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In Good Schools, Students Ar
Challenged, and Engaged

Good schools are places where students are motivated to learn

ers to know how to create classrooms that provide that motiv

d time i ation. Students want
to spend time in such schools and classrooms because they are exciting places to

be. In classrooms that are motivating, teachers encourage all members of the class
to do their best work. Classrooms that support students’ efforts, classrooms where
students believe they have a chance of succeeding, classrooms where teachers assist

students in their learning on a continuous basis are classrooms where students are
engaged and tend to learn well.
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Motivating Students through High Expectations. Students know
whether a teacher does or does not expect a lot of them academically and behav-
iorally. Schools and teachers that set high expectations for all students, not just for
those who appear to have the ability to achieve or who come to school with greater
readiness than others, are good places for students to learn. They are places where
all students have the opportunity to achieve because, as a starting poin?, their
teachers believe in their capacity to do so and create the conditions that will pro-
mote their intellectual and emotional growth:
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teachers are not knowledgeable about the content and are not sure how to explain it,
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their interest, or by creating a classroom environment where students do not feel

comfor.table or safe even asking questions in the first place. And this does not occur
only with topics that might b

'rm

, » and not u ted in what th
1 st e -
E)Snal fewards or  (Stipek, 2002). To foster )1 ntrit:l2§ause they wil Teceve an exterpja) rewa)r,c;1 o learg
A essons and ypjs of s ¢ Motivatiop, teache Or grade
; t IS nee
Sider engaof ud}r, as well as Projects ang d to create Interesting
sgand Meaningfy], ASSignments th 44 Students con-




. OPler9 @ Organizing Good Schools and Goo
[n contrast, extrinsic m,

otivation ;

. njs C . . ) ] '(
ward OF reinforcement for ]eam'lng eharactcznzed as working for an external  Critic
L;;e or negative outcomeg su " “ward
r

ch as tak; $ such as candy or points toward a  Extrin
P Linsic motivation to learn, ing a
1\.1 S

en stud way classroom privileges, represent  Motiv

they are much lesg likely 1} 24ents are motivated primarily by external becat
) ol ¢ Interested ip engaging in school tasks or to  rewar
BOal in jtse|f (LePage, Darling-Hammond, & Akar, 3Void

Y work ' i
leas. 0 gain the Material reward that a teacher
€asant COnseque

DrCeS : -
" learning as an importany
€

’m,.;)_ Rather, they may o)
" fers—or 10 avoid an yy,
ote™

‘ at are social rathe ! nce. Teachers often use extrinsic
c\\"”ds th ‘.; Hools and at'hu than Materja, for example, student choice time once
g week 11‘111‘0‘1"% nn\)"use Cs;:ti"mms v €nts are intrinsically motivated to

. teachers mad § :

joart? t;\’ and strategically in wards and consequences, but only
yaringhy s anindiv; y f effi-

.~] '+ (LePage et al., 2005), individual student’s sense o

e L,

Why do S()m);? te’atc_herf rely almost eXClllsively on extrinsic systems of moti-
v.nion?.One e::} anation ;1s that their lessons and instructional approaches may
not be teresting .enoug. to.caplure their students’ attention, so they may be
relying on ext111131.c m.()tlvatlon to control thejr classes as a replacement for
Prmriding challenging instructjon, A

: ' nother is that teachers may not have devel-
oped sufficient confidence in thejr skills for managing classrooms for learning.
For some new teachers, extrinsjc syste

_ ms of motivation provide them with a
cense of security—that students will do what the teacher asks if they can
receive a reward. Finally, teachers may rely on extrinsic motivation because
trusting relationships with their student.S'
8> students are less likely to be engaged in

here stud
ms of external re

order to promote

they have not established positive,
when such relationships are missin
Jearning.

WOHITURINEI O

,oo

%)
3

3,
TH vatie

e mﬂﬁmm*ﬁmmmmmm
. DT > ] A ! b5

Edhind b dok ridics - P — TN
o S04 043 iRadrait et ulh BT ik oy _\-}é'”j«‘
:pedagogicatitontent knowledeaand sty

PAge St S e - .. L2 . 3 4

2.

"

;ood Schools and Classrooms Are Communities of Learners

Because school is a social phenomenon, principals and teachers need to cons;fder
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Connecting to the Local Communit
munlty as a source Of knowledge and reysources for thelr S
(Comer, 1997; Gonazalez, Moll, & Amanti, 2005)- Teachfi rs kno
the community well and value that knowledge by using it t0 X! 4. & Akar, 20
ty that supports student learning (LePage: Darling—Hammon 5 ar, 05').
Families and community members feel comfortable at school and palrt1clpf‘1te.ln
4 . tions do not already exist,

the life of the school. In schools where these connee . )
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Teachers who make strong connections between the lives of thelr students and

classroom instruction, especially when the community of the teacher differs from
that of the student, also promote student learning (Banks, et al., 2005).

A Community for Teachers. Strong school an
depend on the quality of their teachers. You cannot have 8 thriving school without

capable teachers, so schools must be learning communities for teachers as well.
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All good teachers share certain characteristics, and students’readily fecégniié fhem

Good teachers push students.
Good teachers maintain order.
Good teachers are willing to help
Good teachers explain until ev .
eryone under
vGood teachers vary classroom activities stands
Good teachers try to understand studen.ts
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& 8lven'the opportunity, and the sup-
Capacities. New teachers bring con-
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Good Schools Know How Well Th
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In good classrooms teachers continually assess the progress of their students and
use those aSSCSSmG?ntS to evaluate the quality of their own teaching (Shepard,
Hammerness, Darling-Hammond, & Rust, 2005). This does not mean giving tests
daily. Rather, teachers assess their students’ performance using multiple methods:
observation, informal class work and projects, student portfolios, as well as
through formal tests. All serve as tools that can inform a
teacher’s work.

In such classrooms, assessment becomes a learning tool for
teachers and students alike. Teachers regularly provide useful,
meaningful feedback to their students based on their assess-
ments (Falk, 2000). A paper with a grade but with no com-
ments or with only a generalized statement like “Good” or
“Nice job” is insufficient; students need specific ideas about
what they are doing well and where they need to improve. That
teachers should provide specific feedback seems obviou.s, but
itis not always provided in a way that helps students. W{thout
it students are often left wondering what they have fione incor-
rectly or which aspects of their work they need- to improve. In
many ways, it is much more important to prov1de- feefib;ck ?n
work in progress than it is to comment extensjlvel) 4o a
grade once the work is finished and the student s beg‘ﬁnmg a
New task or project. If students do not know .llllowot ;szrz
doing and how to improve their worl’<, they :viimrlls
clear idea of how to meet their teacher‘ S ex}‘;e; aeffec;iveness.
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work. Fot example, at the school level they may review student assessmeﬁtlt)’()ftheir
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Rethinking School Organization to Meet
Students’ Needs

When teachers and administrators implement practices that characterize ood
schools, they are already putting the needs of individual students first. The;g,:
focusing on how to create healthy places for children and youth to learn, schools th:
motivate, support, and facilitate students’ intellectual and emotional growth apg
development. But how much does the traditional organization of schools help or
hinder creating schools that work for students—even when good teaching is taking
place? In this section, we consider the traditional organization of schools and com-
pare it with several organizational patterns that create different grouping structures,

When you think of the word “school,” the image many of you conjure up is the
traditional school—long hallways filled with classrooms, little interaction between
classrooms or the teachers, a separate school for the elementary grades, another one
for grades 6 through 8 or 7 through 9, and a comprehensive high school. You may
think of classes as having about 25 or 30 students of the same age. If you grew up in
a rural area, your image may be slightly different. You may have gone to an isolated
small rural school for grades K through 8, followed by a regional high school serv-
ing several communities, with long bus rides every day to get there and back. School
was generally in session from about 8 AM to 3 PM.

But whichever schools you attended, in all of them students were usually
assigned to classes based on their age. This organizational scheme, known as the
age-graded classroom model, predominates in U.S. schools, with students moving
up in grade each year with their peers of the same age. Depending on the size of

the school, several class sections may be provided for a single grade. )
tay with thetr
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and high schools, students usually go from class to class,
every subject. This structure is known as departmentalizat

upper elementary grades, some departmentalization also takes place.
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