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Why Head, Hand, and Heart?

Education is never simply about knowledge transfer; it’s about shaping minds, equipping hands, and nurturing hearts.


In this book, we explore what it means to design and deliver a school curriculum that is not only ambitious but also purposeful – one that prepares every learner for a life of learning, contribution, and success. This is a book about the head, the hand, and the heart of education.



The head represents the thinking, or the ‘what?’: the intellectual and strategic work of curriculum planning. It is the domain of vision and values, of deliberate design. In Part One, we consider how schools can articulate a coherent intent: from agreeing a shared vision and setting the destination, to identifying starting points and plotting a course through the curriculum. We examine what knowledge matters and why, and we look closely at issues of curriculum breadth, balance, and equity. We also explore the vital role of school leadership and the importance of building a culture that supports curriculum success while protecting teacher workload.



The hand is about the doing, or the ‘how?’: the art and science of classroom practice. In Part Two, we explore pedagogy that makes the curriculum come alive. We consider how to stimulate learners’ senses, challenge them to think hard yet efficiently, and provide structured opportunities for deliberate practice. We examine the importance of motivation, both extrinsic and intrinsic, and the power of modelling, questioning, and managing cognitive load. The hand is where curriculum meets the learner – where plans are enacted with precision, passion, and purpose.



The heart is the purpose or the ‘why?’: the moral and meaningful outcomes of education. In Part Three, we focus on the impact of our work. What difference does our curriculum make to learners’ lives? Are our assessments valid and our feedback meaningful? Are we helping young people become self-regulating, successful learners prepared for the next stage in their lives? The heart of our work lies in shaping not only learners’ knowledge and skills, but also their character, aspirations, and self-worth.


Taken together, the head, hand, and heart offer a holistic approach to curriculum design, delivery, and assessment. This book is not a theoretical treatise; it is a practical guide. Each section is grounded in the realities of school life and informed by research, but always focused on what works in the classroom and beyond.


Whether you are a school leader shaping curriculum policy, a teacher planning lessons, or an educator reflecting on purpose, Head, Hand, and Heart invites you to think more deeply, teach more deliberately, and lead more compassionately. The goal is simple yet profound: to help all children learn more, remember more, and do more – so that they can become more.


*

We live and lead in turbulent times. Curricular change feels constant – new governments bring new priorities, inspection frameworks evolve, and educational headlines can pull schools in every direction. But in such moments of uncertainty, clarity becomes even more critical.

A well-designed curriculum, rooted in your school’s vision and values, will endure. Rather than reacting to every policy shift or inspection rumour, schools should stay focused on what truly matters: doing what is in the best interests of their learners.

A future-proof curriculum is one that is coherent, inclusive, and built to last. It equips learners not just for tests, but for life – by embedding transferable knowledge, digital and cultural literacy, and the habits of successful learning.

This means resisting the temptation to chase quick wins or jump through perceived hoops. It means protecting the integrity of your curriculum against the noise of short-term political agendas.

Curriculum leadership requires calm amid chaos, conviction amid confusion. When faced with change, we should adapt where necessary, but always on our terms, and always in service of our school’s vision and values.

Ultimately, the best way to meet external expectations is to ignore them – at least initially. Instead, ask: what do our learners need to thrive? What knowledge, skills, and values will serve them well beyond the school gates? Answer these questions honestly, and our curriculum will be more than compliant; it will be compelling.

So, as you explore the head, hand, and heart of curriculum design in the pages ahead, hold fast to what you believe. Your curriculum is not a performance for others to watch; it is a promise to your learners. Let’s make it a promise we deliver.

To help you steer a steady course, I would recommend you begin by considering five factors:

1. To what extent does our curriculum meet the needs of disadvantaged children and those with special educational needs and disabilities (SEND)? Do all learners get access to an ambitious curriculum and are they helped, including through adaptations such as task scaffolding, to access that curriculum and achieve in line with their peers? Do we use the curriculum as an engine for social justice? 

2. Does our curriculum strike a balance between breadth and depth? Is it, in other words, a T-shaped curriculum? Do we teach enough subject content so as not to perpetuate knowledge gaps and put roadblocks in the way of learners’ next steps, but do we also teach the fundamental building blocks of each subject in sufficient depth so that learners develop a deep understanding of it, rather than just acquire superficial knowledge? What choices do we make about what gets taught and about how much time it is given? 

3. Is our curriculum well sequenced so that it’s progressive? Is it planned collaboratively so that it’s joined up? Does what is taught in one year or key stage build upon what was taught in the previous, and does it build towards what is taught in the next? Do we understand what learners have been taught previously, what they should already know and be able to do? 

4. Is our curriculum responsive and innovative? Do we keep pace with societal changes such as green energy and the advent of AI? Do we use relevant, up-to-date examples from the real world? 

5. Do we audit our curriculum to ensure that it talks to learners’ lived experiences? Do our content choices and the examples, case studies and analogies used to teach the curriculum reflect our learners? Do learners see themselves represented and do they feel that they belong? And does our curriculum take learners beyond their lived experiences and celebrate diversity and difference? 

Here's a deeper dive into ways of future-proofing your curriculum…

The best curricula are ambitious, broad and balanced, planned and sequenced, and they are accessible to all learners.


In terms of ambition, I’d suggest you ask the following questions:



	
Does our curriculum teach the knowledge and skills that learners need to take advantage of the opportunities, responsibilities and experiences of later life? 


	
Does our curriculum reflect our school’s local context? Does it address typical gaps in learners’ knowledge and skills? 


	
Does our curriculum bring the local community into school and take learners out into the community? 


	
Does our curriculum respond to our learners’ particular life experiences? 


	
Is our curriculum sufficiently broad to ensure learners are taught as many different subject disciplines as possible for as long as possible, and sufficiently balanced so that each subject discipline has a fair amount of space on the timetable to deliver both breadth and depth? 


	
Are learners able to study a strong academic core of subjects but also afforded a well-rounded education including in the arts? 


	
Do we ensure there are no inconsistencies or contradictions between what we explicitly teach in lessons and what we teach by way of the values, behaviours, and attitudes all our staff display daily? 






In terms of breadth and balance, I’d suggest you ask the following questions:



	
Is it clear what curriculum content (knowledge, skills, and understanding) we are building towards as a school and in each subject discipline that we teach? 


	
Is it clear what our learners need to know and be able to do and understand at each stage to acquire this curriculum content? 


	
Will this curriculum content fully prepare learners for the next stage of their education, employment, and lives? 


	
Do we make explicit links between related content within and across subject disciplines? 


	
As well as subject-specific knowledge and skills, do we also identify the research and study skills – and indeed other cross-curricular skills – that our learners need to succeed? And are these skills explicitly taught and reinforced? Are they taught consistently across all subjects where applicable? 


	
Do we achieve curriculum continuity and are transitions between the various years, key stages and phases of education as smooth as they can be? 






Next, in terms of your curriculum being planned and sequenced, I’d suggest you ask the following questions:



	
Does our planning ensure that new knowledge and skills build on what has been taught before and help learners acquire the curriculum content we’ve planned? 


	
Is there an appropriate pace that allows for sufficient breadth and depth? And is there an appropriate level of challenge for all? 


	
Is content taught in a logical progression, systematically and explicitly enough for all learners to acquire the intended knowledge and skills? 


	
Does our curriculum ensure higher-performing learners are sufficiently stretched and lower-performing learners are effectively supported, and yet no learner runs too far ahead or falls too far behind? 


	
Do we bake retrieval practice into our curriculum to ensure we activate prior knowledge as and when appropriate and keep that prior knowledge accessible to learners? 






Finally, in terms of teaching the same curriculum to all learners but making sure it is accessible to all, I’d suggest you ask:



	
Have we planned to teach the knowledge and cultural capital our learners need to access and understand our curriculum and go on to thrive in later life? 


	
Are there high academic ambitions for all learners, and do we offer disadvantaged learners and those with SEND the same curriculum experience as their peers rather than ‘dumb down’ or reduce the offer? 


	
Do we identify the barriers some learners face in school and within each subject discipline, including though not solely a potential vocabulary deficit, and do we plan effective support strategies to help overcome those barriers? 


	
Whenever we use additional intervention and support strategies to help disadvantaged learners and those with SEND, do we monitor their effectiveness as they’re happening rather than wait to evaluate their eventual success once they’ve ended? 


	
Do we use appropriate and well-judged adaptations to help learners to overcome the most significant barriers to learning, particularly for those who are disadvantaged and/or who have SEND? Do these adaptations effectively enable learners to learn the curriculum, so that they secure the knowledge and skills they need for future learning? 






Part One: Head

[image: A heart and hand in a head  Description automatically generated]


Introduction to Head


As I said in the introduction to this second edition, the head represents the thinking, or the ‘what?’: the intellectual and strategic work of curriculum planning. It is the domain of vision and values, of deliberate design.


As such, the first third of this book will offer a six-step process for redesigning your school curriculum to ensure it is broad and balanced, ambitious for all, and prepares learners for the next stage of their education, employment, and lives. 


In Step 1 – agree the vision, we will define the term ‘curriculum’ and explore its four specific facets: the national, the basic, the local, and the hidden.  We will also define the words ‘broad’ and ‘balanced’ and explore what this might look like in practice.


We will examine the primacy of the curriculum over teaching, learning and assessment, and defend curriculum’s role as the master, rather than the servant, of education. 

We will consider the purpose of education and, by so doing, determine the intended outcomes of an effective curriculum. 

We will explore the vital role senior leaders must play in the curriculum design process whilst simultaneously defending the rights of middle leaders and teachers – those with subject specialist knowledge – to create their own disciplinary curriculums with freedom and autonomy.

And we will explore the importance of creating a culture of high aspirations where each learner is challenged to produce excellence.  In so doing, we will consider the centrality of social justice to effective curriculum design – using the curriculum as a means of closing the gap between disadvantaged learners and their more advantaged peers. 


In Step 2 – set the destination, we will examine why designing a knowledge-rich curriculum matters because, contrary to popular opinion, learners can’t ‘just Google it’.  We will then discuss what knowledge matters most to our learners’ future successes and how to identify the end points of our whole-school and subject-specific curriculums. 


And we will discuss ways of ensuring our curriculum is ambitious for all, including through a mastery approach whereby we set the same destination for all, irrespective of starting points and backgrounds, rather than reducing the curriculum offer or ‘dumbing down’.  We will talk, too, of modelling the same high expectations of all, albeit accepting that some learners will need additional and different support to reach that destination. 


In Step 3 – assess the starting points, we will discuss how to assess the starting points of our curriculum, both in terms of what has already been taught (the previous curriculum) and what has been learnt (our learners' starting points – their prior knowledge, and their knowledge gaps and misconceptions). 



We will explore the importance of curriculum continuity, too, and consider the features of an effective transition process.  And we shall look at ways of instilling a consistent language of and for learning. 



In Step 4 - identify the waypoints, we will plot a course between our starting points and destination, identifying useful waypoints at which to stop along the journey.  We might usefully call these waypoints 'threshold concepts' because our learners’ acquisition of these concepts is contingent on them being able to succeed at the next stage. 


We will explore the importance of having a planned and sequenced curriculum, ensuring we revisit key concepts several times as learners travel through our education system but each time doing so with increasing complexity, like carving a delicate statue from an alabaster block, each application of hammer and chisel revealing finer details and, in the case of curriculum sequencing, more - and more complex - connections to prior learning (or schema) that, in turn, help learners to learn more and cheat the limitations of their working memories in order to move from novice and towards expert. 

And we will explore how these waypoints or threshold concepts may be used as a means of assessment so that curriculum knowledge – rather than something arbitrary such as scaled scores, national curriculum levels, qualification grades or passes/merits/distinctions – is what we assess, by means of a progression model. 


In Steps 5 and 6, we will turn to the subject of differentiation – arguing (as I say above) that all learners deserve access to the same ambitious curriculum, no matter their starting points and backgrounds, and no matter the opportunities and challenges they face in life. 


Of course, as I also say above, some learners will need more support and will need more time in order to reach the designated end-points of our curriculum, and not all will do so, but we should not ‘dumb down’ or reduce our curriculum offer for disadvantaged, vulnerable or SEND learners because by so doing we only perpetuate the achievement gap and double their disadvantage.  Rather, we should ensure that every learner is set on course for the same destination, albeit the means of transport and journey time may differ. 


First, in Step 5 – define excellence, we will define excellence and explore the importance of 'teaching to the top'.  We will look at how to model high expectations of all learners.  And we will look at ways of ‘pitching’ learning in the struggle zones (delicately positioned between learners’ comfort zones and their panic zones where work is hard but achievable).  



Then, in Step 6 – diminish disadvantage, we will look at ways of supporting disadvantaged learners - accepting that if we want to offer all learners the same ambitious curriculum, we must also identify any gaps in their prior knowledge and skills and support those learners with learning difficulties or disabilities to access our curriculum and have a fair – if not equal – chance of academic success.   


We will look at the role of cultural capital in closing the gap, arguing that vocabulary instruction (particularly of Tier 2 words) is a useful means of helping disadvantaged learners to access our curriculum, but that this, in and of itself, is not enough.  Rather, we will assert that cultural capital takes myriad forms and, as such, we should also plan to explicitly teach learners how to speak, read and write in each subject discipline, and fill gaps in their world knowledge. 

Finally in Part 1, we will look at how to make a success of in-class differentiation and additional interventions and support.    

Step 1: Agree the Vision

Chapter 1: What is a curriculum?

Before we can embark on the complicated process of curriculum design, we must first understand what a curriculum is.  After all, we wouldn’t try to manufacture a widget without first knowing what a widget looks like, what it does, and how it works. 

The curriculum has long been synonymous with a timetable (the lessons we teach in structured blocks) and yet it is much more than this…


Many may regard the curriculum solely through the lens of the national curriculum or as synonymous with an awarding body specification.  A curriculum is much more than what is prescribed in an exam specification or in the national curriculum – as we will discover shortly.  But, as a useful starting point, let’s define what is meant by the ‘national curriculum’…


We can trace the evolution of the national curriculum in England back to a speech by Sir James Callaghan at Ruskin College, Oxford, in 1976.  Certainly, this speech signalled the state’s intention to assume a greater role in deciding, not just funding and facilities, but what was taught in its schools. 

In his so-called ‘Great Debate’ speech, Callaghan argued that education should “equip children to the best of their ability for a lively, constructive place in society, and to fit them to do a job of work. Not one or the other but both.”

It took until the Education Reform Act of 1988 for Callaghan’s dream to be realised.  The 1988 Act led to the publication of a national curriculum which was officially introduced in schools in 1989. 

The original national curriculum was a substantial document and contained attainment targets, programmes of study, and assessment arrangements.  When it was first published, prime minister Margaret Thatcher famously decried she “never meant it to be this big”.  As such, each subsequent review of the national curriculum – including in 1995, 2008 and 2013 (with updates in 2014), has seen the documents slimmed down and simplified. 

The current (2014) version of the national curriculum says that “Every state-funded school must offer a curriculum which is balanced and broadly based and which promotes the spiritual, moral, cultural, mental and physical development of learners at the school and of society, and prepares learners at the school for the opportunities, responsibilities and experiences of later life.”

Furthermore, the national curriculum provides learners with “an introduction to the core knowledge that they need to be educated citizens.  It introduces learners to the best that has been thought and said; and helps engender an appreciation of human creativity and achievement.”

With this last sentence, the curriculum borrows from Matthew Arnold who said that “a good modern society can only come about when all of its citizens are educated in “the best that has been thought and said in the world”. 

In conclusion, then, the purpose of the national curriculum is to set out the principles, aims and content of the subjects to be studied by learners in primary and secondary schools, and to ensure all learners nationally encounter the same content and material that’s considered important. 

As such, the national curriculum, though certainly more insightful than a timetable, is still not the entirety of a school’s curriculum; it is only those aspects afforded to all learners nationally.


Dylan Wiliam, in his SSAT pamphlet, Principled Curriculum Design (2013), said that “In recent years in England, discussion of the school curriculum has been all but absent.  This neglect has been largely driven by the adoption in 1988 of a national curriculum for schools in England and Wales.  Many teachers, leaders and policymakers assumed that because the government had specified what schools were required to teach, then no further discussion of the issue of curriculum was necessary.”


Wiliam argued that this belief is mistaken for two reasons:

“The first is that the legal framework of the national curriculum specified only what schools were legally required to teach – any school was entirely free to teach whatever it wished in addition to the prescribed national curriculum.

“The second is that the real curriculum – the lived daily experience of young people in classrooms – requires the creative input of teachers. For example, the national curriculum may require that learners learn about negative numbers, but the kinds of analogy that a teacher might use to teach this topic (e.g. heights above and below sea level, temperatures above and below zero, positive and negative bank balances, and so on) must be chosen with an understanding of the learners, their experiences, and a range of other contextual factors.”

The real curriculum, then, is created by teachers every day.

In fact, the ‘real’ curriculum in maintained schools consists of at least three distinct elements of which the national curriculum is but one:


1. The national curriculum which, as I explained above, is that prescribed by statute and consists of the core and foundation subjects.



2. The basic curriculum which describes the statutory requirements for curricular provision beyond the national curriculum, comprising the requirements in current legislation for the teaching of RE (within the guidelines of the local Standing Advisory Committee for Religious Education), sex education, careers education, and opportunities for work-related learning.  These are compulsory requirements, but schools are able to determine for themselves the specific nature of this provision.



3. The local curriculum which is one that schools are free to adopt in order to complement the national and basic curriculums with other curricular elements that are determined at school or community level.  Often, these will reflect the individual nature of the school and its community, and perhaps its subject specialism(s). 


Tim Oates et al (2011) argued that “Education can be seen, at its simplest, as the product of [an] interaction between socially valued knowledge and individual development.  It occurs through learner experience of both of these key elements.  The school curriculum structures these processes.” 

The QCA (2000), meanwhile, offered a broader definition which included “everything children do, see, hear or feel in their setting, both planned and unplanned.”


The unplanned parts of the curriculum are often referred to as the ‘hidden curriculum’, a term first used by Philip Jackson in A Life in Classrooms (1968).  Jackson argued that what is taught in schools is more than just the formal curriculum and that schooling should be understood as a socialisation process whereby learners receive messages through the experience of being in school, not just from what they’re explicitly taught in lessons.  The hidden curriculum, therefore, includes learning from other learners, and learning that arises from an accidental juxtaposition of the school’s stated values and its actual practice. 


When designing a curriculum, therefore, we need to think carefully about all the ways in which learners learn, not solely in structured lessons but also in the space between lessons and in the behaviours and values of the adults working in the school.  As John Dunford (2012) puts it, “The school curriculum is not only the subjects on the timetable; it is the whole experience of education.”

The curriculum, therefore, can be found, not just in a policy statement, and certainly not in the timetable or even in the national curriculum, but in the subjects and qualifications on the timetable, in the pedagogy and behaviours teachers and other adults use, in the space between lessons when learners interact with each other, in approaches to managing behaviour, uniform, and attendance and punctuality, in assemblies and extra-curricular activities, and in the pastoral care and support offered to learners… in short, in the holistic experience every child is afforded in school. 


As well as the national, basic, local, and hidden curriculums, it may be helpful to think in terms of the intended, enacted, and real curriculums.  The intended curriculum is that which is planned and written down in curriculum statements, schemes of work, lesson plans, resources and so on.  The enacted curriculum is that which is actually taught and transmitted to learners by teachers in lessons.  And the real curriculum is that which is received and learnt, both in and out of lessons.  Together, they form a learner’s whole experience of education. 


Once we have clearly defined what is meant by the term ‘curriculum’ in our school, the next step, I think, is to agree and articulate a clear and shared vision setting out what we think is important and what we regard as the purpose of education. 

The vision should, I think, comprise a list of the broad and rich learning experiences each learner can expect in each subject as well as outside of lessons.  This vision should refer to the hidden curriculum and be cognisant of the fact that learning is not confined to the classroom; learners learn from each other and from the way in which all the adults behave. 

The reason I recommend we start the process of curriculum design with a vision is because this vision will provide the benchmark against which all subsequent decisions about curriculum content, structure, sequence, monitoring, evaluation, and review can be tested. 

As such, I do not advocate the writing of a vision statement which is then locked away in a dusty drawer, but of engaging in a meaningful debate about why our school exists and what it seeks to achieve for its learners and community, and why these purposes and aims are important. 

Finnish education experts attribute much of their success to the driving force and guiding power of their curriculum vision which is: to improve access to previously under-represented groups excluded or restrained by poverty, ethnicity, [and] gender, [and] to provide for broader meta-cognitive and interpersonal skills requiring deeper learning to meet the needs of an emerging knowledge society with more sophisticated labour requirements and built-in instability.

Here are some questions to consider when drafting your vision:


	What are the desired outcomes of our curriculum? Are academic outcomes – including high grades and value added - enough on their own?  What of progress from individual starting points? What else do we desire for our learners? 


	
What will excellence look like?  Will it always look this way?  Will it be the same for all learners? 


	What does social, moral, spiritual and cultural development mean for our learners? 


	
What does employability mean for our learners?  How can we support its development at all stages of education and beyond school? 


	What do we really believe about our learners, their potential, and their destiny?  How does this translate in practice?  How can we ensure high expectations – and high challenge – for all learners not just the higher performing, compliant ones? 


	What, ultimately, is the purpose of education at our school? Why? 






Chapter 2: What is a broad and balanced curriculum?

A broad and balanced curriculum is about ensuring learners are prepared for the next stages of their education, employment, and lives… that they are developed holistically, and leave the education system skilled and knowledgeable employees and well-rounded, healthy and active citizens of the world. 

The 2002 Education Act requires schools to provide a ‘balanced and broadly-based curriculum’ which: promotes the spiritual, moral, cultural, mental and physical development of learners at the school and of society, and; prepares learners at the school for the opportunities, responsibilities and experiences of later life. 

Although only maintained schools in England are required to teach the national curriculum, all schools – including independent schools and academies – must meet the requirements of the Education Act.  However, there are no legal requirements for any school about the methods of delivery of the curriculum or the amount of time allocated to each subject.

Colleges are not governed by the national curriculum but by government policies and acts of parliament which dictate, for example, that learners who did not achieve a standard pass of grade 4 in GCSE English and/or maths must continue to study the subject(s) until the age of 18.  Colleges are also governed by funding arrangements (for example, the coalition government of 2010, and Conservative government of 2015 focused sector funding on apprenticeship provision) and, in most cases, through the instrument and articles of government. 

So, within these rather vague legal frameworks, how can schools and colleges ensure that their curriculums are broad and balanced and will produce well-rounded young people who can succeed in life and work?

The regulatory standards for independent schools provide a useful way of thinking about breadth, I think.  The standards require schools to provide a curriculum that gives learners experience in the following areas: linguistic, mathematical, scientific, technological, human and social, physical, and aesthetic and creative, so that it promotes spiritual, moral, social and cultural development.     


A broad curriculum, therefore, might be regarded as one in which there are enough subjects on a learner’s timetable to cover all these experiences.  Narrowing the curriculum for less able learners clearly runs counter to this definition of breadth.  A broad curriculum offers all learners a wide range of subjects for as long as possible. 


A balanced curriculum, meanwhile, might be regarded as one in which each subject is not only taught to all learners but is afforded sufficient space on the timetable to deliver its distinct contribution.  The danger here is that some subjects, such as art, music, and languages, are squeezed out of the timetable by English, maths, and science.  It is not uncommon in secondary schools for English to have five or more lessons on the timetable per week and art just one, or for the arts to operate on a carousel whereby design technology is only taught for one term of the year. 

When designing and delivering a curriculum, therefore, we might be mindful of the following:


	
Consider the curriculum in its widest sense – it takes place in and between lessons, in subjects and in extra-curricular activities, and it develops learners’ skills in a range of areas including in the arts and sport, and – although important – it is not solely concerned with the pursuit of academic outcomes. 


	Ensure the curriculum prepares learners, not only for the next stage of their education and training, but also for their lives as active citizens and for success in the world of work, developing employability skills and work-ready behaviours, and educating learners on their career options.  


	Think carefully about how, once we’ve designed the curriculum, we will implement and evaluate it in order to ensure it delivers its stated aims and continues to be relevant.  





In post-16 settings, I think it useful to consider breadth and balance in the guise of the 16-18 study programme which already requires young learners to study, not just a main qualification, but also English and maths, and to engage in meaningful work experience (including a work placement) and enrichment opportunities. 

The development of English and maths skills, and employability and wider (enrichment) skills must be integral to the programme of study each learner pursues and not regarded as ‘add-ons’ or distractions from the main academic, vocational or technical qualification.  If this is to happen, the shape of the study programme must be made clear to learners and teachers and their importance articulated loud and clear and often.  What’s more, the employability and enrichment opportunities must be relevant and meaningful to the main aim. 

Further, what’s good for young people is good for all and so a rounded study programme should be afforded to all learners in a college, irrespective of age, level of study, and area of study. 


Chapter 3: Why is curriculum planning important?

For too long, the means, methods, and outcomes of assessments, not the curriculum, have held the sceptre in education but now the curriculum is king.

Outcomes data (test and exam results, qualification pass rates and achievements, retention, value added scores and high-grade achievements) have been the primary means by which school and college effectiveness has been judged.  Outcomes have often been the focus for senior leaders, too; underpinning teachers' performance management, and driving teaching and interventions. 


The means of assessment have also trumped the meaningfulness of assessment - for example, national curriculum levels became the primary method of describing learning and progress in primary schools and at key stage 3, and yet describing a learner as a '5a' or '4b' in, say, English, makes little sense because a level cannot possibly do justice to a learner's grasp of complex curriculum content nor does an arbitrary level provide any useful information for learners and their parents/carers about what a child can and cannot yet do and what that child does and does not yet know. 


Our methods and means of assessment should be driven by the curriculum and inform us if learners are making progress through that curriculum, rather than be based on dubious, arbitrary numbers or letters. 

If curriculum dictates assessment, however, it will tell you who has and who has not yet mastered certain aspects of that curriculum. For example, who does and does not know certain key concepts. 

In fact, once you've identified the destinations of your curriculum, these can be converted into curriculum statements or learning intentions which provide a ready-made means of assessment.  For example, if one destination of the English Language curriculum is that learners have mastered the concepts of, say, explicit and implicit meanings, then we could devise a set of curriculum statements - or checkpoints - through which they each must travel.

They might, for instance, be taught to define the words 'explicit' and 'implicit', then be taught how to identify both explicit and implicit meanings in a non-fiction text.  Next, they might be taught to explain why a writer has chosen to imply something rather than state it outright, and perhaps several different ways in which a writer could imply something. Then, they might be taught how to analyse the effects of explicit and implicit meanings on the reader. And so on and so forth.

Each of these 'threshold concepts' can become a simple 'can do' curriculum statement, assessed as 'yes' or 'no' - for example, "I can define the words 'explicit' and 'implicit'". This yes/no assessment tells us something meaningful and useful - concrete not abstract. It shows us how well and how quickly a learner is travelling through our curriculum towards the destination. It shows us what learners do and do not yet know and provides us - and indeed them - with tangible information on which we and they can act.  It can inform our whole-class teaching, too - telling us what we need to go back and re-teach or re-cap.

As well as providing meaningful, actionable information to and about each learner, the data can be aggregated to provide useful information about the effectiveness of the curriculum.  For example, we can ascertain at any point, what proportion of learners have acquired the expected standard or reached the stage we had planned for and predicted.  If they haven’t, we know we need to revisit our curriculum model and the teaching strategies we have employed to ensure more learners make better progress in future. 

These destinations and threshold concepts will and should look different in each subject, of course. In Science, they may take the form of key (or ‘big’) questions; in Geography, they may be features of the natural or human landscape.  It is important, therefore, that school and college leaders allow their subject specialists the freedom to devise both a curriculum and a means of assessing that curriculum in a way that best suits the nature of the subject. 

Having said this, school leaders can ask some common questions of all subject leaders, such as:


	
What do you expect learners to know? 


	
When do you expect learners to know this? 


	
Why do you want learners to know this? 


	
How will you know when learners know this? 


	
What next? 





But senior leaders need to avoid the temptation to provide standardised pro forma for all their subject specialists to complete.  And senior leaders need to accept that all subjects cannot conform to a whole-school curriculum and assessment mould.


Chapter 4: What is the purpose of education?

Another important aspect of Step 1 of the six-step process of curriculum design is to articulate the purpose of education in our schools and colleges as well as in each of the subject disciplines we teach within these institutions. 

You may find the following questions useful when debating the purpose of education in your school or college:


	Why do we exist as a school or college?  


	What makes us different?  


	What are the opportunities and challenges our learners face because of their geographic/demographic/socio-economic context? 


	How does our school or college reflect the local community and jobs market we serve?  


	What is our specialism or focus?  Why?  Will this change?  


	
How does our community inform what we do and how do we involve that community in designing and delivering our curriculum?  



	What is it we intend to teach our learners?  


	What do we expect them to know and be able to do by the time they leave?  


	Why do we teach each of the subject disciplines and vocations we teach?  


	Why do we teach this particular qualification at this particular level?  


	Why do we teach this particular module or topic?  


	Why do we teach this content at this point?  


	
Why do we teach this before we teach that?    






I cannot answer these questions for you because every school and college are different.  I would therefore advise you hold discussions with all your stakeholders.  To help provoke and inform these discussions, however, I would like to use this chapter to explore a bigger question: What is the purpose of education at all? 

Is the purpose of education to prepare young people for the world of work or is it to instil in them an appreciation of the arts and sciences? Is it to develop character traits – such as resilience and empathy – to increase a learner’s employability, or is it to indoctrinate young people into our shared culture and history?

Is education a means to an end, or learning for learning’s sake?


Thomas Gradgrind, the headmaster in Charles Dickens’ novel Hard Times, famously said: “Teach these boys and girls nothing but Facts. Facts alone are wanted in life. Plant nothing else and root out everything else. You can only form the minds of reasoning animals upon Facts: nothing else will ever be of any service to them.” 


Like Gradgrind, I believe that teaching facts is important, but I don't believe we should teach “nothing but facts” because facts learned in isolation are of limited value. Rather, we should teach facts and then teach our learners how to apply those facts in a range of different contexts and make myriad connections between them.

Teaching learners how to convey their learning from one context to another is the difference between educating someone and simply training them to perform a task repeatedly.  It is, if you like, the difference between learning and performance.  I’d go even further in my definition of education...

Whilst I believe that education is about teaching facts and teaching learners how to apply those facts in a range of different contexts, as well as making connections between them, I also think that education is about creating new connections.  In other words, education is not just about passing on existing knowledge, but it is also about creating new knowledge and forging new understandings.  Plutarch (or was it Socrates or WB Yeats, there’s some confusion over attribution) put it best when he said that education was not about the filling of a pail but about the lighting of a fire. 


According to Gert Biesta in his book The Beautiful Risk of Education (2015), there are at least three domains in which education can function and thus three domains in which educational purposes can be articulated. One is the domain of qualification, which has to do with the acquisition of knowledge, skills, values and dispositions. The second is the domain of socialisation, which has to do with the ways in which, through education, we have become part of existing traditions and ways of doing and being. The third is the domain of subjectification, which has to do with the interest of education in the subjectivity or “subject-ness” of those we educate. It has to do with emancipation and freedom and with the responsibility that comes with freedom. 


Education, so argues Biesta, is not just about the reproduction of what we already know or of what already exists but is genuinely interested in the ways in which new beginnings and new beginners can come into the world not just how we can get the world into our learners.  And this is the crucial point: if we view education – as opposed to training – as a way of creating new knowledge not just of 'passing on' existing knowledge, and as a means of developing people who will in turn create new things, then we must encourage risk-taking and experimentation in lessons.  Education cannot conform, it cannot inflexibly follow a prescription if it is to focus on how we help our learners to engage with, and thus come into, the world. 

Aristotle said we should never think of education solely as a process of production.  He made the distinction between two modes of acting: poiesis and praxis, or making action and doing action. Poiesis is about the production or fabrication of things, it is about "how something may come into being which is capable of either being or not being" and about things "whose origin is in the maker and not in the thing made". Poiesis is about the creation of something that did not exist before. Praxis is the domain of the variable - the world of human action and interaction.

While education is clearly located in the domain of the variable, it is concerned with the interaction between human beings not the interaction between human beings and the material world. Education is precisely what production (or poiesis) is not because we teachers cannot claim to 'produce' learners. We educate them. We help them to change, to become something new and different.  What's more, we help them to see and interact with the world in new and different ways. 


Sharon Todd - in her book Learning from the Other (2003) - argues that teaching only has meaning if it carries with it a notion of 'transcendence', that is to say, if it is understood as something that comes from the outside and adds to rather than just confirms what is already there - in other words, education must create new knowledge and understandings not simply 'pass on' existing knowledge. Todd quotes Levinas who makes the claim that “teaching is not reducible to maieutics [the Socratic mode of enquiry, but] comes from the exterior and brings me more than I contain”. 


In other words, in the act of teaching – through education – we achieve far more than simply 'passing it on'; we create new meanings and new understandings. And often this creation is the result of the interaction itself, it is the very process of teaching that leads to new beginnings being forged.  In other words, teaching is essential rather than accidental to learning.  Indeed, as Kierkegaard (1985) argues, teaching is about more than simply presenting learners with something they do not yet know, rather it is about presenting learners with something that “is neither derivable from nor validated by what [they] already know” but truly transcends what they already know. 

Todd and Kierkegaard both argue that teaching must have meaning beyond the facilitation of learning.  In other words, teaching must have a meaning that comes from the outside and brings something radically new as in Climacus’s idea of teaching as “double truth giving” and Levinas’s understanding of teaching as a relationship in which I receive from the other “beyond the capacity of the I” - to emancipate learners.  Indeed, the idea that the purpose of education is to emancipate learners – to free them as individuals – played an important role in the establishment of education as an academic discipline. 

Emancipation means to "give away ownership" (ex: away; municipium: ownership). Immanuel Kant defined enlightenment as "man's release from his self-incurred tutelage" and argued that the "propensity and vocation to free thinking" was not a contingent, historical possibility but should be seen as something that was an inherent part of human nature; it was man's "ultimate destination" and the "aim of his existence". To block one's progress towards enlightenment was therefore "a crime against human nature" and a human being could only become human through education. 

From this, we can trace the idea that education is not about the insertion of the individual into the existing order but is, instead, about developing autonomy and freedom.


Education, I suggested, is not a process of transportation of information from one mind to another - simply dumping knowledge from teacher to learner – but is a process of meaning and interpretation that involves discussion and debate and the creation of new knowledge and understandings.  And it is surely logical to argue that existing knowledge should be discussed and interpreted not simply imparted from one mind to another because, as John Dewey wrote (in his book Experience and Nature, 1929), "consciousness, thinking, subjectivity, meaning, intelligence, language, rationality, logic, inference and truth only come into existence through and as a result of communication". 


Moreover, "when communication occurs... all natural events are subject to reconsideration and revision; they are re-adapted to meet the requirements of conversation, whether it be public discourse or that preliminary discourse termed thinking."


Dewey seems to agree that education is a social art - more than mere production or reproduction. In Democracy and Education (1916), he said that in education "a being connected with other beings cannot perform his own activities without taking the activities of others into account [because] they are indispensable conditions of the realisation of his tendencies”.  Communication, he argued, should be understood as “a process of sharing experience until it becomes a common possession”.  In other words, education is the “participation in a common understanding”.


In short, education is about a warm human interaction.  It is about a connection between a teacher and a learner, and between a learner and their peers.  It is indeed about learning the best that has been thought and said - Gradgrind's "nothing but facts" - and then learning how to apply those facts in a range of different contexts and making connections between them. But it is also about the domain of the variable, concerned with the interaction between human beings. It is about helping learners to change, to become something new and different and to see and interact with the world in new and different ways. It is something that comes from the outside and adds to rather than just confirms what is already there; it comes from the exterior and brings more than it contains. 


It is along these lines that Dewey suggested a crucial difference between education and training.  Training, he said, is about the situations in which those who learn do not really share in the use to which their actions are put; they are not a partner in a shared activity.  Education, on the other hand, is about those situations in which teachers and learners share or participate in a common activity, in which they have a shared interest in its accomplishment.  In those situations, participants' ideas and emotions are changed as a result of their very participation: a learner "not merely acts in a way agreeing with the action of others, but, in so acting, the same ideas and emotions are aroused in [the learner] that animate others”.  It is not therefore transmitted from one person to another.  It is because people share in a common activity that their ideas and emotions are transformed as a direct result of the activity itself. In Democracy and Education, Dewey says that to have the same ideas about things that others have is "to attach the same meanings to things" – something that is brought about through communication and conjoint action. 


Here's the crux of the argument: Dewey rejects the idea that a learner can simply discover the meaning of the world through careful observation from the outside – or by being taught "the best which has been thought and said".  Instead, Dewey suggests that learners learn from the practices in which they take part, they learn by participating in a shared experience.  In other words, it is only through the act of learning and engaging in classroom activity that they discover the meaning of the world; meaning cannot be derived without this interaction. 

Dewey also makes the point that participation has the potential to generate a particular kind of learning – namely, learning that leads to a transformation of ideas, emotions, and understanding of all who take part in an activity in such a way that a common or shared outlook emerges. 

OEBPS/nav.xhtml

        
            Table of Contents


            
                		
                    Title Page
                


                		
                    Copyright
                


                		
                    Dedication
                


                		
                    Epigraph
                


                		
                    Contents
                


                		
                    Introduction to the second edition
                


                		
                    Why Head, Hand, and Heart?
                


                		
                    Part One: Head
                


                		
                    Introduction to Head
                


                		
                    Step 1: Agree the Vision
                


                		
                    Chapter 1: What is a curriculum?
                


                		
                    Chapter 2: What is a broad and balanced curriculum?
                


                		
                    Chapter 3: Why is curriculum planning important?
                


                		
                    Chapter 4: What is the purpose of education?
                


                		
                    Chapter 5: What role can senior leaders play?
                


                		
                    Chapter 6: How can we create a culture of curriculum success?
                


                		
                    Chapter 7: How can we develop curriculum planning skills?
                


                		
                    Chapter 8: How can we protect teacher workload?
                


                		
                    Step 2: Set the Destination
                


                		
                    Chapter 9: Why does knowledge matter?
                


                		
                    Chapter 10: What knowledge matters?
                


                		
                    Chapter 11: How can we identify the key concepts to teach?
                


                		
                    Step 3: Assess the Starting Points
                


                		
                    Chapter 12: How can we ensure curriculum continuity?
                


                		
                    Chapter 13: How can we improve learner transitions?
                


                		
                    Chapter 14: How can we make the language of learning consistent?
                


                		
                    Chapter 15: How can we identify curriculum starting points?
                


                		
                    Step 4: Identify the Waypoints
                


                		
                    Chapter 16: How can we plot a course through the curriculum?
                


                		
                    Chapter 17: How can we use waypoints for progression?
                


                		
                    Step 5: Define Excellence
                


                		
                    Chapter 18: How can we ensure equal access to the curriculum?
                


                		
                    Chapter 19: How can we teach to the top?
                


                		
                    Chapter 20: How can we embed high expectations?
                


                		
                    Step 6: Diminish Disadvantage
                


                		
                    Chapter 21: How can we close the attainment gap?
                


                		
                    Chapter 22: How can we build learners’ cultural capital?
                


                		
                    Part Two: Hand
                


                		
                    Introduction to Hand
                


                		
                    Chapter 23: What are the three steps of learning?
                


                		
                    Step 1: Stimulate learners’ senses to gain the active attention of their working memories
                


                		
                    Chapter 24: How can learners be comfortable with discomfort?
                


                		
                    Chapter 25: How can we help learners to fail better?
                


                		
                    Chapter 26: How can we build learners’ extrinsic motivation?
                


                		
                    Chapter 27: How can we build learners’ intrinsic motivation?
                


                		
                    Chapter 28: How can we make ideas stick?
                


                		
                    Chapter 29: How can we dual code and improve transferability?
                


                		
                    Step 2: Make learners think hard but efficiently to encode information in their long-term memories
                


                		
                    Chapter 30: How can we pitch lessons in the struggle zone?
                


                		
                    Chapter 31: How can we make effective use of explanations and modelling?
                


                		
                    Chapter 32: How can we make effective use of questioning?
                


                		
                    Chapter 33: How can we help learners to manage cognitive load?
                


                		
                    Step 3: Embed deliberate practice to improve learners’ storage in and retrieval from their long-term
                


                		
                    Chapter 34: How can we embed deliberate practice in lessons?
                


                		
                    Chapter 35: How can we plan for spaced and interleaved practice?
                


                		
                    Chapter 36: How can we explicitly teach study skills?
                


                		
                    Chapter 37: How can we introduce new information to learners?
                


                		
                    Part Three: Heart
                


                		
                    Introduction to Heart
                


                		
                    Chapter 38: How can we sense-check assessments?
                


                		
                    Chapter 39: How can we make marking meaningful, manageable, and motivating?
                


                		
                    Chapter 40: How can we balance consistency with autonomy?
                


                		
                    Chapter 41: How can we use learning outcomes and success criteria?
                


                		
                    Chapter 42: How can we activate learners as instructional resources?
                


                		
                    Chapter 43: How can we foster a culture of inclusion and belonging?
                


                		
                    About the author
                


                		
                    Also by the author
                


                		
                    Books By This Author
                


            


        
        
            Guide


            
                		
                    Contents
                


            


        
    

OEBPS/image/image-0-0.jpg
)Y
b
Spark





OEBPS/image/image-0-1.jpg
)Y
b
Spark





OEBPS/image/image-0-2.jpg





