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			Foreword
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			We were delighted to be asked last year to commission and edit a collection of chapter contributions from those involved in teaching, leading, managing, training, recruiting and development activities relating to the International Primary Curriculum (IPC). Our reasons for being so pleased to accept this invitation were related, in part, to the strong reputation that the programme has established in the relatively short period since its creation, a reputation of which we had become acutely aware during our own teaching and researching in the field of international education. Having previously been invited to be members of the Advisory Board for the IPC, we both continue to enjoy that role – as critical friends and reviewers. Additionally, we believed that, in encouraging those who have first hand knowledge of IPC implementation in a variety of schools across the world to share that experience through their writing, we would learn, in more general educational terms, what lies behind the success of what is arguably the fastest growing international education programme in the world at present, offered in over 1500 schools in some 80 countries as at October 2012.

			As will be evident from the first section of contributions, the origins of the IPC lay in meeting a specific set of curriculum challenges that arose from catering for the needs of children educated in Shell’s schools around the world. With encouragement and support from Shell, Fieldwork Education was tasked with taking forward the development of the curriculum, and in 2001 the first set of materials became available to schools for what was by then the International Primary Curriculum. Those materials were the outcome of research into the availability of existing curricula for the primary phase of education throughout the world, together with the identified needs of primary schools interested and involved in the project at its inception. Martin Skelton and Graham Reeves, writing in 2001 about the initial process of IPC development, explained clearly the criteria that would need to be met if the curriculum were ultimately to be judged successful in achieving its goals. The curriculum, they said, would need to:

			
					be genuinely international;

					be based on the central importance of children’s learning;

					provide teachers with as much time as possible to think about teaching their own classes;

					respond to recent ideas about learning, particularly through brain research;

					help parents to help their children to learn;

					be enjoyable for teachers to teach and engaging and fun for children; and

					facilitate the extension of knowledge, skills and understanding, to develop personal attributes and to support an international perspective in a way that responds to revised ideas about learning.

			

			An ambitious set of goals indeed!

			In commissioning colleagues who have first hand knowledge of the IPC to write for this book from their experiences, we hoped that views would emerge concerning both the appropriateness of those criteria more than ten years on, and the extent to which they can be – and have been – realised in practice. We were also interested to see if ideas might emerge about ways in which the curriculum could develop in future. Maybe the time is ripe, in reviewing the original criteria, to affirm those that have clearly been successful and are essential ingredients for the framework and to add any others demanded by the context of current changes taking place worldwide. The outcome has been a collection of vignettes of personal experience with the IPC, borne out of engagement with the programme from a variety of perspectives. All our contributors have sought to share with readers their open views and practical experiences, in ways intended to contribute to the development of the IPC by those involved in its implementation in schools and by Fieldwork in supporting them. They have thereby fulfilled the best traditions of being critical friends and the issues they raise will surely inform the future evolution of the programme.

			We have grouped the contributions into four major sections which define the overall structure for the book and thereby give an indication of the major themes emerging from the separate chapters. In Part A, contributions are grouped together from those involved in the origins of the curriculum, with an overview from its current director. One message strongly repeated in any discussion of the IPC is the flexibility of the curriculum framework that enables (and encourages) teachers to incorporate local – even national – requirements into their overall planning of students’ learning. Originating as it did from the needs of the Shell schools, in which Dutch, English and international curriculum features were brought together, the flexibility and adaptability that were clear characteristics of the programme enabled national and international schools alike to incorporate the IPC into their planning for student learning at the primary phase.

			Part B is entitled The Curriculum Context, for what the IPC offers is a strong framework within which the needs of students and teachers can be brought together in generating the detailed arrangements that best support student learning in the specific contexts in which it takes place. How fit-for-purpose is that framework, and how successful will it be in meeting the changing demands of primary education in future? Theoretical and practical considerations are included and clear views concerning the flexibility that it offers to both students and teachers are echoed from the previous section, together with the issue of authenticity of the student experience that it encourages. The notion of international-mindedness and its realisation through such a curriculum framework, together with the place for subject knowledge and interdisciplinarity within the structure, are featured along with the challenges of presenting what may be perceived as an essentially western construct within an international context. 

			Part C, Teaching and Learning through the IPC, highlights the fundamental focus of the programme – student learning and the pedagogic necessities that have to be addressed in meeting the exacting demands of learning in such a wide range of contexts. Student perceptions of their own learning, teacher and parental views on learning and motivation, and the challenges of recruiting those responsible for designing and supporting the learning in schools, are all included. Crucial messages about the importance of including all stakeholders in the process of understanding and supporting student learning emerge from those contributing in this section.

			Whilst the central emphasis of the IPC is on student learning, there is strong evidence of the effect that incorporating the IPC framework into schools can have on the whole institution. Contributions from those in school leadership positions attest to the value of the programme in supporting the process of whole school reform and development, and these are included in Part D. Maintenance and improvement of quality is important, not only for the schools and the confidence of the communities that each one serves, but also in assuring standards across all schools, especially as the programme continues to experience rapid growth in numbers of schools participating.

			After all chapters were written we invited Martin Skelton, in every sense the person behind the creation, development and inspiration of the IPC, to add his own comments regarding the current and future prospects for the curriculum and to identify the major trends and changes with which it will need to engage in its continuing success. We are grateful to him, and to all our authors, for the time and effort they have devoted to reflecting upon their engagement in the programme and for their readiness to express the outcomes of their practical experience in the chapters they have contributed. They have, without exception, exercised understanding and patience in equal measure with the demands of the editors and for that we are especially grateful. Our thanks are due also to our colleagues at John Catt, who have been supportive at every step of the way. Finally, to all those students, teachers, parents, administrators and trainers who have contributed, often unwittingly no doubt through their valuable work in schools, to the outcomes that have made possible this exploration of the IPC, we offer our gratitude and all good wishes for success in their continuing endeavours.

			Mary Hayden

			Jeff Thompson
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			Part A

			Origins and Background
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			Chapter 1 - The making of the IPC: a personal view

			Peter le Noble
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			A historical introduction

			When, in 1980, I started to work in the Panaga Shell school in Brunei, as teacher and head of the Dutch stream, the way the school was organised took me by surprise. Here were two schools (an English primary school and a Dutch primary school) under one roof, but very much apart. The only integration I noticed took place after school hours, during activities for the children: some run by parents and some by teachers. Other things that struck me were the low pupil-teacher ratio and the wealth of books and education materials available in the school. Ordering of new material was never a problem; quite a change from what was then common practice in state schools in The Netherlands and the UK, where every penny counted.

			I was also surprised to see very few British children older than nine in the English stream. This was the result of Shell’s education policy whereby British parents were allowed to have their children in a UK boarding school from the age of nine, with the guarantee that Shell would continue to pay for boarding up to and including A level examinations – even if the parents were transferred to the UK during that period. This system made the education of British expatriate children expensive, as Shell reimbursed boarding school fees while continuing to provide primary education facilities locally so as to offer choice to the British parents. In the 1980s, Shell’s expatriate workforce consisted mainly of British and Dutch employees: 45% were British, 45% Dutch and 10% others. Apart from teachers who were single, family postings were the norm at that time with very few exceptions.

			In 1985 I moved on to Gabon in Africa, after five happy years in Brunei. Shell had two schools in Gabon: quite a large one in Gamba where operations were taking place, and a small one in Port Gentil where the head office was located. The school in Port Gentil consisted of an English stream and a Dutch stream; in Gamba French primary education was also available. I was head of both schools, and flew every Wednesday from Gamba to Port Gentil for meetings with teachers, pupils, parents and the Shell human resources department – a unique experience! Education offered in the Shell schools in Gabon was very much the same as in the Shell school in Brunei, which was not surprising as the curriculum and school materials were exactly the same in all Shell schools. This was clearly to the advantage of both Shell children and Shell teachers in moving from one Shell school to another.

			Consistency across the Shell schools was established during the annual headteachers’ conferences organised by Shell International and led by the two education advisors from Shell, alternately held in the Shell Centres in London and The Hague. During these conferences, decisions were taken on curriculum changes (within the framework of the English and Dutch national curricula) and all other issues relevant for the next school year and/or for the longer term. The representatives of the English and Dutch departments met separately with their respective colleagues during each conference. Only in the afternoon of the final day was a combined session held between all the representatives, during which decisions made during the week were exchanged and general issues such as arrangements for annual school holidays were discussed and agreed. 

			In 1987 I was appointed education advisor to Shell International in The Hague, to be responsible for the Dutch Shell schools abroad, and for education advice to Dutch Shell parents, to Shell parents of all other nationalities (except the British Shell parents) and to Shell operating companies. My counterpart in London was Janet Snow, who gave education advice to British parents and had responsibility for the English Shell schools abroad. We both had to provide input to the planning and recruitment of teachers and to the company’s education policy as part of the general human resources policy for expatriates. 

			Shortly after my appointment in The Hague, the Dutch Government decided to make a subsidy available for Dutch schools abroad through an NGO: Stichting NOB (Foundation for Dutch Education Abroad). This organisation acted as a school advisory board for all Dutch schools abroad and provided excellent educational services in return for the government grant. Acceptance of the grant had as a consequence that the participating school was subject to regular government inspections. Shell International saw this as an opportunity rather than a threat and, on behalf of Shell, I signed a contract with SNOB for all the Dutch Shell schools abroad and, also on behalf of Shell, I accepted a place on the board of SNOB.

			This arrangement for the Dutch Shell schools evoked in Shell a discussion on arrangements in the English Shell schools, and it was felt that similar arrangements to those in the Dutch schools should be explored. The British government was not even considering the introduction of government subsidies for British schools abroad, therefore some school advisory services in the UK were asked to make a proposal for the provision of similar services as in the Dutch schools. After careful consideration, Education Relocation Services (ERA) was awarded the contract for boarding school advice to (British) parents, while Fieldwork Education won the contract for Shell schools guidance, the organisation of the English National Curriculum Standard Assessment Tasks (SATs) and inspection visits, the recruitment of teachers and the organisation of the headteachers’ conferences.

			Soon after, in the early nineties, Shell made a crucial change in its recruitment policies. The new slogan was diversity and regional recruitment, which meant that emphasis would no longer be on the recruitment of British/Dutch employees but rather on the best person for the job, irrespective of nationality. This had an instant effect on the student population in the Shell schools: the numbers in the Dutch streams decreased slowly but surely, while the numbers in the English streams increased as they included children for whom English was not their mother tongue. In two years’ time, in some classes in the English streams, there were hardly any British children left. Yet they all had to learn about the Tudors, the Windsors and the Pennine Chain, and sit the SATs.

			The beginnings of the IPC

			It was then that I started to brainstorm with Martin Skelton and David Playfoot (joint directors of Fieldwork) on a more effective and relevant truly international curriculum for our schools, which would reflect the moves towards internationalisation of the Shell expatriate workforce. Since the development of a new curriculum for Shell schools was not in Fieldwork’s contract with Shell, the first discussions with Fieldwork were held in secret as if we were partners in crime. When we had a clearer view of what we wanted, we presented the idea to Shell and were given approval for a fact-finding journey to a number of well-established international schools across the world, in order to observe how these schools tackled the challenges of having many nationalities in one class with a diverse educational background. Graham Reeves of Fieldwork made that journey and returned with a bag full of facts and ideas. Shell not only accepted the costs of that fact-finding mission but also agreed to pay for development of the new pioneering curriculum which, if successful, would fit so well in the Shell schools of the future.

			These ideas were introduced at the Shell headteachers’ conference, organised by Fieldwork and Stichting NOB, which was quite an event. With few exceptions the British headteachers, more so than the Dutch, were upset and negative about a move from the English state school system towards a more international system, and the prospect – further in the future – of Shell schools moving from having both Dutch and English streams to having just one, international, stream. Everything was now in the open, and the charismatic and energetic Martin Skelton took the lead in developing the factual subjects for this new curriculum for Shell schools – what later became known as the International Primary Curriculum: the IPC. The role of SNOB in the realisation of the IPC should not be underestimated: Martin Uunk, an educationalist working for SNOB, made a significant contribution. He managed to convince the Dutch Shell teachers that the IPC was a challenge rather than a threat, and he also contributed significantly to the more philosophical aspects of the curriculum. 

			It took Fieldwork more than four years to develop the dream of providing a cross-curricular and thematic programme for Shell children of all abilities, with more than 70 units of work, spread over three mileposts and based around themes of real interest to the children. I vividly remember, on a visit to the Shell school in Bintulu (Malaysia) during the IPC trial period, how the children – and parents – enjoyed the Olympics, one of the first units of work Fieldwork developed and trialled in the Shell schools. In this small school, the English and Dutch streams were working together under the inspiring leadership of Dutch headmaster Chris Vis, one of the first and most enthusiastic IPC converts, who worked very hard to make the new way of learning a success. It even had a very positive effect on community life in Bintulu because of the involvement of parents in the new curriculum. 

			For Dutch teachers, the new way of teaching was fundamentally different from what was then common practice in Dutch schools. Traditionally, the Dutch curriculum was taught through textbooks; one textbook per year for each subject. The challenge for the teacher was to present the teaching content in an attractive way and to make sure that by the end of the school year the textbook for every subject was finished. In the IPC, every activity (unit of work) starts with a fact-finding introduction: what do the children know already, what do they want to learn and how will that be organised? The role of the teacher is completely different: it is no longer based on following textbooks and it can be different with every new unit – which makes it more attractive for the children and much more challenging for the teachers! It must be said that it took a while and a few (early) retirements of headteachers before the IPC could be implemented in the Shell schools. It was during this period that the education departments of Shell International in London and The Hague were amalgamated, and I became the sole education advisor for Shell International.

			Beyond the Shell schools

			It did not take long for Fieldwork to realise that a successful IPC would not only be good for the Shell schools, but would also have potential in other international schools with wide-ranging standards. Martin Skelton made presentations about the IPC at European Council of International Schools (ECIS) and International Baccalaureate (IB) conferences, and at other venues. Wherever he presented, the rooms and halls were packed with an enthusiastic audience and it became clear that the IPC would have potential in international schools worldwide for its focus on academic, personal and international learning. Legally, Shell (as the only sponsor) was the owner of the curriculum, but I realised that the IPC would not develop adequately within a Shell structure. I was also convinced from the outset that this new way of learning would become very popular in other international schools. In the end Shell is an oil company, and developing and marketing a curriculum is not part of its core business.

			So Martin and I started discussions about further development of the IPC. In all the years we worked together that was the only time we had a disagreement on the way forward for the IPC. I told him that I flirted with the idea of starting discussions with the International Baccalaureate about the possibility of amalgamating IPC with the IB’s Primary Years Programme (which is very much a framework rather than a full curriculum), as in my view the two programmes share essentially the same philosophy. Martin’s idea, meanwhile, was for Fieldwork to take over the IPC and to start making it available to non-Shell schools, as well as setting up training programmes for schools that had chosen the IPC. I promised to discuss the question of the IPC’s future with Shell International’s human resources department. As a result I secured approval for Fieldwork to take over ownership of the IPC, for which Shell in return would have access to all the updates and educational support for the IPC in all Shell schools for an indefinite period of time. In 1998 the agreement was signed, and the IPC went on to become the success story we now recognise: it all started in 14 Shell schools, and that number has now grown to the impressive number of schools and countries in which it is currently offered. Moreover, it has proven itself to meet the needs of specific national curricula, there is a translated version in Dutch (with financial support from Shell International) and a number of Dutch schools in The Netherlands now use the programme.

			There is one last note on which this chapter should end: it would not be complete without an expression of my admiration for Martin Skelton. Without him we would not have this wonderful international curriculum: the IPC.

		

	
		
			Chapter 2 - The IPC: a Shell perspective

			Tracey Kelly and Henk van Hout
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			From the very beginning, Shell’s international workforce contributed to its overall success. Testimony to this can be seen in its history books: Shell’s first operation in 1892 on the east coast of Sumatra saw a crew of about 400 men, made up of a handful of Americans drillers and refinery workers, European engineers, builders and administrators, Chinese travellers and labourers, Sikhs, and a colourful variety of Indonesian labourers, all dressed in their usual work gear and tensely awaiting the great moment. This arrived on 28 February 1892 when, after almost 10 years of exploration and two more of arduous work to get production under way, crude oil finally flowed from the Royal Dutch wells at Telaga Said (Jonker and van Zanden, 2007). To this day Shell remains a company committed to an internationally diverse workforce and one that, in comparison to its competitors, retains and recruits a high number of expatriates.

			The acronym ‘IPC’ first appeared in Shell vocabulary in the 1930s, when Shell had a 23.75% stake in The Iraq Petroleum Company (IPC). Seventy years later, Shell invested in a completely different kind of IPC which was initially called The Shell International Primary Curriculum, later becoming the International Primary Curriculum (IPC). The IPC was designed to meet the demands of 21st century learning and to be suitable for the diverse cohorts of international children enrolled in Shell schools worldwide. Shell’s initial financial and intellectual investment in the IPC, and continued interest in the programme, reinforce the importance of children’s education as one of the key factors forming part of what is known in business jargon as the key employee value proposition – the characteristics and appeal of working for an organisation (education, housing, security, medical support and so on) – for Shell and its internationally mobile and diverse workforce.

			Shell remains unequivocally committed to providing education scenarios via its international mobility policies. Shell is, however, essentially an energy company with a vision and commitment to be the most innovative and competitive energy company in the world. Its success can be attributed to many general factors such as innovative technology, assets, marketing skills, technical excellence and a clear commitment to providing solutions to a vast range of internationally mobile employees. In order to keep staff mobile, the company offers a suite of additional benefits, one of which is focused on the education of children.

			The international mobility of staff is an important aspect in operating Shell companies successfully around the globe. Shell employees with specialist expertise are on international assignments for a defined period (usually four years) in countries where Shell has large oil and gas operations, or has offices to coordinate their regional activities. Such activities are described as either upstream (related to the exploration, production and marketing of oil and natural gas, and including the extraction of bitumen from mined oil sands as well as liquefying natural gas) or downstream (related to turning crude oil into a range of refined products which are moved and marketed around the world for domestic, industrial and transport use, and include gasoline, diesel, heating oil, aviation fuel, marine fuel, lubricants, bitumen, sulphur and liquefied petroleum gas (LPG)).

			Employees on an international assignment are referred to as expatriate staff. For Shell’s expatriate staff, a special policy team sitting in Shell headquarters in The Hague provides support on all issues around the expatriate employee value proposition, which is all captured under Shell’s international mobility policy. The team in The Hague is supported by human resources service centres in Krakow, Kuala Lumpur and Manila which advise staff around the globe in applying global policies on transfer and transaction issues. For expatriate staff the four most important issues, from an employee value proposition point of view, are housing, security, medical provision and schooling for their children. When an expatriate family arrives in a new location, the employee normally hits the ground running, though there is always pressure on the individual, especially those working abroad, because Shell is a very demanding, high-performance company. Children are under pressure as well; depending on their individual situation they are expected to adapt quickly to their new school environment. In their first expatriate posting, they have left behind their national education system where they may have been educated in a different language than the language of the Shell school. In subsequent expatriate postings, when they have previously been educated in an international school in a different host country, they might have to adapt not only to their new school but also to a different curriculum. Nor should the social impact of making new friends and getting used to new teachers and to the new school culture be underestimated. So it is important that such children arrive in welcoming schools with a true international atmosphere of respect for all pupils, parents, staff and others related to the school.

			Shell schools

			Central to every Shell school is a strong identity driven by the common mission statement, that:

			Shell schools will, through excellent teaching and organisation, maximise children’s learning in a way which enables them to achieve high social, personal and academic standards, enjoy learning, adapt to other education systems and develop both a national and an international perspective.

			The IPC acts as a vehicle to help teachers to achieve this mission statement and, from its inception, the IPC has become part of Shell schools’ identity; not only because of Shell’s initial sponsorship of the curriculum, but also because of a firm belief that the IPC embodies concepts that will leverage the best learning for children. The IPC does not advocate a particular textbook, learning activity or pedagogical style, but it does advocate a set of non-negotiable components such as an entry point, knowledge harvest and research and record tasks. This approach was partly influenced by the Dutch approach to education – the Dutch system is driven by ‘methods’ and places more emphasis on content than was found in other curricula in the mid-1990s. Indeed several features of the IPC were influenced by the Dutch approach: when the IPC was first developed, almost equal numbers of Dutch language and English language streams were found in Shell schools.

			Shell teachers

			Teachers working in Shell schools are recruited for their proven ability to demonstrate skill and understanding relating to the latest best practice in educational pedagogies. They are expected to promote achievement of the Shell schools’ mission statement and to facilitate embracing new ways of learning and working appropriate for the 21st century. This is reflected in the Shell teachers’ competency profile, where teachers are expected to deliver technical excellence in various facets of teaching and learning pedagogies. Examples of how this excellence could be facilitated include: having a personal vision and learning philosophy that delivers results; developing interpersonal intelligences that stimulate and achieve effective relationships amongst a culturally-diverse community of children, parents and colleagues; teaching for learning that creates powerful learning experiences, promoting independence and interdependence that help children to achieve a national and international mindset; classroom management techniques that leverage skill development; and continually commit to reflecting and developing professionally. 

			Twenty-first century learning

			Curriculum, pedagogy and the teacher are three factors that strongly impact on learning. Curriculum is at the core of any education system because it defines what schooling should accomplish and specifies criteria in terms of what every child should be learning. The curriculum is paramount in providing the common, coherent and central thrust of what is being taught. Many factors influence children’s learning today that were not as prevalent even a decade ago, including globalisation, digital learning and research from neuroscience that can inform education. We are now living in an era where growing numbers of people have access to the internet and technologies, which means that teachers are no longer the key holders of knowledge. These factors have changed the way in which teachers teach and how children learn.

			Multi-disciplinary approach

			A multi-disciplinary approach is a normal and practised work model within the oil and gas industry, characterised by different sub-teams working towards a common goal which requires multi-skilled teams performing independently and interdependently along the supply chain. Akin to this approach is the design structure of the IPC, which takes a central theme and drives the teaching and learning of knowledge, skills and understanding. The concept of a thematic approach in education is not new; it first appeared in schools in the 1970s and is now back in vogue. The design structure of the IPC has taken this basic concept and modernised it to reflect findings from neuroscientists and the work of other educationalists. For example, an emphasis on how subject disciplines are both independent and interdependent allows children to learn both how things are separate and how they interact. Subject blocks demonstrate the need for ‘independent’ thinking in a given subject area; tagging subject blocks together allows the student to see the connections between subjects and how they are linked to the big idea, thus providing breadth and depth in each subject discipline.

			Defining learning

			One of the most influential elements of the IPC, that has transformed teaching and learning practice in Shell schools, is an ability to define learning. The IPC uses neurological perspectives of how the brain works and simplifies this complex field to a simple yet effective definition of learning. This powerful concept and message underpins the ethos of Shell schools as learning-focused schools. The IPC takes findings from neuroscience and marries them to education by describing learning as both a process of consolidating existing learning (familiar information is received and neuronal connections fire faster) and, secondly, as an uncomfortable struggle that takes place when ‘new’ learning occurs (new things are added and new learning is secured when it is repeatedly practised). This concept of learning has raised the bar in Shell schools as teachers use it consistently to challenge whether learning is both rigorous and appropriate.

			Knowledge, skills and understanding

			The IPC’s learning outcomes are centred on developing knowledge, skills and understanding. Knowledge or information can be gathered quickly from other sources, making the teacher’s role one of ‘facilitator’. It is important to recognise the value of knowledge as a precursor and building block to developing skills: after all, this is what employees are required to do in the workforce in carrying out due diligence as a precursor to any task. Knowledge is only valuable, however, when it is used to supplement skills and understanding for any task or context. Recognition of this relationship has led to a shift in practice and a re-examination of how teaching time can be optimised in school. For example, the teaching of knowledge can be supported at home (working in partnership with parents), thus providing more curriculum time for teachers to facilitate skill development.

			The IPC, when implemented as intended, places greater emphasis on skill development that facilitates the consolidation of ‘existing’ skills and the learning of ‘new’ skills. It also uses brain-friendly approaches within activities; for example, it uses a forked approach to tasks (research and record). This approach enables users to synthesise and record their learning, allowing students to demonstrate their skills and understanding in multiple ways through, for instance, multiple intelligences such as logical mathematical or musical intelligence. 

			The IPC reinforces a lifelong view of learning by viewing the development of understanding as infinite and multi-dimensional. The interplay between knowledge and skills can bring understanding, thus reinforcing a recurring theme of ‘interdependency’. More importantly, the IPC uses key questions such as ‘What kind of children are we trying to develop, and how can we meet the learning needs of students for the 21st century?’ Such questions prompt teachers to reflect constantly on the needs of children in a fast-changing world. 

			Delivering results

			In the past, Shell schools have used surveys to track children and their achievements. Data from these surveys have shown that most children educated in Shell schools are meeting and exceeding the developmental expectations for their age. In 2010, the Shell education department moved away from the Standard Assessment Tests (SATs) used in England to the International Schools’ Assessment developed by the Australian Council for Educational Research. These tests are essentially assessing the same attributes as the SATs but do so with a distinct international thread which is deemed more appropriate for our diverse school cohorts. Good results in Shell schools can be attributed to many factors such as small class sizes, extracurricular enrichment, high-quality teaching and the International Primary Curriculum, when it is used as a tool to engage children and support their learning.

			International-mindedness

			During the 1940s, Shell undertook a series of major harmonizing developments concerning staff regionalisation and internationalisation. Internationalisation was at first the less important of the two, used as it then was with only one very specific meaning: the introduction of expatriate managers (of various nationalities) into a team that had previously consisted exclusively of managers of one nationality (Howarth and Jonker, 2007). The crumbling of colonialism in Asia immediately after the Second World War reinforced awareness that operating companies needed strong local roots if they were to survive and prosper. The overall success of recruiting locally eventually made possible both the Shell Group’s rapid post-war expansion and much greater internationalisation; the group was now able to switch key members of staff from one country to another in the interests of wider work experience, the transfer of knowledge and the fostering of a homogenous Shell culture (Howarth and Jonker, 2007).

			Diversity and Inclusion and associated programmes are intended to support Shell staff in developing and enhancing relationships with stakeholders both internally and externally. At Shell, diversity incorporates all the ways in which we differ. It includes visible differences such as age, gender, ethnicity and physical appearance, as well as underlying differences such as thought styles, religion, nationality, sexual orientation and education. Inclusion, meanwhile, relates to creating a working culture where differences are valued; where everyone has the opportunity to develop skills and talents consistent with our values and business objectives. The aim is for Shell to be an organisation where people feel involved, respected, connected; where the richness of ideas, backgrounds and perspectives is harnessed to create business value. Diversity and inclusion are clearly interrelated and, to achieve our aspirations, we at Shell must maintain our focus on both. The leading global companies of the 21st century will be those that create a constant stream of innovative goods and services, winning customers and earning loyalty through exceptional performance. No one type of person, or group of people, has all the skills and talents needed, so increasing diversity is not only a good thing, it is rapidly becoming a key competitive factor. Shell, as an established world leader, sees a diverse staff and an inclusive work environment as vital to building relationships.

			Shell’s diverse workforce and diverse customer base – in terms of race, gender, physical ability and age – are visibly evident. In addition, it has become increasingly important that ‘invisible’ differences and ‘inclusive’ practices are also recognised. Seemingly homogeneous workforces, for instance, are in fact different – such as the predominately white Dutch staff working in a refinery in The Netherlands. Inclusion recognises differences and similarities that are largely invisible. Recognising and supporting different ways of working promote the recognition of largely invisible differences and similarities through, for example, working individually, working as part of teams, and valuing the perspectives of others. The IPC promotes a similar philosophy, allowing children to work in different ways – individually, in pairs, in small and large groups – thus giving every child the opportunity to participate and contribute in a range of settings and in different ways, mirroring the real workplace.
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