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         Praise for The Learning Power Approach

         In person, Guy Claxton balances the precision of academia with the warmth and wit of our most beloved teachers. He challenges, engages, and inspires in equal measure. It is the same when he writes; he transforms complexities of learning into recommendations that are both inviting and inspirational, and he does so without ever losing the subtlety of nuance or culture. He is the perfect “critical friend”, and The Learning Power Approach is the exemplary handbook.

         James Nottingham, author of The Learning Challenge

         Guy Claxton writes compellingly about the importance of teachers recognising the influence that they have within their classroom to create a culture where learning can take place at different depths and levels. He transcends the traditional versus progressive debate by illustrating how we can “have it all” when both knowledge acquisition and skilful learning behaviours are valued in harness. The teacher’s transformative influence is celebrated and practical examples of an environment where the Learning Power Approach is evident are provided alongside encouragement for the reflective teacher to explore, within the confines of his or her own classroom, the design principles laid out in this book.

         The Learning Power Approach restores faith in the fullest ambition for what can be achieved when we engage inclusively to empower children, young people, and teachers through education.

         Professor Dame Alison Peacock, Chief Executive, Chartered College of Teaching

         What I particularly like about The Learning Power Approach is how Guy Claxton almost makes you feel as if you are in the room with him. Page by page, Claxton gently guides you through each element of his Learning Power Approach and then – as if reading your mind – skilfully puts to bed any doubts you may have, reassuring even the most reluctant cynic. There’s something in The Learning Power Approach for everyone, whether you’re an experienced teacher or an NQT, and it is written in such a way that you’ll find yourself having finished the book before you even know it. Thoroughly recommended.

         Andrew Morrish, Chief Executive, Victoria Academies Trust,

author of The Art of Standing Out

         Reading this latest offering from Guy Claxton is a total treat. Rich with practical examples of what teachers and school leaders can do to support our pupils to develop the right mindset for success, The Learning Power Approach is a must-read for all educators who care about ensuring our young people develop the character and resilience to enjoy learning, as well as be great at it.

         Not only is Guy’s approach rooted in solid research, it resonates with me personally as somebody who has a passionate belief in teachers’ dual role of teaching content and then enabling pupils to make sense of and master its key concepts through challenging and thought-provoking follow-up activities. And what’s even better, pupils who combine these approaches do better in tests and exams too. What’s not to like?

         Andy Buck, Founding Director, Leadership Matters

         The Learning Power Approach is a very important book indeed. Few, if any, people over the years have provided as consistent or intelligent a voice as Guy Claxton when talking about the need for a deep and genuine education. This book really nails the subject.

         Sir Anthony Francis Seldon, FRSA, FRHistS, FKC

         Guy Claxton’s The Learning Power Approach clearly shows that developing children’s thinking and learning skills is not only compatible with acquiring knowledge and passing tests; the two aims actually constitute the warp and weft of 21st century education. Full of practical teaching tips and common sense ideas, The Learning Power Approach is both very readable and immensely timely.

         Dame Reena Keeble, Chair,

The Teaching Schools Council’s Effective Primary Teaching Practice Report 2016

         Guy Claxton is one of the deepest thinkers in education. Every book he writes is worth reading as they are treasure troves of new ideas, perspectives, and strategies, and his fundamental insight that the purpose of schooling is to develop powerful learners is more relevant now than ever before.

         Guy shows how his method combines rigour with imagination, and his credibility as a cognitive psychologist gives him unimpeachable credentials when navigating the minefields of memory, knowledge, and learning. Whether learning a skill, acquiring new knowledge or developing emotional resilience, building learning power is the route to success and The Learning Power Approach shows you how to go about it.

         Peter Hyman, Executive Head Teacher, School 21

         Guy Claxton’s influence on schools over the last few decades has been enormous. Through all of the many and often contradictory changes imposed by successive governments, Guy has helped focus teachers on ways to unlock learners’ enormous potential, and, in The Learning Power Approach, provides teachers with a guide to keep at their side during the decades ahead as they navigate the as-yet-unimagined changes that will be imposed on our schools in the future.

         What governments make complex, Claxton makes intelligible, simple, and exciting.

         Sir Tim Brighouse, former London Schools Commissioner and Chief Education Officer for Birmingham and Oxfordshire

         Guy Claxton clearly illustrates why a focus on building the competence and inclination to learn well needs to be a fundamental part of the educational approach of all schools.

         Full of rich insights and practical approaches, this is a must-read for any educator who cares about preparing students of all abilities, and from all backgrounds, to be effective lifelong learners.

         Tristian Stobie, Director of Education, Cambridge Assessment International Education
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            To David Perkins, unassuming giant of our field

         

         

      

   


   
      
         

         
             

         

         
             

         

         
            The Learning Power Approach seems to be the answer to so many challenges we [teachers] face at the moment: the need to prepare young people for a world where many professional jobs will be automated, the need to get good academic results, the need to engage all students (boys being the most likely to be disillusioned) in education, the need to get a good inspection report (where inspectors are now looking to see the development of independent learning), the need to be distinctive … and the need to deal with the growing problem of mental health in the young.

            Neil Tetley, Headmaster, Woodbridge School

            
                

            

            I constantly see people rise in life who are not the smartest, sometimes not even the most diligent, but they are learning machines. They go to bed every night a little wiser than they were when they got up, and boy does that help – particularly when you have a long run ahead of you.

            Charlie Munger, Vice Chairman of the Berkshire Hathaway Conglomerate (from his University of Southern California Law Commencement Speech, May 2007)

         

      

   


   
      
         

            Foreword by Carol S. Dweck

         

         Many people now recognise that the drill-and-test focus in our schools is not preparing students for the modern world. This increasingly unpredictable world requires a zest for challenging ill-defined problems, an ability to see things through, and the resilience to bounce back from setbacks. It requires the desire and the ability to do this over and over and over.

         Although many agree that schools are not equipping either our low or high achievers well enough for the real world they will meet after they finish school or college, far fewer have suggested practical alternatives. Into this comparative void rides Guy Claxton and his colleagues with their Learning Power Approach. This approach combines research-tested learning techniques that can be implemented in any classroom, and it includes these all-important factors: provoking curiosity and imaginative thinking, promoting “metacognitive” skills (such as reflecting on one’s strategies and planning new ones), encouraging determination and perseverance, and fostering collaboration in the learning process.

         In other words, the Learning Power Approach places the student in the centre of an exciting, purposeful, and social learning environment – not an environment in which students are required to memorise things they may not understand, for reasons they may not understand, and to do so in isolation from other students. You can just feel your heart sink as you go from the description of the Learning Power Approach to the Business as Usual Approach.

         There are many reasons to believe that what the Learning Power Approach offers is so important. Here are just two.

         First, it teaches generalisable qualities of mind – not just facts and formulas that apply in specific cases, but learning “mindsets” and skills that apply to many tasks and problems that students will encounter both now and in the future in all parts of their lives. For example, students in these classrooms (such as those in the Expeditionary Learning (EL) schools in the United States; see https://eleducation.org) may often do projects that require them to learn about meaningful issues (such as issues in their community), formulate the problem in a manageable way, do research into possible courses of action, and make recommendations, including ones that they and their peers can act on. They may also present oral reports on their work to the school and community. How could this not be more useful in the long run than memorising decontextualised facts and formulas that bear little relation to what they will encounter in life?

         Second, more and more of our students are experiencing mental health problems such as anxiety and depression. Too often I am hearing of first or second graders who experience such high levels of anxiety about schoolwork that they do not want to go to school. The testing culture is now reaching down into kindergarten, with many students, younger and older, believing that these tests measure something deep and permanent about their intelligence and their ability to succeed in the future. Rather than places of joyful learning, many of our schools become places of dread. In contrast, classrooms that embody the Learning Power Approach can become places of tremendous eagerness as students question, explore, delve deeply, and collaborate in the service of learning. Upon entering such a classroom, you may hear laughter or squeals of excitement, or you may hear nothing as students devote intense concentration to the compelling problems they’re grappling with.

         So, you might ask, what’s the problem? Why isn’t every classroom using the Learning Power Approach?

         Well, I think there’s one big reason: the current incentives for schools, teachers, and parents. In the United States, schools are often evaluated and rewarded (or punished) based on their students’ standardised test scores. Teachers, too, are often evaluated and rewarded on the basis of their students’ test scores. I recently learned of a teacher who created a joyful and effective learning environment for her summer school students, using many of the principles of the Learning Power Approach. However, during the actual school year, with the test hanging over her head, she used a more structured drill-and-test approach. She felt it was a risk for her and for her students to do otherwise. Observers reported that the difference in anxiety between the summer and school-year classes was palpable.

         The irony here is that schools that adopt a version of the Learning Power Approach often have higher test scores. Good test scores are a natural by-product of deeper and more effective learning. Furthermore, in Learning Power schools teachers are free to experience why they became teachers in the first place. They did not become teachers to force-feed facts and formulas to anxious and depressed students. They became teachers to see their children avidly learn and successfully grow their brains.

         Parents, too, can play a role in perpetuating the drill-and-test approach. Many parents see high test scores as ways of ensuring their child’s place in top schools in the future. They may not want to risk new teaching methods that may not pave the way to these schools. Yet the same parents are puzzled when their child moves back home after university rather than confidently taking on the world. In the end, shouldn’t parents prefer an education that prepares their children for life?

         You will cherish this book. It’s full of engaging and informative classroom examples, and the recommendations rest on solid foundations, such as research on mindsets, interest, metacognition, grit, and collaborative learning. Guy Claxton, himself a noted cognitive scientist, is a knowledgeable and entertaining guide to the future of teaching. I urge you as teachers not to stand by as the world changes but our teaching does not. I urge you to be leaders in the crusade to transform education, so our students can thrive now and in the future – starting with your own classrooms. This book will help you begin your journey.

         Carol S. Dweck,

Lewis and Virginia Eaton Professor of Psychology, Stanford University
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            Chapter 1

            The Origins of the Learning Power Approach

         

         
            Live as if you were to die tomorrow. Learn as if you were to live forever.

            Mahatma Gandhi

         

         It wasn’t until I was working on my doctorate in cognitive psychology that I began to unlearn to be taught. DPhil supervision in the Oxford University Department of Experimental Psychology was, in the early 1970s, a very loose affair. I had three supervisors over the course of the four years it took me to complete my thesis, all of whom practised a form of benign neglect. It was entirely down to me to make an appointment to see them, and, when I did, the response was usually some form of “very interesting – what do you plan to do next?” What guidance I got came mostly from protracted coffee-break conversations with other graduate students, and especially from conversations with the three young bloods with whom I shared an office, Stephen, Nigel, and Roger.

         We read and argued. We thought up and carried out many experiments that never saw the light of day. And in the process, we were rehabilitating our learning faculties. We were learning to be curious, and to develop and discipline that curiosity through critical thinking and wide reading. We were developing longer-term interests and stretching our willingness to persist in the face of difficulty and confusion. We were learning to collaborate and discuss, to disagree robustly while remaining friends, and to reflect critically and fruitfully. We were learning to be creative and imaginative, dreaming up possible theories to explain whatever we were interested in. We taught ourselves to design and critique experiments and to pick holes in our own and everyone else’s arguments. We made dozens of mistakes and learned to learn from them. Above all, we were learning to trust our own minds: to believe that that we wondered was worth wondering, what we thought was worth thinking. We were learning to develop and rely on our own (collective and individual) resources. We were regaining the confidence – which we had all had as small children – to dive in, have a go, follow our noses, and engage in trial and error (lots of error), but honing those attitudes into sharp, sophisticated research skills. We were learning to be powerful learners. (And we all went on to become productive and successful academics.)

         It was a challenging, uncomfortable, and exciting time. We had to break free of all the habits and expectations that our previous education had embedded in our minds. We had to give up expecting a teacher to design learning for us, rescue us when the going got tough, tell us the “right” answers, or train us in how to write an A-grade essay. In the absence of that benign, authoritative, guiding teacherly presence, we had to learn how to become our own teachers. And so I will always be grateful to my supervisors for their neglect.

         When I left Oxford I imagined a career as a psychology academic, but, to pay the bills, I took a temporary job teaching psychology at the University of London Institute of Education. I quickly discovered that the real-world challenges of helping people learn to become schoolteachers were more satisfying, and indeed more intellectually interesting, than designing finicky little laboratory experiments – so I have never left the world of education. And those earlier experiences of education – of learning, and then eventually unlearning, to be taught – have shaped my work ever since.

         It quickly dawned on me that everyone – not just academics – needs those powers of confidence, curiosity, and imagination that I had been strengthening at Oxford. No artist, no engineer, no plumber, no care worker is going to be followed throughout their lives by a kindly teacher marking their work and showing them how to close the gap between their current performance and a more advanced form of expertise (like passing an exam). If I had become a chef instead of a prof, I think I would still have needed those abilities.

         Admittedly, in some workplaces there are line managers, annual appraisals, and learning and development departments offering some advice and training. But if we are going to take advantage of those offerings to grow our expertise, we will need a mindset that has the confidence and enthusiasm to learn on our own. Even more, if we are to craft “trajectories of excellence” through life – as a parent, a lawyer, an athlete, or a gardener – we will have to design and manage those learning journeys for ourselves. We will need to notice what it is we need to get better at, and to think about how best to acquire the knowledge and skill we currently lack.

         When you look at traditional education, we don’t seem to be doing very well at turning out those independent thinkers and learners. Of course, some people turn out to be powerful learners despite their schooling, but many more do not. Their minds are shaped for the worse by their time in classrooms. No one, to my knowledge, has ever gone into teaching saying, “My passionate commitment is to do everything in my power to turn out young people who are apathetic, passive, extrinsically motivated, dependent, dogmatic, timid, fragile, and credulous.” However, I have seen far too many schools that have unwittingly developed exactly these dysfunctional attitudes – in high as well as low achievers. Under pressure to raise grades, they have felt obliged to teach in a way that creates such closed and anxious minds. They may bemoan the lack of creativity, initiative, or entrepreneurship in today’s young people, yet respond by trying to paste some special activities over the top of routine teaching methods that are the real culprits. Not surprisingly, such sticking plasters are largely ineffective.

         Such schools are neither run nor staffed by bad people. As I say, no one in their right mind sets out to create these attitudes. Yet these attitudes are the very antitheses of the mindsets that today’s young people are going to need.

         
            
               
                  
                     
            
                        
                        	
Apathetic means you are lacking in curiosity and wonder.
            
                        
                        	Instead of apathetic, you will need to be curious.


                     
            
                        
                        	
Passive means you are uninterested in learning unless required to engage in it by someone else.
            
                        
                        	Instead of passive, you will need to be proactive. 



                     
            
                        
                        	
Extrinsically motivated means you are interested only in getting marks, grades, and praise for what you have learned; not in the glow of satisfaction from having mastered something tricky or produced something you are personally proud of.
            
                        
                        	Instead of extrinsically motivated, you will need to be intrinsically motivated.


                     
            
                        
                        	
Dependent means you are unable to engage in learning unless constantly instructed, reassured, and corrected by a teacher.
            
                        
                        	Instead of dependent, you will need to be independent-minded.


                     
            
                        
                        	
Dogmatic means you are addicted to right answers and unable to think about complicated or uncertain things that aren’t black and white.
            
                        
                        	Instead of dogmatic, you will need to be thoughtful and open-minded.


                     
            
                        
                        	
Timid means being so frightened of making mistakes that you are unadventurous and conservative in your approach to learning, willing only to tackle things you already believe you can be successful at.
            
                        
                        	Instead of timid, you will need to be adventurous.


                     
            
                        
                        	
Fragile means you are likely to get upset or go to pieces if you get confused or don’t get good grades.
            
                        
                        	Instead of fragile, you will need to be robust and resilient.


                     
            
                        
                        	
Credulous means you accept uncritically whatever authoritative-sounding statements come your way.
            
                        
                        	Instead of credulous, you will need to be critical and sceptical of what you hear and read. 



                  
               

            

         

         Until recently, there was a prevalent view that chasing grades and building mental capacities were somehow at odds with each other. Without really thinking about it, some educators thought they had to choose. Am I going to go for the grades, in which case I have to adopt a rather didactic, teacher-directed style, or am I going to try to build those elusive “21st century skills”, in which case the grades might suffer? This either/or thinking is an example of what we will call limiting assumptions – beliefs that we may not even recognise as beliefs, but that limit our horizons and aspirations: our sense of what is possible. And what is possible, according to the research, is to teach in a way that hits both targets: higher grades and positive, empowering attitudes towards learning itself. The Learning Power Approach is about turning this possibility into a day-to-day reality – in every school in the world.

         
            And what is possible, according to the research, is to teach in a way that hits both targets: higher grades and positive, empowering attitudes towards learning itself.
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         Gradually the idea of “learning power” was born, and I developed it through a number of books: Live and Learn in 1984, Teaching to Learn in 1990, and Wise Up: The Challenge of Lifelong Learning in 1999, in which I brought together all the research that underpins the idea of learning power. A friend of mine, Graham Powell, who was working as a professional development adviser to teachers at the time, read Wise Up and suggested I boil it down into a practical book for teachers, so in 2002 Building Learning Power was published by a small British education provider, TLO Limited (TLO stood for The Learning Organisation). For the next 12 years, I worked closely with TLO to develop practical training and resources for teachers that would help them put the ideas into practice in their classrooms.

         Though I am no longer closely associated with TLO, and my own thoughts have moved on, I think Building Learning Power (BLP) remains an excellent example of what I am calling here the Learning Power Approach (LPA). There are now thousands of schools around the world that have put BLP into action. Many hundreds of these are scattered around the United Kingdom, but there are also chains of English-speaking schools in South Africa and Argentina; a network of schools in Ireland; a cluster of rural primary schools in the forests of Silesia in Poland; early childhood education centres across New Zealand; groups of independent schools in Victoria and New South Wales, Australia; and international schools in Amsterdam, Budapest, Dubai, Jakarta, Ho Chi Minh City, Suzhou in China, and Santiago in Chile. (The work of some of these is described in a book that Bill Lucas, Ellen Spencer, and I published a few years ago called Expansive Education.1) My colleagues and I are now developing Learning Power International to coordinate and strengthen the spread of the LPA around the globe.

         As we researched more, we naturally discovered earlier pioneers who had been thinking along the same lines, as well as a variety of other groups around the world, especially in the United States, who had been developing very similar – or apparently similar – approaches. I divide those approaches into four categories: nuclear family, godparents, friends and neighbours, and near misses.

         Nuclear Family

         The nuclear family – those approaches that exemplify the LPA most clearly – include several of the approaches that have come out of Harvard University’s Project Zero, especially those originated by David Perkins and his colleagues. There is the Intellectual Character/Visible Thinking initiative, now led by Ron Ritchhart, and the work on Studio Thinking, focusing on learning habits of mind through arts education, led by Lois Hetland and colleagues. Also influenced by Perkins and his co-director of Project Zero, Howard Gardner, there is what is now known as EL Education, originally Expeditionary Learning, led by Ron Berger, which focuses on the development of a craftsman-like approach to learning in all learners. There is the pioneering Habits of Mind approach, originated by Art Costa and his long-time collaborator Bena Kallick. There is Chris Watkins’s elegant work on the powerful effect of getting students to tell their own stories of learning, and the implications of narrative approaches for the development of the learner-centred classroom. And there is the careful work of Philip Adey and Michael Shayer on their Cognitive Acceleration programmes in science and maths (CASE and CAME). 

         And I would include as family members some of the more venerable initiatives out of which our current understandings have grown. There is the seminal Project for the Enhancement of Effective Learning (PEEL), founded by Dick White, Jeff Northfield, John Baird, and others at Monash University in Australia in 1985, and continued to this day by Ian Mitchell. In early childhood education there is the Hundred Languages of Childhood approach developed at Reggio Emilia in Italy. There are the pioneering approaches of the highly influential International Baccalaureate, and the global chain of Round Square schools, inspired by the German educator Kurt Hahn, not to mention earlier roots in the work of Maria Montessori and Johann Pestalozzi.2

         We are now able to articulate, more clearly than these pioneers were able to, the character traits that underpin powerful learning, and to provide a robust foundation in cognitive science rather than just philosophy. But all of the nuclear family members share a concern to articulate what the core learning dispositions might be, and to target teaching and school culture deliberately and explicitly to build those dispositions, while also raising more conventional indicators of achievement.

         Godparents

         The “godparents” are those who have made seminal intellectual and academic contributions to the development of the LPA, but who have not themselves been associated with the promotion of particular practical strategies for teaching and learning. Among the godparents are, obviously, David Perkins himself – a constant fountain of thought-provoking ideas, arguments, and terminologies – who laid a cornerstone of the LPA with his work on learnable intelligence. There is Carol Dweck and her army of collaborators, whose monumental body of work on growth mindset has shown the extent to which certain unconscious belief systems restrict people’s learning ability, and also the relative ease with which these beliefs can be surfaced, challenged, and changed. More recently there is Angela Duckworth’s work on the important concept of grit. And perhaps I should include here such giants as the Americans John Dewey and Israel Scheffler, and the Scottish educationalist John Nisbet. 

         Friends and Neighbours

         Among “friends and neighbours” I would include a whole range of kindred-spirit initiatives across the world. They include the Expansive Education Network, co-founded by Bill Lucas and me, and now led by Bill at the University of Winchester; Kevin Bartlett’s Common Ground Collaborative; P21, the Partnership for 21st Century Learning; Whole Education, led by David Crossley and Douglas Archibald; John Abbott’s 21st Century Learning Initiative; the Tools of the Mind approach developed by Elena Bodrova and Deborah Leong; the Effective Lifelong Learning Inventory (ELLI); Matthew Lipman’s Philosophy for Children (P4C); Bob Burden’s Thinking Schools International; Paul Ginnis’s The Teacher’s Toolkit; James Nottingham’s Challenging Learning; Jane Simister’s Future-Smart; Mary Jane Drummond and colleagues’ Learning Without Limits; David Price’s Engaged Learning; the UK Royal Society of Arts’ Opening Minds project; and Australian Kath Murdoch’s approach to inquiry-based learning. There are many more, and forgive me if I have not mentioned your favourite. 

         Near Misses

         Among the “near misses” are some currently very popular approaches to the improvement of teaching and learning that focus more single-mindedly on raising achievement – literacy and numeracy levels, examination scores and grades, and performance on international comparisons such as the PISA tests. Sometimes, despite their rhetoric, these near misses neglect to promote teaching methods that actually, effectively, address the development of learning power. In practice, for example, many formative assessment and assessment for learning (AfL) approaches focus predominantly on what teachers can do to help students close the gap between their current performance on the conventional curriculum, and the level of performance that high-stakes tests require. Though the original writings of Paul Black and Dylan Wiliam, the two originators of AfL, envisaged something much closer to the ideals of the LPA, many practical versions have reverted to an obsession with raising grades.

         John Hattie’s Visible Learning techniques likewise derive from research that evaluated different teaching methods overwhelmingly in terms of test scores. Impressive though this research is, it still works on the assumption that conventional kinds of test scores are the most important outcomes of schooling. By failing to engage with the – admittedly tricky – issue of how to evidence the development of learning attitudes and dispositions, Hattie’s work strongly steers teachers towards getting those grades. (Over the course of the series of books of which this volume is a part, we will introduce and discuss various approaches to assessing the development of such attitudes. It is tricky, but that does not mean it can’t be done, and many promising starts have already been made.3)

         Doug Lemov’s Teach Like a Champion strategies too are targeted at academic achievement. It is clearly all about getting more kids, especially from low-income backgrounds, to college. The strategies are grouped under headings like “Setting High Academic Expectations” and “Planning That Ensures Academic Achievement”. (There is a category for “Building Character and Trust”, but it comes seventh in his list of nine and is quite undeveloped.) Mastery Learning, deriving from the theories of eminent educator Benjamin Bloom, again emphasises ensuring high levels of academic achievement for all students, and fondly hopes that, as a result, confidence and a love of learning will somehow automatically accrue, though there is no evidence to support that belief. Meanwhile, some approaches to character education take a more moralistic stance, focusing on sex, drugs, and health education. Service education also talks of character development, but without a clear sense of what exactly the “desirable residues” of experiences of service are expected to be, nor of how success in their cultivation is to be evidenced. 

         Even some of the earlier work on thinking skills I now see as a near miss, because it tried to tackle thinking and learning as if they were mainly matters of consciously applied strategy or technique. All you needed to do was learn how to produce a neat “spider diagram” or how to make use of other types of visual diagrams for organising ideas on paper (or screen), and that made you a better thinker. But by and large, research has shown that such techniques tend not to become embedded in the way people actually think. They become “tricks” that students can call to mind and use when prodded, but that do not, of themselves, change underlying beliefs and attitudes. We have to tackle the problem of how to help people think and learn better at a deeper level: their habits of mind.
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         Many of the LPAs, like my own BLP, have become widely known and successful “brands”. But it seems to me that it is high time to distil the common messages out of these kindred initiatives, and to create a broader alliance between them. The LPA is therefore not another brand; rather, it is an attempt to synthesise and synergise a variety of approaches that are already well developed and increasingly well evidenced. It is an umbrella, a broad canopy under which teachers who are used to more specific versions feel they can camp comfortably, as well as an introduction and an invitation to the millions of teachers around the world who know that education ought to be a proper preparation for life in a tricky world, and not just a blind obsession with grades and college and university entrance. 

         Of course this is one person’s synthesis, and I bring my own preferences and biases to the process. So it is quite possible that not everyone will agree with my placing them inside – or outside – the LPA family. Each approach has its own strengths, nuances, and terminologies, and we could have animated discussions about terminology and priorities. (For example, Art Costa and I have had friendly conversations about the meaning and prominence of what is widely called “metacognition”.) But, in the face of so much current pressure to focus solely on the mastery of literacy, numeracy, and subject matter, and the widespread misconception that somehow the development of these vital character traits will look after itself, I think it is very important for us LPA-ites to join forces, share experience and research, and sing in unison as loudly as we can. I hope this book and its companion volumes will help to find and strengthen that single voice.

         We will explore the distinguishing marks of the LPA in more detail later. At root, these approaches share a belief that examination success is not enough. It is not enough partly because millions of kids around the world are destined to be “losers” at the examination game: some because they are no good at sitting and listening for long periods, some because life has taught them to be highly distractible, some because they are just not intellectually inclined, some because they have needs and disabilities that cut across those required for school, some because of poverty. And some because performance on high-stakes tests would lose its value (for example, for university entrance) if everyone did well, so grades are statistically rigged to ensure the right proportion of “failures”. The system, if it is to do the job of selection, requires there to be failures, and to tell kids otherwise – especially in “the land of opportunity” – is fake news. So unless there is another way of “winning” at school, those who get low grades are failures, end of discussion. And therefore there has to be another “game” that will enable even the low achievers to look back and say they had a good education. This second game concerns the cultivation of the confidence and capacity to be a good learner. Actually, examination success is not enough even for the apparent “successes”. As we will see in the next chapter, high achievers too often suffer from an inability to grapple calmly and intelligently with genuinely difficult challenges. They love to be successful and go to pieces when they cannot be.

         The LPA offers an alternative to programmes that continue to focus overwhelmingly, in practice if not in rhetoric, on academic attainment. It declares that the learning powers are valuable ends of education in themselves, and not just means to better grades and college or university entrance – though they are that too. The key point is this: the “near miss” approaches I mentioned above see character, if they see it at all, as either instrumental to the achievement of better grades – resilience helps you get better marks – or as some kind of automatic by-product of conventional examination success. The mental habits of powerful learners are not seen – and this is the critical difference – as a set of learned, transferable strengths that are valuable in their own right, which, if they are to be developed successfully, need explicit attention and cultivation. As John Hattie himself has said:

         
            Dispositions to learning should be key performance indicators of the outcomes of schooling. Many teachers believe that, if achievement is enhanced, there is a ripple effect to these dispositions. However such a belief is not defensible. Such dispositions need planned interventions.4

         

         Indeed they do – and the LPA spells out what those “planned interventions” are.

         
            The learning powers are valuable ends of education in themselves.

         

         A Socket Set

         This book is the first in a series. It is rather like the handle in a socket set, and the following books are different attachments that can be fitted on to the handle and put to work. This first book sets out the rationale, the evidence, the principles, and the frameworks that underpin the whole LPA. It spells out clearly what is distinctive about the LPA, and provides plenty of illustrations of what it looks like in practice. To make a success of the LPA, it is very important, I have found, to understand clearly what it is and what it is not. So I hope you will enjoy getting your head around these ideas, and keep this book by you, to check your bearings, as you develop your own teaching and the ethos of the school in which you work.

         To follow, there will be a number of different sockets that can be fitted on to the handle: a book for primary school teachers; another specifically for secondary school teachers; one for principals and head teachers who want to embed the LPA across a whole school or even networks of schools; and one, we hope, specifically for early years educators. There might be others for parents, or for college and university teachers and professors – but they are just pipe dreams at the moment. Each book in the series will be co-written with experienced LPA practitioners, and will be full of practical advice and examples. If this first book seems, in places, rather too “conceptual” for your taste, and you are eager to get on to the practicalities, can I ask you to be patient? You may want to dip into this one slowly, assimilate its messages and invitations more gradually, and keep it by you as a reference book against which to check your own practice. Even if you are not a practising teacher – perhaps you are an administrator, a college lecturer, or a parent – I hope you might enjoy this first book for its own sake, as an argument about what is desirable, and what is possible, in 21st century schools.

         
            Wondering

            Can you remember what you were like as a learner – facing challenges and difficulties – when you were young?

            What attitudes to learning did you develop at school?

            Were there particular subjects – maths, art, or languages, for example – where school left you feeling blocked or lacking in confidence as a learner?

            Have those attitudes changed much since school, do you think?

            If so, what do you think caused those changes?

            Since you left school, what kinds of experiences have given you the learning habits that you now have?

            Are the young people that you know today more or less inquisitive and resilient than you were at their age? How much is down to personality, and how much to changes in society, do you think?

         


         
            1 Bill Lucas, Guy Claxton, and Ellen Spencer, Expansive Education: Teaching Learners for the Real World (Melbourne: ACER Press and Maidenhead: Open University Press, 2013).

            2 You can find information on key works by all those named in these paragraphs in the references at the back of the book. For Kurt Hahn, see Nick Veevers and Pete Allison, Kurt Hahn: Inspirational, Visionary, Outdoor and Experiential Educator (Boston, MA: Sense Publishers, 2011). For Reggio Emilia, see Carolyn Edwards and Lella Gandini, The Hundred Languages of Children: The Reggio Emilia Experience in Transformation (Santa Barbara, CA: Greenwood Press, 2011). For Pestalozzi, see Joy Palmer (ed.), Fifty Major Thinkers on Education: From Confucius to Dewey (Abingdon and New York: Routledge, 2001). A selection of practitioners’ websites is noted at the end of the book as well.

            3 See, for example, research in the references by myself and New Zealand academic Margaret Carr, as well as the review paper by Angela Duckworth and David Yeager. One of Art Costa and Bena Kallick’s books, Assessing and Reporting on Habits of Mind (Alexandria, VA: ASCD, 2000), is full of practical examples.

            4 John Hattie, Visible Learning for Teachers (Abingdon: Routledge, 2012), p. 40.
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