our schoo) and 10 collect
information wt can use Lo undersiand
the ways in which we are supporting

_ studen! motivation and meeting some of
the challenges we stll face.

WHY!
S THIS REALLY IMPORTANT?

We are commutted to highly moli-
vating leaching and Jearning and have
been finding ways 10 strengthen class:
room practice in support of the diverse
students we serve, However, none of -
our data provide perspective on how we
Jook on any given day — and whal. we

. can do Lo provide ongoing support 1o
each other, given the range of expertise
in our school. Datz will be used 10 share
successes and engage the schoal
community in dialogne aboul how we
right tackle challenging areas of class-
room practice. None of the data will
contain teachers’ names (unless teachers
would like 10 reveal thal themselves).
As a school with many accomplish-
ments, we may not easily see the gaps
thal exist berween what we say we are
doing and what we are really doing.
Data-in-a-Day can enhance our comimit-
‘ment (o always seeing ourselves as
“in-progress.”

HOW? )
TEAMS, YISITATION- RUBRICS,
VISITATION PROTOCOLS

There will be eight teams of five
people (two students, one parent, one

teacher, and a team Jeader) to accurately

. EFERENCES

Dedi, EL. & Rvan, RM. (1985) Intrinsic
motivation and self-determination in human
behavior. New York: Plenum.
Gmsherg, M.B. & Wlodkowski, R.J.
(2000). Creating highlv motivoing class-
rooms for all studenis: Powerful leaching
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WHEN?

1 CAT I ON

{List events, dates, and participants. An cxamp]c fo]lows Dates are fictitious.)

EVENT . DATE

PARTICIPANTS

Planning meeting 9/15/00

Schoolwide ]cadcrs}g-:m;adrc

Data-i -in-a- -Day planning comminee

Dala-in-a-Day plannine comminee

Fianning meeting 9/21/00
E-mail to_faculty 5/21/00
Yeam preparation _ 9/28/00

Classroom visilalion teamns

Classroom visitations

10/3/00 (school day)

Visitation teams

"10/3/00 (3-7 p.m.)

Datz analysis
' (Dinner provided)

Visitation leams, faculty

reflect our demographics. Edch leamn
will visit six different classrooms during
1s1, 2nd, and 3rd periods for 30 minutes.
By the end of the day, teams will have
callectively visited 48 classrooms. Each
team member will use an obscrvann
too} that concentrales on one condition
of the motivational framework (inclu-
sion, positive atitude, meaning, or
competence). They will Jook for ways in
which classroom practice demonstrates
the presence of the condition. Al the
conclusion’ of the six classroorn visits,
team members will mee1 and share their
observations with other Data-in-a-Day
team members who Jooked for the same
motivationa} condidon. For example, all
of the people who looked for inclusion
will mee! and compare notes. Afier they
compare results, Jook for rrexids, identify
areas of sirength, and areas thai seém 10
need support 0 increase student

success, they will develop a way 1o .
share informatien with the whole
faculty. This information will be shared

" al the end of the school day ihat Tollows

the classroom visitation day.

with diverse learners. San Francisco: Josscy-
Bass Inc.

MeCombs, B.L. & thsller, J.S: {1997).
The learner-centered classroom and schopl:
Strarepies for incredsing siudent motivation
and achievement. San Francisco: Jossey-Bass
Inc. .
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WHO?

We need teachers 10 volunieer (o
be ori Data-in-a-Day teams, and we alsp
need teachers 1o sbggest student volun-
leers, parent volunieers, and to volunteer
their cdassroom for a visil. Even if these
classrooms 1end 1o reflect:**best prac-
tices,™ it wil) give the school an
understanding of what “best practices”
Jook like right now, Please
contact {name of
coordinalor) by (date),
Because 1eachers are.ofien modest about .
their teaching or cautious about being
visited while working with students, we
will probably need 10 invite pedple 1o
volunteer and hope that you will
consider this. This process wil] provide
a valuable service 1o-al] of us — and
especially 1o our students. A tribute 1o
participating teachers wil] precede. our

_session with faculty as a whole.

WHERE CAN ! GET MORE
INFORMATION? -

(List names of organizing
commitiee). Tharnk you!

.Stiggins, R.J..(1998), Revitalizing classréom

assessment: The highest instructional priorty,
Phi Delra Kappan, Janvary, pp. 363-368,

" Wlodkowski, R}, & Gmsberg, M.B.

(1995). Diversiry and morivation: Culturally
responsive ieaching. San Fram:zsco Jossuy—
Bass Inc. l
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A Framework for Culturally
Responsive Teaching

Ravmond . Wiodkowski and Margery B, Ginsberg

Research has shown that no one teaching strategy will
consistently engage all learners. The key is helping
students relate Iesson content to their own backgrounds. |

o be effective in multiculwaral

classrooms, leachers must relale

teaching cantent (o the cultural

backgrounds of their students.

According to the research.
teaching that ignores sludent norms
of behavior and communicatinn
provokes student resistance. while
teaching that is responsive prompts
student invalvement (Olneck 1995).
There is grawing evidence that strong.
conlinual engagement among diverse
studenis requires a holistic approach—
that is. an approach where the how,
whal, and why of teaching are unified
and meaningful (Ogbu 1995).

To that end. we have developed a

.o

Concl Hotchar

comprehensive madel of culturaily
responsive teaching: a pedagogy that
crosses disciplines and culfures to
engage fearners while respecting their
cultural integrity. 1t accommodates the
dynamie mix of race, ethnicity. class,
gender. region, religion, and family
that coniributes o every sluden!’s .
cultural idenuty. The foundation for
this approach hes in theories of
mlrinsic melivaiion. i
Before we outline our framework -
far culturally responsive teaching. we
will address the bond of motivaiion
and culture, and analyze some of the
social and institntional resisiance (0
leaching based on principles of

‘intrinsic motivation. Understanding

Ihese relationships provides a clearer
view of the challenges we must over-
come if we are to genuinely transform
teaching and successfully engage all
students,

Motivation Is Inseparakie from Culture -
Engagement is the visible outcomg of
motivation, the natural capacity to
direct energy in the pursnit of a goal.
Our emotions influence our motiva-

-tion. In tum, our emotions are social-

ized through culture~—the deeply
learned confluence of Janguage,
beliefs, values, and behaviors that
pervades every aspect of our lives. For
example, one person working at a task
feels frustrated and stops, while
another person working at the task
feels joy and continues, Yet another
person, with an even different set of
cultural beliefs, feels frustrated at the
task but continues with increased
determination. What may elicit that
frustration, joy, or determination may
differ across cultures, because cultures
differ in their definitiops of novehy,
hazard, opportunity, and gratification,
and in their definitions of appropriate
respanses. Thus, the response a
student has to a leamning activity
reflects his or her.culture.

" While the intemal logic as 1o why
a student does something may not

. coincide with that of the teacher, it is,

nonetheless, present. And, to be
effective, the teacher muost understand
that perspective. Rather than trying to
know what to do 10 students, we must
work' with students to interpret and
deepen their existing knowledge and
enthusiasm for learning. From this
viewpoint, motivationally effective
teaching Is culturally responsive.
teaching.

sepremser 1995 BLd




Locked in Mid-Gentury
Most educators with whom we have
worked would agree that there is
strong relationship between culture
and motivation, and that it only makes
sense to understand a student’s
perspective. Why, then, do we have
such difficulty acting this way in the
classroom?

One major reason is that we feel

very little social pressure to act other-

wise. The popular media and struc-
tural syslems of education remain
locked in a daLcnmmsuc mechanistic,
and behavioristic orientation toward -
human motivation.

If one were o do a content ana]yms
of national news broadcasts and news
magazines for the last 40 years 1o

. identify the most widely used -

metaphor for motivation, “the camrot
and the stick”—reward and punish,
manipulate and conmol—would
prevail. As a resuli, obr national
consciousness assumes there are many
people who need 10 be motivaied by
other people.

The prevailing question, “Howdo I
motivate them?” implies that “they”

are somehow dependent, incapable of *

self-motivation, and in need of help
from a more powerful “other.” Inthis
sense, the “at-risk™ label acts to
heighten our perception of students as
motivationally dysfunctional, and
increases our tendency not to trust
their perspective. The fact that an inor-
dinately high number of “at-risk"
students are poor ang people of color
should cause s to reflect on how well

we understand motivation. Thoughtful .

scholars have suggested that this Jabel
now serves as 2 euphemism for
“culturally deprived” (Banks 1993).
Secondary education is influenced a
great deal by the practices of higher-
education, and both levels tend to
follow the precepts of extrinsic rein- .
forcement. Teaching and testing prac-
tices, compelitive assessment proce-
dures, grades, grade point averages,
and eligibility for select vocations and

m EDUCATIONAL LEADERSHIP

colleges form an inferrelated system.
This system is based on the assump-
tion that human beings will strve to
learn when they are externally
rewarded for a specific behavior or
punished for lack of il ’
Schools and colleges successfully
educate a disproportionately low
number of low-income and ethnic
minority students (Wlodkowski and
Ginsberg 1995). Because the impor-
1ance of grades and grade point aver-
ages increases as a student advances in

“understand” and “'elicit”; to change

- the concept of motivation from reward

and punishment 10 communication and
respect. We can influence the motiva-

" tion of stidents by coming 10 know

their perspective, by drawing forth

" who they naturally and culturally are,

and by seeing them as unique and
actjve. Sharing our resources with
theirs, working together, we can create
‘greater energy for learning.

Intrinsic systems of motivation can

‘accommodate culmural differences.

What may elicit frustration, joy, or
determination may differ across -
cultures, because cultures differin
their definitions of novelty, hazard,

schoal, it is legitimate to qucstion
whether extrinsic motivation sysiems
are effective for significant numbers
of students across cultures. We can
only conclude that, as long as the.
educational system continues to relate
motivation to leamn with.external
rewards and punishments, culturally
different students will, in large part, be
excluded from engagement and
success in school.

Chanoing Consciousness

About Molivation

1t is part of human nature 1o be
curious, to be active, to initiate
thought ang behavior, to make
meaning from experience, and to be
effective at whar we value, These
primary sources of motivation reside
in all of us, across all cultures. When
students can see that what they are

'learning makes sense and is important,

their intrinsic motjvatjon emerges.
We can begin to replace the caryot
and stick metaphor with the words

.opportumty, and gratlflcatlon

Theories of intrinsic motivation have
been successfully applied and
researched in areas such as cross-

“cultural studies (Csikszentmihalyi and
_ Csikszentmihalyi 1988); bilingual

education (Curnmins 1986); and educa-
tion, work, and sports (Deci and Ryan
1985). Ample docurnentation across a

- variety of student and regional settings

suggests that noncompetitive, infor-
mational evaluation processes are
more effective than competitive,.
controlling eva]uauon procedures
{Deci et al. 1991, Deci and Ryan 1991).
. A growing number of educational
models including constructivism and

_multiple intelligences theary, are
" baséd on intrinsic motivation. They

see student perspective as central o
teaching. Unfortunately, educators
must often apply these theories within
educational systems dominated by
extrinsic reinforcement, where grades

- -and class rank are emphasized. And,
. _when exirinsic rewards continué to be

the primary motivators, intrinsic moti-




vation is dampened. Those students
whose socislization accommadates the
extrinsic approach surge ahead, while
those students—often the culturally
differeni—whose socializalion does
not, fall behind. A holistic, culwrally
responsive pedagogy based on
intrinsic motivation is needed 10
correct this imbalance.,

An Intrinsic Motivational Framework
We propose a mode] of culwrally
responsive teaching based on theories
of imrinsic motivation. This model is
respecxfu] of different cultures and is
capable of creating a common culrure
that all students can accept. Within
this framework, pedagogical align-
ment—ihe coordination of approaches
10 teaching that ensure maximum
consistent effect—is critical. The mare
harmonious the elements of teaching
are. the more likely they are 1o evoke,
encovrage, and sustain mlrmsxc mati-
vation.

The framework names four motiva-
tional conditions that the teacher and
students continuously create or
enhance. They are:

1. Establishing inclusion—crealing
a Jeaming atmosphere in which

students and teachers fee) respecied by’

and connected to one another.

2. Developing aftitude—creating a
favorable disposition loward the
learning experience through personal
relevance and choice,

3. Enhancing meaning—creating
challenging, thoughtful Jearning expe-'
riences that include student perspec-
tives and values,

4. Engendering competence—
creating an understanding that
students are effective in Jearning
something they value.

These conditions are essential to
developing intrinsic motivation. They
are sensitive 1o cultural differences,
They work in concert as they influ-
ence students and leachers, and they
happen in a moment as well as over a
period of ime,

Culturaily Responsive Teaching:

Let us look at an actual episode of
culturally responsive teaching based
on this molivational framework. 1t
occurs in an urban high school social

“science class with a diverse group of

studenis and an experienced (eacher.
" Atthe start of a new term, the
teacher wants 1 familiarize students
with aclive research methods. She will
use such methods throughout the
semester, and she knows from
previous experience that many
students view research as abstract,
irrelevant, and oppressive work.
Afler reflecting on the framework,
her 1eaching goal, and her repertoire

-of methods, she randomly assigns

students to small groups. She
encourages them to discuss any
previous experiences they may have
had in doing research as.well as their
expectations and concerns for the
course. Each group-then shares its
experiences, expectations, and
concemns as she records them on the
chalkboard. In this manner, she is
able to understand her students’
perspectives and to increase their
connection to one another and herself
(motivarional condition: establishing
inclusion).

The teacher explains tha most
peop]e are researchers much of the .
time, and she asks the students what
they would like 1o research among
themselves, After a lively discussion,
the class decjdes to investigate and -
predict the arpount of sleep some

‘members of the class had the previous

night. This experience engages stndent
choice, increases the relevance of the
activily, and contributes to the favor-

able disposition emerging in the class

(motivational condition: developing

- antitude).-The students are leamning in-

a way that includes thejr e\pcnence:
and perspectives.

Five students volunteer (o serve as
subjects, and the other students form
research teams. Each team must
develop'a set of observations and

‘guestions 1o ask the valunteers. (They

cannot ask them how many hours of
sleep they had the night before.} After
they ask their questions, the teams
rank the five volunteers from the most

10 the least amount of sleep. When the.

volunteers reveal the amount of 1ime
they slept, the students discover thal
no research team was correct in
ranking more than three students.

Students discuss why this outcnme
may have occwred, and consider
quesiions (hat might have increased
their accuracy, such as, “"How many '
hours of sleep do you need to feel
rested? Collaborative leaming,
hypothesis testing, critical gues-
tioning, and predicting heighten the
engagement, challenge, and
complexity of this process for the
students (morivational condition:
enhancing meaning).

These procedures encourage and
mode] equitable participation for all
students.

After the discussion, the teacher
asks the students 1o write a series of
statements about what this activity has
taught them about research. Students
then break into small groups to ’
exchange their insights. Self-assess-
ment helps the students to gain. from
an authenticexperience, an under-
standing of something they may value
(maorivarional condition: engendering
competence).

This snapshot of culturally respon-
sive leaching illustrates how the four
molivational conditions constantly
influence and interact with one
anather, Without eslablxshmg inclu-
sion (small groups to discuss experi-
ences) and developing attitude
(students choosing a relevant
reéearch), the enhancement of
meaning (research teams devising
hypothesés) may net have occurred
with equal ease and energy; and the -

. se)f-assessment 1o engender conipe-
-tence {what studenis leamed from

their perspective) may have had a
dismal outcome. Accordingio this
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Four Conditions Necessary for
Culturally Responsive Teaching

9. Establish Inclusion

Norms: :

% Emphasize the human purpose of
what is being learned and its relation-

ship 1o the students experience.

g Share the ownership of knowing with

all students.

x Collaborale and cooperale. The

class assumes a hopetul view of

& Treat all studenis equitably. Invite
them to paint out behaviors or prac-
tices that discriminate.

Procedures: Collaborative learning
approaches; cooperative learning;
writing groups; peer leaching; multi-
dimenisional sharing; focus groups;
and relraming.

Structures; Ground rules; learning
communities; and cooperalive base
- Qroups.

people and their capacity lo change. -

3. Enhance Meaning

Norms:

& Provide challenging learning experi-
ences (nvolving higher order thinking
and critical inquiry. Address rele-
vant, real-world issues in an action-
orienled manner. '
w Encourage discussion of relsvant
experiences. Incorperate student . | .
dialect inlo classroom dialogue.

Procedures; Critical questioning;
guided reciprocal peer questioning;
posing problems; decision making,
invesligation of definitions; historical
investigalions; experimenial inquiry;
invention; art; simulations; and case
study methods.

Structures: Projécts_ and the proble}nz,,, )
posing model. '

.

2. Develop Positive Attitude

Norms:
u Relale teaching and learning activi-

knowledge.

m Encourage studenls fo make choices
in conlent and assessment methods
based on their experiences, values,
needs, and strengths. '

Procedures Clear learning goals-
problem solving goals; fair and clear
“criteria of evaluation; relevant learning
models; learning contracls;
approaches based-on multiple intelli-
gences theory; pedagogical {lexibility
based on style; and expenenhal

. learnmg

Structure: Culturally responsive -
teacher/student/parent conferences.

. 4. Engender Gompetence

» Connect ihe assessment process 1o
ties 10 students' ‘experience or previous

. lests 'and-lesting formats critiqued for

Based on Wiodkowski, . J., and M B. Ginsberg. {1995).' Diversily and Motivalion: Cullurally
Respbnsive Teaching. Sen Francisco: Jossey-Bass

Norms

ihe students' world, frames of refer-

ence, and values.

# Include multiple ways to represent

knowledge and skills and allow for
attainment of oulcomes at different

points in lime,

= Encourage self- assessment

Procedures: Feedback; contexluatized
assessment; authentic assessment
tasks; portiolios and process-folios;

bias; and seli-assessment.

Structures: Narrative evaluations;
credit/no credit systems and conlracts
for grades. ’

m EDUCATIONAL LEADERSHIP

model of teaching, all the mortiva-
tional conditions contribuie Lo student
engagement.

Norms, Procedures, and Structures
Although the above event acinally
occurred, it may sound like a fairy tale
because everything worked smoothly.

- In reality, teaching situations often
. become fragmented by the competing

needs and interests of a diverse student
body. All too often, we use educational
norms and procedures that are contra-
dictory. The result is that we confuse
students and decrease their intrinsic
motivation. For example, consider the
teacher who uses cooperative learning
yet gives pop quizzes; or who

espouses constructivist learning yet
grades for participation; or who abhors
discrimination yet calls mainly on
boys during class discussions.

In an effort to help educators avoid
such errors of incoherence, we have
compiled educational norms, proce-
dures, and structures that are effective
from a motivational as wel) as mult-
cultoral perspective (see fig. 1).
Together, they provide an integrated.
system of teaching practices for our
mode! of culturally responsive
teaching: They are categorized
according to the motivational condi-
tions of the framework:

Norms are the explicit. values
espoused by the teacher and students:
Procedures are learning processes that
carry out the norms. Struciures are the
rules or binding expectations that
support the norms.and proceduores.

Teachma in a way that respects
diversity is challenging, of course,
Consider the following case example. .
The norm that Mr. Clark, a U.S.
history teacher, is aiming for is
“sharing the ownership of knowing.”
The topic is the notion of cultural
ploralism, and, later, the Toles that our
socioeconomic-backgrounds play in

our lives. Clark uses the procedures of -

collaborative learning and critical

" questioning to facilitate siudent




-~

When students can see that:

what they are learning makes
“sense and 1§ important, themr
intrinsic motivation emerges.

comprehension of the concepts of
“melling pot,” “'social class,” and
other terms.

Clark asks the class to-first brain-
storm words thar are associated with
culture., Students volunieer
“language,” “ethnicity,” “'gender,”
“religion,” "food preference,” and so
forth. In pairs. students then talk Lo
their partner about ways in which they
believe they are culmrally SJmﬂar and
distinct from each other.

Afier 15 minutes, the teacher asks
students to note three observations
about the concep! of culture. The most
prevaleni response is that “we were
surprised at how much we have in
common.” Clark indicales that he.sees
this as well. He. asks the class, "'If we
have such commonality, why do some
groups of people in the United States

* have such difficulty becoming econom-

ically secure?” Note what happen as
students struggle over whose percep-
tions are the most accurate.

First siudent: Some have more diffi-
culty because of discrimination,
because people have prejudices against
people whose skin is a different color -
from theirs.

Second student: 1 don™t think it's that

_simple. Look how many people of color

" are.doing well. We've go! generals,
mayors, and corporation executives,
There's a black middle class and they
-are economically secure,

Third student: Yeah, that mi ght be so,
but it isn’t as many people as you think.
The newspapers Jjust make & hig deal
aboul minorities succeeding..

Clark’s gropnd rules {structure) for

this conversaiion endorse honesty in
offering opinions and forbid
putdowns, so the tone of this exchange
is respectful. Interest in the topic
imiensifies as a result of the exchange.

Claik acknow]-
edges the different
points of view and
asks the class:
*“What questions
migh! provide
insights or clarify the differences
berween these viewpoinis?” The class
breaks into small groups afier which
Clark records the snggesied questions.
Some that emerge:

1. Which ethnic groups are most
economically successful? Least
successful?

2. Whal proportion of each ethnic
group is lower income, middle
income, upper income?

3. Are more people of color
economically successful today than 20
years ago? 100 years ago?

4. What is the relationship of educa-
tional opporwnity 0 income status?

5. Do middle- and upper-class
African Americans-and Latinos
encounter more discrimination than do
European Americans?

6. 1s there a difference in the quahty
of family and community support
among middle- and upper-income |
African Americans, European Ameri-
cans, and Latiros?

As a result of the discussion, students
.begin to see how the viewpoints about

race angd socioeconomic backgrounds
are part of a broad and complex
picture. The difference of opinion has
become a slimulus for deeper leaming,

Students then divide into three groups:

one 1o conduct library research of rele-
vant docoments and studies; one to
read and analyze relevant biographies
and autobiographies; and one to inter-
view community members who repre-
sent different coliures.

- I Holistic Approach

For culwrally different students,

engagement in learning is most likely

to occur when they are intrinsically
-motivated to learn, This motivational -
framework provides a holistic and

-culturally responsive way 1o create,

plan, and refine teaching activities,
lessons, and assessment praciices. &
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Grading Practices & Assessment Considerations

(This synopsis éqzﬂains many ideasﬁom ASCD Education Update, Folhime 40, No. 8., 1998)

Overview < . . , ,

Grading is the most idiosyncratic things we do. There is little agreement among educators on’

what should be included in a grade, whether the grade is criteria- or norm-referenced, and

whether grades should be to motivate, communicate, or both. Only 30 percent of U.S. school
districts have grading policies and it is difficult to.know how many teachers in these districts

actually follow the policies. Precision of feedback is the primary goal so that students can set

realistic goals for themselves to improve their learning.

7. Limit the attributes measured by grades to individual achievément,

Such things as effort, participation, or attitude should be reported separately, which may require
an extended report card format. Unfortunately, it is not uncommon for educators to make the
mistake of using their assessment policy for things that ought to be addressed by behavior or

discipline policy.

2, Sample student performance. .

Many teachers are trying to be careful not to mark everything students do, and they don’t include
all marks in the final grades. They provide feedback through formative assessments and include
only summative assessments in grade calculations. - ' ' :

3. Grade in pencil. :

Generally, it is wise to emphasize the most recent information when grading progress. For
example, it rakes little sense to average the marks of a student in the first week and the last week
of a'keyboarding class; the most recent marks offer the best the best assessment of the student’s
keybdarding skill. When possible, it is a good idea to offer multiple opportunities to improve
rarks. This doesn’t mean teachers have to offer unlimited chances to pass a test or improve a

paper. Some teachers require students who-want to retake an assignment to demonstrate that they’

have done additional work to increase the chance that they’ll do better the second time around.

- 4. Relate grading procerlurgé 10 the intended learning goal. -

The emphasis given to different topics or skills in a class should be reflected in the weight they
have in determining the fina) grade. (The typical tethod is determining final grades by allotting
40 percent to tests and'quizzes, 20 percent to homework, 20 percent to class participation, and so

on.) -

5. Use care “crunching” numbers. - : ,

One of the biggest quandaries is what to do wher a student gets a zero on an assign'menf, Zeros

are problematic, in and of themselves, beg,ause they -often presume that no learning has occurred.,

- But they become especially problematic if teachers average scores 10 determine a student’s final
grade. If scores on all assignments are simply averaged, a single zero can yield a grade that '
doesn't really reflect the student’s performance. Teachers might consider using students’ median

¥




score. If a student earns a zero on a major assignment, however, teachers might give an
incomplete until the assignment is made up.

6. Use criterion-referenced standards 1o distribute grades.
In addition to other problems, grading on a curve does not allow all students to see how close
ihey are coming to high standards of performance. If all students reach the standard, it is okay for

all students to reach the highest grade.

7. Discuss nssessment, not grading, with students at the beginning of instruction. .
Most educators are realizing that criteria for quality work should not be a mystery to students.
They help students.see and inderstand the grading schemes and rubrics that will be used to judge
performance. In many cases, grading schemes and rubrics are co-created with students.

Additional considerations

e For each new area of study, teachers might work with students to compose a letter to

parenis or family that outlines what is being studied, the performance standards
parents/family/students can expect, and the percentage of the grade that different
standards will be designated. For example, one standard might be that an effective oral
presentation will be 10% of the final grade. ’

° Consider agreed upon, common district-wide or school-wide rubrics that help students,
across content areas, master literacy and learning skills such as vocabulary, details, |
organizing ideas, skills, processes, and behaviors that contribute to personal and
community success. (Heidi Hayes Jacobs recommends school-wide rubrics in writing so
that every teacher shares responsibility for teaching reading, writing, speaking, and .
listening. Vocabulary is the best predictor of overall success on any achievement measure: °
.Speaking is the first way into a good job.) -

. Many schools are trying to be especially careful not to confuse standards with .
standardization. They strongly believe that the idea that “all kids canJearn™ does not
presume that all human ‘beings can learn the same thing in the same way at the same time. '
One of the things they do to avoid the trap of homogenizing curriculum, instruction, and
assessment is to teach conceptually, For example, when the topic is the Civil War, the
concept might be conflict. When the topic is planets, the concept might be systems, when
the topic is equations, the topic might be ba’l ance {Caro] Ann Tomlinson). :

. Bring in experts for the community to work with teachers and students to ensure that

- ‘tasks and scoring sysTe'n?s are authentic. For example, an editor of a local paper might
help create a scoring rubric based on what she or he looks for in a good article. Stgdents :
might interview a panel of community experts to create criteria based on a range of
opinions. " ' ' '

. Consider a dissertation and defense model where students create inquiry-based projects’
with-support of 2 committee with teacher, peer, parent, and community representation.
An excellent resource on this topic is Assessing Stident Learning: From Grading 10




Undez'srana.'i}rg, David Allen (ed.). Teachers College Press, 1996.
Hold quarterly dgmonstrationé for students to display work of their choice.

In many schools, educators at all levels are trying to actively model for students and for
the community their own interest in growth. This also includes evening programs where

parents, teachers, and students learn together. -
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‘The Myth of the

Superprincipal

Though experimentation with changing leadership roles is still in
the early stages, new conceptions of leadership have the potential
1o replace at least some of the functions traditionally handled by
the principal, Mr. Copland observes. If these emerging models
can be made to work with new supporis for principals, we may
be able to turn the current shortage of principals into a
momentary blip on the radar screen.

'BY MICHAEL A COPLAND
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Position Opening: Schoo! Principal,
Anytown School District, Qualifica-

" tions: Wisdom of a sage, vision of a
CEQ, intellect of a scholar, leadership
of a point guard, compassion of a coun-
Selor, moral strength of a nun, courage
of-a firefighter;, craft knowledge of a
surgeon, political sawy of a senator,
toughness af a soldier, listening skills
of a blind man, humility of a saint, col-
laborative skills of an entrepreneur, cer-
titude of a civil rights activis, charisma
af a stage performer, and patience of
Job. Salary lower than you.might expect.
Credential required, For application ma-
terials, contact . . .

HILE this job description
intentionally exceeds the
bounds of the ridiculous,
one need not retreat too
. farfrom parody to authen-
tically capture the current
set of demands facing our

N{ - nation’s school principals. Consider the fol-

lowing excerpt from an actual job listing
recently posted for an elementary princi-
palship in a large, urban school system:

« Under the general direction of a
“cluster leader,”" the elementary school
principal provides direction and lead-
ership within the assigned §chool. This
involves overseeing the management of
the educational program, decision~mak-
ing and communication processes, busi-
ness operations, staff and community re-
lations programs, and the physical plant.

* = The principal directs the establish-
ment and maintenance of a school cli-
mate conducive to student achievement
and leaming, including overseeing the .
enforcement of school rules and regu-
lations, the implementation of discipli-
nary measures, when necessary, as well

MICHAEL A. COPLAND is an assistant

professor of education and the directar of the

Prospective Principals Program, School of Ed-
ucarion, Stanford University, Stanford, Calif,

Nlustration by Jem Sullivan




as serving as a catalyst to motivate and
empower staff, students, and parents to
become active participants in the efforts
to increase student achievement by im-
proving the educational experience and
progran.

* The principal facilitates and coar-
dinates the implementation of various
clusterinitiatives, including school par-
ticipation in the cluster council; the de-
velopmeni and implementation of an ef-
fective school council; the development
of small learning communities; and the
planning, implementation, and admin-
istration of decentralization plans.

* The principal's responsibifities in-
clude the improvement of instruction;
assessment of student and program suc-
cess; classroom visitations; the rating
of professionals and paraprofessionals;
staff orientation and staff development;
program planning, monitoring, and eval-
uation; identification of school needs in
terms of personnel and programs; pro-
viding staff development for teachers,
paraprofessionals, and parent/commu-
nity volunteers; establishing close work-
ing relationships with the Home and
School Assaciation; serving as a mem-
ber of the instructional support team;
fostering parent involvement in school
activities; establishing and maintaining
communications with business, civie, and
religious leaders; working with commu-
nity groups; interpreting existing school
programs to the community; develop-
ing new and revised school programs to
meet community needs and concerns; °
identifying social and emotional needs
of students; ensuring the provision of
programs to meet the needs-of students
beyond the basicskills and basic curric-
ular areas; and performing rélated duties
as required. ,

» The responsibilities described above
are to be seen in the context of a shared
governance model which supports con-
sultation, collaboration, and consensus
among the various constitnent groups
within the school.! B

Yes, prevailing expectations associat-

ed with the principal's role are excessive-
ly high, and this trend may be at the root
of a pressing problem for education. -

A Shortage of Principals

"' Growing anecdotal evidence suggests
_that it is increasingly difficult to find school
principals at a time when the demand for
them is on the rise. A recent survey joint-
Iy commissioned by two national princi-

pals’ groups indicates that fewer and few-
er qualified people want the principal’s

-job.? In the state of Washington during a

* recentschool year, roughly 30 elementary
and secondary prineipalships were held

" by retired educators who had been called

back to “fill in" because of districts’ in-
ability to staff the positions with new faces.?
Several articles in Education Week have re-
ported that schoo] districts in various lo-
cales are experiencing difficulty attract-
ing candidates for principal openings.* In
my community, a recent vacancy for an as-
sistant principal at a comprehensive high
school that is recognized as one of the top
public high schools in America yielded a
pool of three candidates.’ These indicators
appear toconstitute an emerging trend. More-
over, if a shortage of principal candidates
is a problem now, the issue is only likely
to grow. The U.S. Bureau of Labor Statistics

- projects a 10% to 20% increase in vacan-

cies for educational administrators throngh
2008.¢

Provided that the reports of an impend-
ingshortage are accurate, the problem can
be understoad in atleasf two different ways,
First, there may simply be a shortage in

‘the numbet. of candidates: too few prospec- .
. "tive principals to fill too many openings,

Framing the problem in this way directs
one to a host of possible underlying causes,
Weknow,forexample, that school admin-
istrator retirements alone will account for
a moderate increase in openings for the

next several years.” Further, recent reparts
point to shifting educational demands, hiige

warkloads, and lack of job security asma-
jor issues that may be fueling the grow-

ing shortage.! Familiar issues of limited

" -compensation, inadequate preparation pp-

tions, high'stress, and lack of respect asso--

clated with the.work of school adminis-
tration surely make entering the field less
attractive, Yet one can argue that these is-
sues are not new; many have plagued the
profession in some form for years.

lem can also be framed as one of declin-
. ing candidate quality, If quality is at issue,
what factors contribute? Again, it's easy
to jurrip to familiar conclusions. It is well
known, for examgle, that students of school
_ administration historically scoté near the
bottom of the Graduate Record Exami-
‘nations (GRE) rankings of professional
fields.® Indeed, failure to recruit top-quali-
ty students into the field is an issue that
has frustrated educational administration

Judging from recent reports, the prob--

for many years, Moreover, the inadequacy
of administrator preparation programs is
bemoaned time and again, a long-standing
lament in the literature.!® Yet, as with the
familiar rhetoric about a supply problem,
these constraints on quality, while perhaps
gentine, are not new and so can't be whol-
ly blamed for a dearth of qualified candi-
dates, whether real or perceived,

No, something is different about the cur-
rent educational landscape, something that
exacerbates both the problem of the Jimit-
ed supply. of candidates andthe percep-
tions of their declining quality. Expecta-
tions for the principalship have steadily

-expanded since the reforms of the early

1980s, always adding to and never sub-
tracting from the job description, As ex-
pectations have grown, the principal’s role
has come under more and more scrutiny.
Now, two decades into the currentage of
schoolreform, one can argue that we have
reached the point where aggregate expec-
tations for the principalship are so exor-
bitant that they exceed the limits of what
might reasonably be expected from one -
person.

. Analysis of the current situation throngh
the lens of excessive expectations leads to
& hypothesis different from those common-

ly cited, yet one that sheds light on the two
_ problems’'we have been discussing. First,

this view raises the possibility that it is pre-

cisely the overwhelming expectations that

currently deter those who otherwise would
have aspired t0 the principalship — hence
enlarging the supply problem, Moreover,

it is possible that school district leaders
and school board members, swept up by

the wave of monumental expectations, may
be searching for principals who simply
dor't-exist — further intensifying notions
of a widening problem of candidate qual-
ity, - E B

Great Expectations
If prompted, veteran principals will tell
you that the expectations associated with

" the principalship have mushioomed over

the past 20 years. Principals are iow com-
monly portrayed as the key actors in school-
level reform and face an audience of multi-
‘ple constituencies who are ever moré erit-

‘ical of their craft, Held accountable by su-
- perintendents, school boards, staff mem- -

bers, parents, the media, and community
members, today’s principals are charged
with “big picture” responsibilities to strike
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avision, lead from the center, and build a

community of learners. They must share
decision making, Jink with extemnal part-
ners, and generally broaden the involve-
ment of the community in shaping a vision

for the school, In forging this shared vision, -

however, they remain centrally account-
able for the ultimate success of any plans
thar are made. They are counted on to en-
sure Jearning for every pupilin an increas-
ingly diverse student population, while at

the same time they are charged with in-
fusing new technologies throughout their -

schools and fostering the professional growth
of faculty and staff members.

Embedded just a notch below the call
to visionary leadership is the expectation
that principals will manage the day-to-day
operation of schools. They craft budgets

and engineer staff and student schedules, -

Askey players in personnel decisions, prin-
cipals hire, supervise, and evaluatedozens of
employees, who aré represented by many

different collective bargaining units, each .

with a nnique set of contractual concerns.

They handle manifold facilities issues, from
light bulbs to boilers, and are expected to
understand and adhere to often ngxd poli-

¢y edicts issued by their supervisors,

Other demands of the principalship do
not fal] under the categories of visionary
and manager. For instance, principals are
counselors, regularly called on for guid-
ance of various kinds by employees, stu-
dents, and families. They must deal swift-
ly and unerringly with student discipling
and ensure a safe and productive school
environment in a media climate obsessed
by incidents of school violence. And in-
ereasingly, principals are action research-
ers, mandated to collect, analyze, inferpret,
and communicate varions forms of school
assessment information ranging from data
atthe level of the individnal classroom to

data on nationally normed standardized .

tests. A
This list of principals’ duties would not
be complete without mention of the mun-

" dane, yet consequential, demands of every-
‘day administrative life, characterized else-

where as “a life filled with minor things,
short-term horizons, and seemingly point-
less (and endless) commitments,”"! Beyond
efforts to catalyze a vision and manage the
enterprise, principals also supervise bus
lines, cafeferias, and basketball games; han-

PRINCIZAL'S
OFF\CE
—>

“It’s like my grampa always says; ‘We'ré born naked, wel, and hungry — then

things get worse.
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dle a legion of daily complaints from the
minor to the life-threatening; participate
in a host of miscellaneons meetings; chase
unwelcome visitors off campus; call sub-
stitutes; unstick stuck student Jockers; and
follow up on such niggling concerns as
the student sent to the office by his class-

-room teacher for lack of a pencil. Such a

list could go on ad infinitum.

How is it that expectations for the prin-
cipal’s role have reached such garganin-
an proportions? One might be tempted to
argue that principals brought the problem
on themselves by their thirst for control
or their inability to let go of duties that
might be delegated to others within the
organjzation, Certainly such cases exist.
Conversely, heightened expectations might

be said to grow from the genera) school -

reform trends that push decision making
away from district offices and into school
sites, This phenomenon undoubtedly con-
tributes to the growing demands associat-
ed with the role, However, the systemic
roots of the exaggerated expectations go
deeper. A serious examination of the ques-
tion suggcsts that expanding expectations
ensue in large part from expanding con-
ceptions of the role of the principal that

. were established over the last two decades

by those who might seem the least likely
culprits — scholars within the field of
educational administration,

Literature-Based Conceptions
Of Principal Leadership

The belief that principals have an im-
pact on schools is lorig-standing in the folk
wisdom of education.'” However, it was
not unti] the dawn of the reform-and ac-

- countability movements of the early 1980s

that much empirica) attention was paid to
schoo] leadership: Since that time, research-

" ersin the field of educational administra-

tion have devoted considerable time and
energy to cultivating and shaping concep-
tions of the principalship, and they have
viewed it through many dlﬁerent interpre-
tive lenses,

Scholars have proceeded w:th worthy
intentions; for the literature Jacks a clear
understanding of schoal leadership,™ and

-each new conception offers a fresh way

to think about the principalship. Some mod-
els emphasize the connections between

.principal leadership and school perform-

ance outcomes. Cthers are designed to guide
the preparation of prospective school ad-




ministrators and thus offer more prescrip-
tive definitions of the principal's role. Yet
each new formulation implies a set of ex-
pectations for those who work as princi-
pals, and these expectations accrete and
persist in our collective understanding.
Most discussions of instructional lead-
. ership, for example, stress that a princi-

pal’s authority and influence are partly in-

herent in the role but also derive from the
principal’s expert knowledge." Perhaps
the most fully articulated and best-tested
conception of principal instructional lead-
" ership was developed by Philip Hallinger

and his associates.' This model consists.
of three broad categories of leadership prac- |

_ tice: defining the school's mission, man-
aging the instructional program, and pro-
moting school climate, Twenty-one more
specific functions suggested as central to
principals’ instructional leadership, such
as the supervision of instruction, are em-
bedded within these three broad categories.
Considered by itself, this conception of the
principal’s role seems reasonable enough.
‘Many would agree that the core technol-
ogy of schools is teaching and learning, and
what could be more:important for school
principals than to focus on such issues?
But wait, there's more.

Another line of thinking in the litera-
ture-suggests that school leaders are pri-
marily responsible for providing moral lead-
ership.As Daniel Duke has noted, the nor-

mative aspects of leadership have consti- -

tuted one of the fastest-growing areas of
. leadership study in the 1990s." One oft-
cited description of moral leadership con-
cludes with a short list of moral admoni-

tions for school leaders.” The advice deals
with everything from psychology to per-
sonal conduct to administrative skills, in-
cluding mastery of parliamentary proce-
dure.
Still another conception of the princi-
. pal'srole hails from the literature on man-
. agerial leadership, This mode] fochses on
the functions, tasks, or behaviors of the
leader and assumes that if these functions
are carried out competéntly the work of
others in the organization will be facili-
tated,” One major review of Jeadership lit-
erature identified a relatively comprehen-
sive set of 10 school management dimen-
sions or functions,” Among thém were pro-
viding adequate financial and material re-
sources, managing the school facility, ac-.
commodating policies and initiativés passed

down from the district-office, acting as.a

buffer for staff members, and mediating
conflicts and differenges in expectations.

Another Iine of thought centers on con-
ceptions of participative leadership, Site-
based management (SBM), which some
consider to be the centerpiece of the past
decade’s school restructuring initiatives,?
offers one well-developed and widely ac-
cepted form of participative leadership.
Anillnstrative book on SBM captures five
domains of decision making through which
power is pushed down to the local school
site.” These domains include the determi-
nation of the organization's purpose and
goals; budgeting; hiring and development
of staff; selection of curriculum and in-
structional materials; and decisions about
organizational structure, such as the con-
figuration of the school day. Under typi-
cal SBM reform strategies, the principil
is called on to provide leadership in each
domain, while operating under a collab-
orative arrangement that actively seeks to

‘involve various individuals from the school

community in the decision-making process.

Conceptions of the transformational
leader originate in-James Burns® classic
book on leadership.? This form of lead-
ership aims to enhance the resources of
both the leader and the led by raising their
levels of commitment to mutual purpos-
es and by further developing their capac-
ities for achieving these purposes.® The
most fully developed conception of tran-
formational leadership as it applies to prin-
cipals and schools has been provided by
Kenneth Leithwood and his colleagues.®
This model conceptualizes such leadership

along several dimensions: building school
vision, establishing school goals, provid-

ing intellectual stimulation, offering in-
dividualized support, modeling best prac-

" tices and important organizational values,

demonstrating high performance expec-
tations, creating a productive school cul-

+ ture, and developing structures to foster par-

ticipation in school decisions, This concep-
tion of transformational leadership focus-
es on visjonary concerns while tacitly ig-
noring routine managerial concerns.

The principal’s role has elsewhere been
Iikened to that of minister or steward, vi=
sionary,* potter or poet,” and architect or
commissar, to name but a few. These con-
ceptions trickle down from academe to in-
fluence writing on the principalship that
appears in well-respected and widely read
mainstream education publications such
as Education Week and the Kappan.® Pro--

fessional practitioner journals such as the
NASSP Bulletin, Principal, and Ametrican
School Board Journal routinely featre
pieces that focns on understanding the prin-
¢ipal'srole. Articles exploring various as-
pects of the principalship even turn up in
national news miagazines and newspapers,
Arguably, this trend has some merit, for
the dissemination of various translations
of principals’ work adds value to our col-
lective ecomprehension of a complex and
challenging role. '

Yet one can also contend that, when

- considered en masse rather than separate-

ly, these myriad views create unintended
dark consequences that fuel the current
problems of supply and quality in the prin-
cipalship. Distinct understandings contin-
ually graft new fragments onto a compre- -
hensive definition-of the principal's role.
To the extent that these various concep-
tions commingle and contribute to aver-
whelming expectations for principals, they
may serve as a deterrent to those consid-
eringentry into the field. Furthermore, the
numerous conceptions may lead to unre-
alistic standards for judging principal qual-
ity. Through continual attempts to “name

‘ the baby," academics contribute to an.ever-

expanding rubric by which principals are
held accountable and evaluated, Indeed,
one can reason that it is these muitiple con-
ceptions of principal leadership that have
shaped the ever-growing set of expecta-
tions about what constitutes “excellence”
in the principalship. The result? A large-
ly unattainable ideal of mythological pro-
portions — the superprincipal — a role that
fewer and fewer aspire to and for which
few appear qualified.

One final example from the literature
provides a vivid illustration of how vari-
ous conceptions of the principalship and
high expectations for principals get blurred
in practice. Allow me to introduce Fran
Washington, a “bifocal” pfincipal who per-
forms as both ar#ist and technician. Wash-
ington is highlighted in The Leadership
FParadox, by Terrence Deal and Kent Pe-
terson.* The authors present her as a stir-
ring example of the prototypical superprin-
cipal — one who possesses all the skills of
the technician as well as the artistic attri-
butes that are so valuable in Jeading a com-
munity of learners. As the authors sketch
her typical day, week, and year, a portrait
emerges of excellence in school leader-
ship, not so subtly reinforcing the notion
that, if Ms. Washington can do it all as
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principal, surely others can, too. -
However, there is one small caveat
buried in the footnotes accompanying this
portrayal. Superprincipal Fran Washing-
ton doesn't exist. She is a fictitions com-
posite drawn from observations of and dis-
cussions with hundreds of principals across
many different settings. None of the exam-
ples used to illustrate Washington's work
is out of the ordinary, yet when combined,
they paint a picture of extraordinary Jead-
. ership, thereby perpetuating the myth.
Now it is certainly possible, even prob-
able, that a Fran Washington, or someone
like her, exists somewhere As certainly
as there are a small number of .350 hitters
in baseball, there are.undoubtedly a small
number of extremely gifted school lead-
ers (or would-be leaders) who possess all
the knowledge, skills, ahilities, character-
istics, and attitudes portrayed in various
scholarly conceptions, However, we squan-
der enormous potential resources by set-
ting the bar so high. Not only are we like-

ly to fail to attract such rare persons, but’

they will never exist in the numbers nec-
essary to staff the principals’ offices of even
a small percentage of America’s schools.
Rather, most of those positions will be filled
by mere mortals who will fail periodical-
ly, who will recognize that they won't be
able to do it all, and who ghouldn’t be ex-
pected to do so.

Debunking the Myth

Capable principals are critical provid-
ers of Jeadership for schools, and it is im-
portant to construct models of excellence
that guide and inspire practice. But it is

no longer reasonable or intelligent to as-

sume that every principal can or shonld
he able to do it all — living up to every
expectation that falls out of our literature-
based conceptions, If America's schools
are poing to deal affirmatively with the
problems of candidate supply and attract
strong, competent leaders into the ranks
of school administration, we must deflate
the pervasive myth of principal as every-

thing to everyone. At the same time, dis-~

tricts can foster quality by finding ways
to help principals cope with the high ex-
pectations and by encouraging other forms
of leadership within schools. Just as it has
been influential in shaping conceptions of
“the principal’s role over the past 20 years,
research and scholarship that tackles these

issues will be centrally important in mak-
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ing this shift. We are beginning to sec some
important signs that this can and will oc-
cur,

First, there is a growing understanding
that leadership is embedded in varidus or-
ganizational contexts within school com-
munities, not centrally vested in a person
or an office, To illustrate, a recent study
that examined principals’ effects on teach-
ers’ community, instructional practices, and
careers found no instances of leaders who
created extraordinary contexts for teach-
ing by virtue of their own unique visions;
nor did the study reveal any common pat-
terns of strong principals’ characteristics,®
Successful principals turned out to be men
and women with varied professional back-
grounds who worked in collaboration with
teacherleaders and showedrespectforthe
teaching culture, They found various ways
to support teachers in getting the job done.
The leadership of these principals was not
superhuman; rather, it grew from a strong
and simple commitment to make the schoals
work for their students and to build teach-
ers’ determination and capacity to pursue
this collective goal.

Second, scholars focusing on school

reform are beginning to perceive a need .

for policy that supports effective school

DETENTION

leadership. For instance, a recent piece
summarizing a study conducted in five ur-
han schools pointed out the important role
of school-Jevel leadership in the develop-
ment of professional community,” How-
ever, the article also lamented the fact that
in orily two of the five cases was building-
level Jeadership up to the task of under-
standing and promoting professional com-
munity. Instead of blaming the individu-
als in those roles, the researchers conclud-
ed that the systems of recruitment and sup-
port for school-level leadership were woe-
fully inadeguate. Such criticism is useful
in that it situates the problem systemical-
ly and thereby creates an opportunity to
cousiderpolicy-oriented solutions that at-
tack the problcm from an orgamzatxonal
perspective.

Third, exciting work is under way that
explores specific ways in which schools
might distribute leadership more broadly.™
The rise of research and scholarship ad-
vancing teacher leadership, for example,
signals a growing understanding of the need
to jdentify and support aspects of Jeader-
ship beyond the role of the principal, Ef-
forts to place teachers more centrally in
charge of teaching concerns through such
processes as peer review and early career

“The 'meatball surprise. What are you in for?"




mentoring offer a hopeful. change in the’

distribution of leadership, power, and ac-
countability in schools.

Finally, there is emerging evidence that
some school systermns are heeding the need
to promote supports designed to help prin-
cipals deal affirmatively with high expec-
tations, Some districts are taking action
to head off potential ““principal disasters”
throtgh the support and mentoring of new
administrators.” Superintendents and boards,
in recognition of the difficult nature of the
work, are beginning to build systemwide
supports for principals — for example, hir-
ing early-career meritors and establishing
mandatory periods of rest and reflection
throughout the year. Such strategies ac-
knowledge that the expectations for the
principalship are high and underscore the
need for professionel development, growth,
and reflection in the process of becoming
more skilled at Jeading, They also deal di-
 rectly with principals’ need to maintain a

balance between their professional and per-
sonal lives in the face of such ovcrwhclm-
ing expectations. ,

Through positive chan ges such as these,
we may see a turning of the tide regard-
ing the impending shortage of principal
candidates, Current trends appear to in-

-dicate that, while principal leadership re-
mains crucial for schools and school im-
provement, other conceptions of leader-
ship in schools continue to evolve. While
experimentation with changing Jeadership
roles is still in the early stages, new con-

"ceptions of Jeadership have the potential
to replace at least some of the complex of
functions traditionally handled by the prin-
cipal. This development presents & welcome
change from conceptions built over the past
20 years that have only added to the ex-
pectations for principals. If these emerg-
ing models can be made to work with new
supports for principals, we may be able to
turn the current shortage into a8 momen-
tary blip-on the radar screen,
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.* Routines & rituals present.

- Performances & demonstrations

The Motivational Framework
for Culturally Responsive Teaching

* Respectful learning & interactions.

* Students are comfortable.

* Teacher treats all students
respectfully & fairly.

* Students’ lives and cultures
represented.

'INCLUSION

COMPETENCE

Clear criteria for success.
Grading policies fair to all.

with real world connections.
Students’ perspective in assessment:
multiple ways to reach standards.
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Classes taught with students’
experiences, COncerns or

_ Interests.

Students make choices related

. to learning that include

experiences, values, needs &
strengths. .
Students are able to voice
their opinions.

Active participation in

- challenging ways.
Questions that go beyond
facts and encourage
different points of view.
Teacher builds on what

“students know.

. Teacher respectfully
encourages high-quality
responses
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