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Preface

“It’s a small, small world.”
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A Smaller World
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—Richard and Robert Sherman,
“It’s a Small World (After All)”
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n the years since this book was first published, the globe has continued to
shrink. The global village has continued to grow. At the same time, in the
school world, new ideas and practices have emerged and expanded what we
know and do about teaching and learning. These include the following:

C

•• Evidence of, acceptance of, and belief in the understanding that intelligence is not fixed and that the human mind is malleable has expanded
and moved from laughed-at theory to established practice.
•• Evidence supporting best practices for enabling all children to grow and
expand their capacity to learn has increased.
•• Multiple sets of standards at the national and state level, from government agencies in and outside education and professional education
groups, have clarified the meaning of college and career readiness.
•• Academic, government, and business organizations outside the school
community have intensified their calls for development of 21st century
learning at all grades for all students.
•• Brain research, best-practice research, and other types of studies have
fortified the calls for deeper learning outcomes and ways to assess them.
•• Digital technologies have opened up new vistas for providing access by
all students to more advanced, relevant, and rigorous curricula.
•• New models of instruction and assessment have fostered new school
models as alternatives to the traditional factory model for instruction.
•• The birth rates among nonwhite populations have increased, while
that rate among whites has decreased. In growing numbers, students
of color from a range of cultures are entering formerly all-white school
districts for the first time.
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What Is It About Me You Can’t Teach?

•• The graying of America caused by rising numbers of senior white citizens has led to a decline in school support.
•• Population shifts continue to increase the colors and socioeconomic
statuses of preK–12 students not only in urban centers, but in the suburbs and rural towns from sea to sea.
Even as these new patterns and practices emerge, much remains the same:
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•• Lectures in which students are told rather than taught material fill
upper-grade classrooms.
•• Worksheets followed by tech-prep practice sessions dominate lowergrade classrooms.
•• Teachers work isolated in their classrooms.
•• Textbooks direct the daily recall curriculum.
•• Curriculum is fragmented into isolated boxes, with each box representing a basic discipline.
•• Textbooks and other materials remain focused on a white, middle-class
student population.
•• Testing is geared to accountability of basic skills in basic curriculum areas.
•• Achievement, access, and expectation gaps do not change.
•• Low expectations define instruction provided children who are poor or
less than affluent.
•• There is little equity of resources among school systems.
•• In contrast to student populations, white female teachers are the largest number teaching in the classroom.

C

IMPLICATIONS FOR THIS BOOK
The quest for high expectations as a goal for all learners has not ended. In fact,
since this book’s first edition, the need for high-expectations instruction has
outstripped what happens in practice. Because of the cultural shifts in American
schools, where faces of color are becoming increasingly dominant even in suburban and rural classrooms, the quest for high-expectations practice extends
beyond cityscapes. Communities once all white, but not always all wealthy, now
are seeing more faces of color in their classrooms. Diversity is everywhere; it is
no longer isolated within large urban centers.
Demographic data tell the story. The once-dominant Northern European
cultures are aging. More youthful cultures from Asia and Central and South
America, as well as the Middle East and Africa, arrive with higher birth rates,
and they are ready to fit the job markets of a service society driven by technology. Unfortunately, schools are slow to adapt. A majority of schools still teach
from a curriculum that fit well during the pre–civil rights era, with job market
and schooling methods that readied young people for assembly-line jobs and
Mad Men–type office employment. Many of these schools do not understand and
are unprepared for the value shifts that have come with many diverse cultures.
These cultures value different school norms and hold different expectations for
their children.
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The words different and diverse frighten many who are trying to “hold down
the fort” and preserve once-dominant Caucasian cultural values from Northern
Europe, values that controlled decisions about the local community with its
established white-centric consumerism.
However, a fair examination of what is new in schools doesn’t translate necessarily into the negative. Differences and similarities are just that; some foster
positive results and some foster negative results. As educators in a workforce
still dominated by white faces look out at the increasingly diverse faces in classrooms, they are becoming more and more aware that change must be more
than what they see, and that judging a book by its cover will never again be
translated as best practice.
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•• High expectations for learning are a bottom-line birthright regardless of
a child’s skin color, ethnicity, gender, religion, national or geographic
origin, special challenge, language, or economic status. The democratic
core of the American school system is built on the belief that every child
has a moral right to an equitable—not equal—education. In the 21st
century, that equitable right translates to a quality education that
ensures each child is one year more college and career ready at the end
of each school year. The high expectations inherent in this readiness
goal make it mandatory that equitable personnel, physical and digital
resources, instruction, curriculum, and assessment are available
equally to every child.
•• The basic and most important ways a teacher can show high expectations begins, as it always has, with a belief in every child’s possibility to
be an exceptional learner. There is no room for a glass ceiling because
of gender, special challenge, race, ethnicity, sexual orientation, color, or
any other artificial marker.
•• Words are not enough. Actions are required in how a teacher demonstrates her belief in equally high expectations for every child in and out
of the classroom. Competent teachers are expected to walk the talk of
evidence-based instruction.
•• It is a mark of a school district’s quality in how it provides the leadership, the resources, and the assessments that enable all teachers to
become proficient in demonstrating high expectations for all children.

Walking the High-Expectations Talk

C

Since the book’s first edition, the landscape of high expectations has
changed remarkably. The small number of evidence-based teaching behaviors and strategies has become a library. Teachers have multiple choices for
selecting the practices that fit best with particular students, and they have
much valuable data. These enable them to become designers of instruction
that engages all students in the search for deeper learning outcomes, rather
than limiting them to text-driven and unproductive, obsolete methods. It has
also allowed teachers to personalize their instruction even as they are guided
by other research-supported changes in curriculum, leadership, technology,
assessment, and school structure.

xi

What Is It About Me You Can’t Teach?

Evidence-Based Research. Through this new text, you will see citations
to studies that extend the notion of high expectations beyond the fundamentals identified in the early best-practice research to additional best practices.
This variety will expand teachers’ best-practice repertoires and make apparent their increased proficiencies in advancing students’ achievement even as
they develop students’ “learning to learn” skills. In this context, the mark of the
most proficient “high-expectations” teachers is their ability to promote learning
transfer in the majority of their students.
The increased value of evidence-based teaching is highlighted in what
researchers have identified over several decades about metacognition and
guided feedback. This edition, like the prior two, starts with the pioneering study,
Teacher Expectations and Student Achievement (TESA). Succeeding chapters
build on TESA through the lens of Reuven Feuerstein’s theory of structural cognitive modifiability and mediated learning experiences.
It was Feuerstein’s work, now reinforced by neuroscientific data, that first
brought the education community to the understanding that intelligence—the
mind’s tool for learning—has no glass top. Teachers, he noted, can mediate
changes in what students can accomplish with their minds. And those changes,
he said, occur in the basic structure of the brain.
Not only did Feuerstein’s ideas and practices challenge the established myth
that intelligence was fixed at birth by race, gender, and many other factors; he also
developed a systematic approach that facilitated those changes. In Instrumental
Enrichment, he introduced the world to a concrete method and the needed materials to make “thinking about thinking,” or “metacognition,” doable.
TESA, a teacher training program developed in the Los Angeles school system and spread across the nation by Phi Delta Kappan, brought the education
community’s attention to the concept of high expectations, its connection to
teaching behaviors that challenged all students to think at “higher levels.” With
Feuerstein’s work on development of cognitive skills in all students adding tools
for promoting metacognition through teacher feedback, increased attention
has been focused on the role of thinking in classroom instruction.
In subsequent decades, education researchers expanded the examination
of practices most likely to increase student test scores. Although limited to
measuring often simplistic outcomes in the basics of reading and mathematics, these studies began to provide data sets that showed which strategies were
most effective. Ironically, many of the most effective were those that enabled
teachers to fill their high-expectations instructional toolkit with mind-enabling
methods such as cooperative learning, graphic organizers, advance organizers,
summary making, inquiry, and metacognition.
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xii

•• College and Career Readiness. When Common Core State Standards
aimed at providing a national curriculum framework for higher expectations in preK–12 English/Language Arts and Mathematics arrived, the
ground began to shift. These were followed by the Next Generation Science
Standards, the National Arts Standards, the English Language Learner
Standards from WIDA, and others. Select states have adopted the national
standards, and others elected to retain their own as guides to ready all
students for college and careers in a 21st century global economy.
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•• National Tests. Although the standards garnered the most attention,
the federal Department of Education contracted two consortia to
develop national tests—PARCC and SMARTER BALANCE—to create
national tests. States were given the option to participate. The aim was
to provide more equitable testing across all states, to raise national
learning expectations, and to hold all schools equally accountable for
all students. Instead of examining only surface-level literacy and mathematics proficiencies with multiple-choice, recall tests, as was common
practice in prior decades, these new tests were aimed at determining
students’ higher-order thinking and problem-solving skills.
•• 21st Century Deeper Learning. Following reports from international tests, the American business community, government agencies,
universities, and others completed surveys that reinforced the need—
driven by the Program for International Student Assessment (PISA)—
for American schools to raise the level of curriculum and instruction
from the commonly practiced surface learning of the No Child Left
Behind era. Instead, they urged to advance development of 21st century
skills that would result in deeper learning outcomes and increased
amounts of learning transfer.
•• 21st Century Skills. Led by the Partnership for 21st Century
Learning—a national advocacy group of state education agencies,
corporations, and education leaders—high-expectations curriculum,
instruction, and assessment practices and programs were advanced
within a deeper learning framework. The framework focused on best
practices and the identification of exemplary schools in which the
skills of critical thinking, creative problem solving, communication,
and collaboration were central to developing all students as 21st century deeper learners.
•• The 5th C. How able are students to handle the changing colors and
shapes of new peers in their classrooms? How able are teachers to apply
high-expectations skills to foster the 21st century skills to those students many considered incapable of their use? Culture, as the 5th C,
brings high expectations into focus for all students. In fact, the state of
Alaska has identified a set of learning standards attuned to culturally
responsive instruction.
•• Technology. In the first edition, little mention was made of technology’s role in promoting student learning. With the explosive expansion
of the Internet has come a flood of digital hardware, software, and
Web-based teaching and learning tools that stimulate higher-order
thinking and enable rich metacognition. Now the center of experimental research, digital games, integrated feedback, e-mediation, and other
technologies are extending the possibilities of deeper learning.
•• New Models of Instruction. As more schools applied the bestpractice research, they have created more productive models of
instruction and have added to Bruce Joyce’s original list of six. The
best project-based learning (PBL) models incorporate evidence-based
high-expectations strategies such as cooperative learning, advance
organizers, graphics, summaries, peer feedback, self-assessment and
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The Deeper Learning Network includes public and charter
models committed to deeper learning outcomes for all students.
Included in this deeper learning network are the High Tech High
Network, the New Tech Network, Big Picture Schools, Envision
Education Schools, Expeditionary Learning Schools, and the
Asia Society.
P21’s Exemplar Schools of Innovation is an informal network
of model schools in which 21st century learning is promoted by
attention to PBL and other approaches for developing students’
21st century skills with deeper learning outcomes. This network is
coordinated by the Partnership for 21st Century Learning.
Next Generation Schools. Funded by the Ford Motor Company,
this network assists high schools in transforming curriculum and
instruction to increase readiness for college and careers, especially
in emerging industries.
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teacher feedback as methods to ensure that the PBL units show the
maximum benefits for all students and lead to mindset changes that
better prepare students for life in this century’s complex, information-saturated society.
•• New School Models. Reflecting dialogues around the aims of learning and control of schools, new models of schooling began to emerge.
Within these, a significant number have focused on deeper learning
outcomes via deeper learning instruction. As cited by new school advocate Ted Fujimoto (2015), the change to new school models that bring
all students to deeper learning is yet in its infancy.

C

CONNECTING THE DOTS: ALL
CHILDREN READY FOR A LIFETIME
OF DEEPER LEARNING
Best-practice research has followed a pathway spotlighting what teachers can
do to be most effective in moving students to higher achievement. A teacher’s
success in using one-to-one communication tactics—as found in TESA, the
more sophisticated strategies pinpointed by Hattie and Marzano, or the more
comprehensive combinations geared to the higher-order thinking skills as
found in PBL—is rooted in the beliefs that intelligence is changeable and all learners can improve how and what they learn. To the degree that teachers believe and
convince their students to believe both tenets and to internalize the growth
mindset, all will see evidence of changes in the quantity and quality of what,
how, and how much a student learns from any lesson, unit, or project.
The trail from early research to deeper learning for all students may be long
and bumpy, but it is well lit. In this book, you will connect the dots among those
evidence-based best practices that lead from what teachers can do in their basic
classroom interactions; how teachers can behave with the selected instructional methods and tools that are most likely to raise student achievement and
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simultaneously develop students as 21st century deeper learners; how teachers can apply strategies and tactics to different content-based scenarios within
the changing of cultures; and how teachers can call upon select approaches
to improve the quality of student learning, no matter what their differences.
These connections, when you apply them appropriately, will end in more students meeting the highest of expectations; they will empower students to place
their minds over what matters most and be in control of the what, so what, now
what, and what next for how and why they are in school.

Coming Attractions
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The search for how best to use the practices of high expectations to inspire
deeper learning will not end with this book. Like the planet Earth in the context
of its solar system, what we know about the possibilities of the human intellect
is but one drop of water in one of Earth’s oceans. Already, technology is uncovering new ways to engage students’ minds for longer and longer periods as they
play digital games, solve e-puzzles, and uncover new information at faster and
faster rates. Already there are new dots on the horizon. With a common goal
to hold the highest expectations that all children leave every school ready for
lifetime of learning, we can be assured that the power that results will lead to a
better world.

C

We welcome you to this new edition. It will help you update your knowledge of what teaching practices are most likely to flip the challenging question, “What is it about me you can’t teach?” to “You changed my life by helping
me change my learning.” And it will also provide an abundance of practical,
evidence-based tools to assure you that all children will meet the high expectations of deep, lifelong learning.
You may use this book in many different ways. Most of all, we hope it will
help you expand your teaching toolkit so that you can assist every child you
teach with the exactly right prescription: a truly personalized approach. For this
to happen, you can pick and choose at random, or you can follow a sequenced
walk through the chapters.
To ensure your success, we are adding some implementation recommendations. On the book’s Web page, you will find several plan-do-assess documents.
These will guide you as you choose what ideas or strategies to try in your classroom. They will also link you to other sites that will add to your work and let you
network with other teachers working with this material. And they will tell you
how to touch base with us.
Learning new information is important. What is more important is that you
try out that information in your classroom. If you can entice a peer or two to
join you in making those applications, invite them to your party: Have more
communication! More collaboration! Sharper thinking and problem solving!
And more creative ways to make schools better and better!
Thanks for joining us on this journey.
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