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Preface

T his book proposes that high standards for student learning require 
support for student motivation. Further, to support student motiva-

tion, it is necessary to have awareness of and respect for cultural diversity. 
Culture and motivation are inseparable influences on learning. The same 
learning experience can lead to different emotions and reactions because 
cultural meanings vary among people. A motivational approach to teach-
ing takes this phenomenon into account.

Instruction from a motivational perspective respects and responds to 
diversity. It does not narrowly bracket human beings according to pre-
scribed characteristics. Rather, it emphasizes energy, attention, effort, and 
emotions as foundational to learning among all people (Ginsberg & 
Wlodkowski, 2000). Although we may not be personally motivated to learn 
what someone else believes is important, motivation and learning naturally 
occur in all human beings (Lambert & McCombs, 1998). Human beings 
bring their innate curiosity to all learning experiences. We direct energy 
toward goals and learning that we value (Boekaerts, 2002). Such human 
action occurs when people feel safe and know they are engaged in effec-
tively learning something important. In fact, under such circumstances, 
motivation is like a cork rising in water. It is extremely difficult to suppress 
(Ginsberg & Wlodkowski, 2000).

This book also proposes that for teachers to support student motivation 
to learn, they need professional learning experiences that create the same 
motivational conditions for learning that they can use to inspire their stu-
dents. Motivated teachers tend to have motivated students. To accomplish 
this, we provide a set of professional learning practices to help educators 
develop a continuous and collaborative focus on instruction. These strate-
gies have been developed in concert with practicing educators. Therefore, 
although the actual author of this text is Margery Ginsberg, it is written in 
the first person plural, we. The collaborating educators are mentioned in the 
acknowledgments and are referenced throughout the book.

The professional learning practices in this book focus attention on know-
ing students well, designing lessons with students in mind, and using data 
to improve instruction. The practices can be used with most instructional 
frameworks. Motivation, inspiration, and engagement are words that draw 
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forth images both compelling and attractive. Most frameworks contain the 
words motivation and engagement because these terms speak to student 
energy, concentration, and effort as sources and mediators of learning.

Yet, to sustain student and adult motivation and engagement in learning 
is elusive and vulnerable to distraction and boredom. In recent years, this 
dilemma has become more complex and challenging, compounded by 
demographic shifts, the call for higher standards of learning, and high-stakes 
testing. There is enormous pressure on public education and the families it 
serves. Often, this pressure constrains rather than liberates motivation for 
teaching and learning. When people are experiencing undue pressure, they 
will often take the most cursory approach to accomplishing a goal—even if it 
means that learning becomes more superficial and less enduring.

Recognizing that a high school diploma and a college degree are more 
essential to economic well-being than ever before has led us to delve deeper 
into understanding instruction and professional learning from a motiva-
tional perspective. School systems have used the motivational framework 
in this book as a means of increasing the effectiveness of professional devel-
opment and to raise the academic achievement of their students. These 
schools have a shared instructional language that focuses on motivation for 
teaching and learning, multiple forms of instructional collaboration, con-
tinuous use of data, family and community partnerships, and an identity as 
an inspired professional learning community.

In this book the shared language is known as the Motivational 
Framework for Culturally Responsive Teaching. Throughout this book we 
show how to use this framework to anchor adult learning in iterative 
cycles of action and inquiry. This dynamic creates the opportunity for 
transformative professional development, a series of learning experiences 
that can change the beliefs and perspectives of educators, enabling them to 
create more effective instruction for their students.

ORGANIZATION OF THE BOOK

This book focuses on what motivationally anchored instruction is and 
how it is practiced in classrooms and as a structure for professional 
learning. Our examples primarily draw upon work that has been done 
in recent years in high-poverty schools located in the Northwestern 
United States. Successful schools have always been those that coura-
geously question themselves. The work that is being done in many high-
poverty communities throughout the country can inspire innovation in 
schools everywhere.

The book begins by proposing an orientation to student and adult 
learning rooted in ideas about intrinsic motivation. Its primary theory of 
action is that coherently connected and motivationally effective profes-
sional learning positively influences student learning. The text responds to 
educators’ need for practical and useful cycles of learning that are grounded 
in research and that are respectful of local contexts.



ixPREFACE

Chapter 1 provides the theoretical foundation for subsequent chapters. 
It speaks to why, in an era of accountability, it is especially important to 
ground learning in principles of intrinsic motivation. It illuminates the con-
nection between intrinsic motivation and culture. It calls for an end to for-
mulaic approaches to adult learning, emphasizing the importance of 
transformative learning through cycles of action and inquiry.

Chapter 2 introduces the Motivational Framework for Culturally 
Responsive Teaching. It describes how this instructional framework can be 
used for classroom teaching and professional learning. It also includes pro-
fessional development strategies to teach about intrinsic motivation and 
the motivational framework within one’s own context.

Chapters 3 shows how to more fully understand students’ experiences 
in school by shadowing four different learners. It addresses questions such 
as “What supports exist or don’t exist to support the learning of students 
who struggle?” and “When are a range of students most engaged in learn-
ing?” As with the three chapters that follow Chapter 3, it begins with a 
scenario to help readers imagine the process of shadowing, and it provides 
a step-by-step action cycle that engages teachers in experiencing student 
motivation through the eyes of a learner.

Chapter 4 introduces how visiting with students and families in their 
homes can lead to a more nuanced perspective of students’ lives and inter-
ests at school. It provides concrete ways to structure and prepare for visits 
that families have welcomed. In the home visits for which we advocate, 
teachers are learners rather than the bearers of information. Further, 
insights from home visits provide information about families’ funds of 
knowledge (Moll, Amanti, Neff, & Gonzalez, 1992) and contribute to the 
ongoing improvement of instruction.

Chapter 5 makes a case for and offers examples of transformative pro-
fessional learning through collaborative lesson design. In addition to spe-
cific ways to strengthen collaboration among teams of teachers, it illustrates 
how to implement a lesson study project that has two cycles per year. 
Through lesson study, teachers collaborate to design a lesson, watch a col-
league teach the lesson, and collectively examine the lesson—sometimes 
reteaching it in another context. This chapter also contains a set of proto-
cols that schools throughout the United States have used to facilitate 
instructional collaboration for brief periods of time. Protocols focus teach-
ers’ attention on examining text material, posing problems, providing 
feedback, and examining student work.

Chapter 6, the concluding chapter, explores how educators can use data 
systems to improve student learning. The primary goal in this chapter is to 
share data routines and tools that build teacher capacity to meet student 
learning needs in ways that help dismantle barriers to educational progress 
among a range of learners. In addition to ways of collaborating with data, 
this chapter provides educators with methods to involve families and com-
munity members as partners in collecting and analyzing data related to 
instruction. For example, you will learn about an approach that involves 
community members in taking a snapshot of teaching and learning 
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throughout a school in a single day. Known as Data-in-a-Day, this is one 
approach that can help improve student learning throughout a school.

Chapter 6 also includes a way to develop teacher portfolios for con-
tinuous reflection on personal work. It provides detailed descriptions of 
how to organize and learn from a focus on following four students. The 
example we provide shows how teachers can create portfolios that thread 
together professional learning, instructional practice, and its influence on 
student learning. The connective tissue is ongoing reflection, goal setting, 
action, and data collection rooted in the need to connect professional learn-
ing to academic achievement. In addition to providing a sequential 
approach to ongoing reflection on teaching and learning, it is an approach 
to portfolio development that stimulates creativity and critical thinking. It 
reflects our experience that the improvement of instruction requires nov-
elty and nuance.

      

Though educational change is complicated, what we do as educators 
through instructional practice influences human beings, communities, and 
global structures. As essential as it is for all of society to imagine alternatives 
to the local and global conditions that inhibit educational justice, teaching is 
a political act. In classrooms, agency and consciousness are center stage, 
whether by intention or default.

To think that academic achievement alone is preparation for college or 
workforce learning falls far short of what is necessary and possible. All stu-
dents, including culturally diverse, low-income, and first-generation college 
students, deserve to think deeply, passionately, and creatively about their 
lives and about important global issues. This is true for teachers as well. 
These chapters provide the content and process for this opportunity.

AUDIENCE

Instructional leaders at every level of a school system, including profes-
sional developers and teachers, are the primary audience for this book. 
However, the ideas we present can be adapted to higher education. In 
recent years, important pipeline partnerships between high school and col-
lege faculty have emerged to create seamless academic mobility for diverse 
groups of students. This book supports this crucial work so that educators 
at all levels of a system can align and advance instructional knowledge 
based on principles of intrinsic motivation.

This book will also be useful to induction specialists. The motivational 
framework is easily adapted to the unique contexts and interactions within 
which new teachers work. Teacher mentors from school districts and uni-
versities can apply the motivational framework and professional learning 
strategies to help beginning K–12 educators feel positive and engaged in 
professional learning that helps them succeed.
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CONTEXT

The enterprise of teacher learning as a primary influence on student learn-
ing operates within the shifting contexts of local, state, national, and global 
politics. Furthermore, we know firsthand the demands on faculty time. 
While teachers have an enormous influence on student learning, they work 
within a larger policy environment and continuously negotiate competing 
commitments. Nonetheless, we believe that the instructional approaches in 
this book are pragmatic and offer concrete alternatives to static forms of 
professional development.

TERMS

It is always a challenge to determine how to use language in ways that are 
accessible and meaningful to others. We therefore briefly explain our 
choices. When referring to issues related to race, ethnicity, or culture, we 
frequently use the term cultural diversity. We realize that this term is some-
times criticized for subsuming and homogenizing racial, ethnic, eco-
nomic, sexual, linguistic, and physical identities, among others. Our work 
has been primarily in schools where there are many different student 
groups—each of which has as much variation within the group as 
between groups. With a focus on practical, macrocultural applications of 
cultural theory, using language that accommodates a broad range of stu-
dents has been useful in connecting with faculty regarding the need for 
change. We know, however, that language choice not only represents how 
we think, it influences how we think, and we struggle with the imperfec-
tions of our choices.

We use culturally responsive teaching to mean understanding and con-
structing culturally respectful and motivationally aligned instructional 
practices. We use the terms instruction and pedagogy interchangeably, as 
we do students and learners. Instruction to some implies an approach to 
teaching that undermines the emancipatory potential of education and 
encourages passivity. We tend to prefer it, however, because it is widely 
used in local communities and schools. It is accessible to the audiences 
we engage.




