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SERIES FOREWORD






This series of books was commissioned as a WalkThrus Production to complement two of our other series: The Teaching Walkthrus, Volumes 1, 2 and 3, and the In Action series. We believe that, together, they represent a powerful resource for teachers in schools and colleges in multiple subject settings.


The In Action series has proven to be very popular with busy teachers, enabling them to engage with a range of important ideas from cognitive science and from education research more generally. In each book, the authors explore the key ideas from a specific researcher, translating them into practical approaches that teachers can adopt in their practice. So far, the series includes:




	Rosenshine’s Principles of Instruction



	Collins et al’s Cognitive Apprenticeship



	Fiorella & Mayer’s Generative Learning



	Shimamura’s MARGE Model of Learning



	Sweller’s Cognitive Load Theory



	Wiliam & Leahy’s Five Formative Assessment Strategies



	Annie Murphy Paul’s The Extended Mind



	Dunlosky’s Strengthening the Student Toolbox



	Berger’s An Ethic of Excellence



	Bjork & Bjork’s Desirable Difficulties



	Ausubel’s Meaningful Learning






Each of these books is a guide to interpreting the research in ways that can be applied in real-world classrooms. We have been delighted by the response to the series, with teachers telling us they value the brevity and clarity and the examples of theory in practice. It’s so important for teachers to have a good grounding in cognitive science so that they have not only a clear model of how learning happens but also an understanding of all the potential barriers or difficulties that students experience. Bridging the gap between research and practice is a significant challenge because real-world classrooms are so much more complicated than the controlled conditions usually set up to investigate specific concepts in trials. The authors of the In Action books are all serving teachers or have taught in schools for many years, so their take on the theories and concepts that their books focus on is important and incredibly useful, grounded in the reality of teaching whole, complex classes.


It’s by no means a comprehensive list – not yet – and we recognise that many other aspects of research would benefit from the same treatment. Books on Nuthall’s Hidden Lives of Learners, Engelmann’s ideas on direct instruction and Bandura’s ideas on self-efficacy are all in the pipeline. We would also encourage every teacher to engage with Dan Willingham’s Why Don’t Students Like School?.


Released in parallel with the research-informed In Action series, our Teaching WalkThrus have also been popular with over 350,000 copies distributed across the three volumes. The idea of breaking ideas down into five-step visual guides, with short punchy descriptions, has proven very successful, allowing teachers to engage with a broad range of ideas in a very accessible format that informs their training, coaching or personal reflection. Significantly, Teaching WalkThrus were written in a style that is context free. They are generic in style so that teachers of all subjects in any setting can engage with them, transposing the ideas into their real-world contexts. The 150+ WalkThrus are organised into six main series, each of which represents an important area for professional learning:


Behaviour and relationships




	Lesson management



	Planning for good behaviour



	Positive correction



	Relationships and mindsets






Curriculum planning




	Assessment issues



	Broad design concepts



	Challenge, inclusion, diversity



	Detailed planning






Explaining and modelling




	Giving explanations and modelling



	Reading and writing



	Standards, expectations and scaffolding



	Types of explanations






Questioning and feedback




	Assessment



	Core questioning techniques



	Deeper questioning techniques



	Feedback






Practice and retrieval




	Guided to independent practice



	Reading



	Building fluency



	Retrieval practice



	Support and challenge






Mode B teaching




	Choices and creativity



	Making it real



	Oracy



	Student directed activities






With over 4000 schools having engaged with our online WalkThrus toolkit, we know that a great deal of valuable professional learning can be supported with our generic guides as a starting point. However, throughout each book we are at pains to stress the crucial need to adapt the ideas for specific circumstances. A five-step visual WalkThrus guide is not a set of rigid rules – it is a framework for thinking through an idea, deconstructing it so that teachers can then reconstruct it themselves, forming their own mental models for enacting powerful techniques in their own classrooms. That’s the spirit.


Now, having explored research ideas in the In Action series and general pedagogical ideas in WalkThrus, we felt that the logical next step was to bring in subject-specific books in this new series, completing the third pillar of the trio: research, pedagogy, curriculum. Each book in the In Action subject series has been written by practising teachers who were tasked with presenting a summary of important ideas and debates from their subject to support busy teachers in their work. We have not imposed a rigid common format and our authors were encouraged to share their own perspectives with our readers. There is no definitive book on teaching science or history or maths or physical education – so these books are explicitly written with that in mind. The books represent the authors’ personal perspective on how the ideas that circulate within each subject community can translate into great practice in the classroom. Once again, we invite readers to then adapt and adopt the ideas that make sense in their context.


I have to congratulate each author on their excellent work. It’s daunting to summarise and capture the spirit of a subject, balancing depth of detail with sufficient breadth of coverage of content and related debates and implementation issues – all in what is meant to be a short book. If there is one thing that characterises all our books it is that they are accessible to teachers who are time poor. Each book in this series achieves that goal – they have an energy to them and a brilliant balance of rigour, steeped in experience with teaching the subject, alongside tons of examples to bring things to life.


We hope you find this book interesting and useful, adding an important dimension to your wider reading as a teacher doing the most important work there is: developing young people so that they have the knowledge, experience, confidence and wisdom they need to make sense of their world and play their part in the communities they belong to.
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CHAPTER 1



VISION, TRADITION AND DEBATES










Vision


English is about communication, about narrative, about freedom and control, about manipulation and power. Fundamentally, at its heart, it is about exploring what it means to be human, to empathise in experiences and emotions across time and space, and to be able to communicate our own experiences and responses to those of others.


Our vision for the subject of English in secondary schools involves using the English language to interpret both oneself and the whole of society: in part through accessing a rich and diverse literary heritage; to make sense of, explore and question the wonderful complexities of the human psyche through the power of our always-changing, multi-cultural and ever-diversifying English language; to explore human relationships, human weaknesses, the way prejudice in its many forms can erode a society, and the power of language to manipulate and inspire, delude and delight, degrade and enlighten.


In short, English as a secondary school subject is always relevant to young people trying to navigate their way through an unstable and insecure modern world. Within this vision however, arguments about ‘what English is’ and ‘whose English is it’ perpetuate.







Traditions and debates


English as a taught school subject has always attracted controversy and been affected by political ideologies. Since the beginning of the 20th century, it is a subject dominated by broad oppositional shifts, from an early focus on literature (canon), to oracy and the uses of English in the 1970s and 1980s, shifting to a focus on writing and grammar in the late 1980s, through to the current ‘knowledge-rich’ perspective.


It is useful to trace some of the current debates within English back to the 1989 Cox report ‘English for Ages 5 to 16’ (Department of Education and Science, 1989). It is not atypical to see Cox’s five views of English playing out in schools across the country, leading to questions about what the purpose(s) of English education is and who it is for.




	Personal growth view



	Cross-curricular view



	Adult needs view



	Cultural heritage view (appreciation of literature)



	Cultural analysis view (critical understanding of the world and the cultural environment)






Cox claimed that English teachers gave these views equal weight in the classroom, acknowledging the utilitarian nature of the subject but within a wider, creative and cultural frame. The Cox report also emphasised the subtlety of language acquisition and the multifarious purposes of the use of English, as well as the prominence and importance of wide reading and study of literature in developing language skills. Criticisms surround the report’s monocultural emphasis and the National Curriculum Council shone a greater light on the importance of instruction in grammar, literacy (rather than oracy) and spelling. This focus has subsequently underpinned national curriculum requirements for English education.


These competing views of what English is and what it is for frame the ongoing debate about the respective values of skills and knowledge within the subject.







Skills or knowledge?


A. E. Housman famously claimed that ‘all knowledge is precious whether or not it serves the slightest human use’. Current (and historic) debates on the teaching of secondary English centre around whether English is a knowledge-based subject, a skills-based subject, or a combination of the two – in something of an ouroboros cycle since, English has been considered as a school subject in its own right (Didau, 2021). This raises questions about how the sequencing of a curriculum, along with subject-specific pedagogy such as knowledge retrieval, interleaving and deliberate practice, allows students to know more, remember more and do more in each of the core concepts as well as to also experience the hinterland (Counsell, 2018) elements of English, such as the reading of a whole novel. Our own recent curriculum redesign, as well as collaboration with colleagues in schools across our region, draws on evidence from the research of writers such as Victoria Elliott, David Didau, Alex Quigley, the EEF and Doug Lemov.




What even is knowledge?


Elliot points to the difference between ‘to know that’ and ‘to know how’ or ‘know when’. Some knowledge is factual, some of it is centred around processes (therefore skills?) and some of it is about critical evaluation (also skills?). Deborah Kidd (2018) meanwhile identifies that a ‘rich curriculum moves way beyond knowledge. It moves towards the building upon knowledge to ensure that children know what to do with it. That they can’t just name emperors and kings, but that they can consider the pitfalls of power. That they can’t just name rivers and mountains, but that they understand how mankind is at the mercy of our natural environment as much as we are able to control aspects of it. They should understand that our capacity to destroy is matched by our capacity to create. They should know the best that has been said and done in a whole range of cultures as well as our own, but more than that – that the best that is to be said and done may well be yet to come. From them.’


Consequently, our view is that an English curriculum that values and finds a balance between both skills and knowledge must be the goal. Prioritising one over the other can create significant gaps in children’s learning. In fact, as many commentators have observed, to pitch one approach over the other creates a ‘false dichotomy’ (Cornerstones Education, 2022); the two must go together.










Cultural capital versus diversity


David Didau’s (2019) view of the ‘value of cultural capital’ – or ‘cultural literacy’ to use E. D. Hirsch Jr’s term – is that it consists of knowledge that is useful for everyone to know. Being able to quote bits of Shakespeare or knowing who painted ‘The Scream’ may seem like trivia, but it enables us to access society in a way which would be impossible if we didn’t know any of this. It’s important because so many other people know it. If some people know something and others don’t, those who don’t will find themselves excluded or marginalised from the group that does.


So, should we teach the literary canon or not?


This is something of a moral dilemma within the teaching of English. Teach what students need to know to navigate the world and, subsequently, continue to privilege the works of the already privileged, powerful and dominant. Or don’t, and instead teach writers and voices who speak directly to our students in voices that sound like their own, but potentially exclude them from that elitist world. Canonical knowledge is regularly condemned as ‘stale, male and pale’. Instead of teaching the thoughts and works of the elite, shouldn’t we instead prioritise the voices of the more marginalised? 


This is a genuine problem. If we teach the works of the marginalised, people of colour, women, etc, this will not help students to understand why those works have not historically been part of the accepted canon, nor will it increase their cultural literacy.


If we teach both, the vision is that we provide access to some of that shared cultural knowledge that helps students navigate a world full of allusion, and also might allow them to begin developing the critical evaluative skills that will let them critique this world, to identify what is missing, to begin giving a voice to the dispossessed, the voiceless, and perhaps ultimately to change what that canon is. We see social justice and intellectual liberty as core aspects of the moral imperative of educators.




Yet all experience is an arch wherethro’


Gleams that untravell’d world whose margin fades


For ever and forever when I move. (Tennyson, 1842)





Tennyson points to the quintessential problem of English teachers in making curriculum choices: the more we know about our own subject, the more there remains to know. There is a body of work that is continually being added to, and with that comes a seemingly almost infinite amount of choice. In the same way that many English teachers have probably been asked ‘have you read this?’ and when we haven’t, get the response ‘but you’re an English teacher’. There is an assumption that we will have read every book, every poem, every play, every essay, every article that has ever been produced. We haven’t. And within that, we cannot possibly share and choose to teach every single one of the texts we have ourselves read. As teachers, we must refine and choose and narrow down the breadth and richness of English literature to single texts or short extracts, keeping faithful to our vision of what English actually is.


Whether as classroom teachers or subject leaders, we have some control over decision making in our classrooms about what to teach and when, as well as pedagogy – do we teach components separately or together, for example?





How to counter this curriculum challenge




	Pair more ‘canonical’ texts with other voices, for example Edgar Allan Poe’s The Raven alongside scripts from the TV series Wednesday. This then becomes a relevant and useful consideration of writers’ choices of form in shaping meaning in texts, as well as the ongoing relevance of ideas and genres across time.



	Choose themes that can be explored across time, such as the concept of ‘poetry of protest’, which could start by examining the Romantics (canon) as proponents of protest through literature and art, through to the Harlem Renaissance, and the works of Dean Atta and Amanda Gorman, considering their shared choice of poetry as a way of expressing not dissimilar concerns about society through the ages.



	Seek ways to engage in the diversity of your own student body. In our school we have a reasonably large Filipino community, so to go alongside our study of Greek myths and legends (cultural capital), we also look at Medusa by Carol Ann Duffy and by Sylvia Plath (female perspective), and Medusa (in translation for our non-Tagalog speaking students) by Benilda Santos.



	There is no ‘requirement’ in terms of exam specifications for students to engage with literary criticism before A-level however, we believe that critical theory, adapted for students’ ages, can be used as a lens for studying other texts that don’t necessarily display modern social sensibilities. Obviously there is a need to adapt this to make it appropriate and accessible for the students you are teaching, but this could be giving one key sentence of an academic article to debate, or applying some critical perspectives to a text likely to be familiar to Key Stage 3 and 4 students (we have found the Harry Potter books to work well for this since it is ubiquitous, look at the appendices for more information).



	Staff openly discussing their own position in society: ‘Atta seems to be suggesting that … I can empathise with this point of view because … however, I can’t fully identify because my own lived experience is as a white person…’. Remind students of the inordinate power of literature to help us see, empathise, experience and through the imagination live the lives of other people.






Taking these practical strategies into consideration, we must remember that time needs to be given for reflection on and refinement of the curriculum. This could include sharing of resources as well as student voice. Using the example of the increasing Filipino community in our own school, leaders need to be aware of changes not only in pupil intake but also in staff make-up. Staff can play an important role in bringing different experiences and viewpoints to the classroom.










The skillset of English teachers


Anecdotally, teachers of English in secondary schools are more likely to hold a degree in English literature than in English language or an associated subject, such as creative writing, media, journalism, etc. This has an implication for teaching – is English even a homogenous subject at all if it can be divided into these separate disciplines at university level?


While most of us feel that we are teaching things not within our specific specialism at times (since what can be considered to comprise ‘English’ is so vast), there is also a relevant consideration in terms of whether literature specialists really feel empowered to teach creative writing (genuinely as a subject in its own right rather than simply to meet a set of artificial exam criteria), or if someone whose degree is in writing feels equally empowered when faced with teaching literature without the schema developed by someone who has studied, for example, multiple Shakespeare plays or Victorian literature in units at university.


The answer to this perhaps lies in a couple of key areas, the first being teacher self-awareness and self-reflection, with a view to ongoing CPD. Due to the nature of the subject and teacher specialisms however, CPD for English teachers should be individual and tailored. While this does not always occur in the context of whole school development, as individuals we absolutely can take ownership of filling some of the gaps in our own knowledge. The second area is in collaboration within our departments and both across local schools and nationally. As John Donne famously put it, ‘No man is an island entire of itself’, and neither is any English teacher. Nor are we individually experts in everything, but across the breadth of the country is a huge amount of expertise. Consequently, we would urge teachers to participate in and pursue opportunities for collaboration, with colleagues and in wider CPD and professional association networks nationally.







A subject in crisis? Problems facing English


Recent figures show that between 2016–17 and 2020–21 there has been a national decline of 25% in students taking English literature A-level, with a corresponding drop of 20% for English language. Since 2016, there has been a 23% decline in female students taking English subjects at A-level, increasing to a 34% decline in male students (Education Data Lab, n.d. a; Education Data Lab, n.d. b). It seems evident from research by the British Academy (Hopkins et al., 2023) that the uptake from A-level to degree level in English remains broadly consistent; enrolments for literature in universities are down around 8–9% as a consequence of the falling numbers taking the subject at A-level rather than any change in conversion rates between further and higher education.


Why is this?




Challenges


There is a widespread perception that the current (at time of writing) GCSE syllabus in England (2015 onwards) is dry and test-focused, with learning by rote, which has put students off pursuing the subject further. The focus of students, caregivers and even some schools on achieving a grade 4 or 5 to continue to further post-16 education (the grade varies depending on setting) means that students often see English language as a gateway to other subjects rather than a subject worth studying in its own right. This has a knock-on effect for teachers of English who are pressured to meet targets and treat exams as exercises in hoop-jumping, quickly learning tricks to adapt to new assessments. But these tricks are not ‘English’, or at least not what it can and should be.


There has also been a narrowing of the literature curriculum and much less time and opportunity to teach beyond set texts. In some areas, Ofsted produces pressure for uniformity, assessing ‘typicality and sequence’, which places limits on teaching content and activity. There is clearly a shared perceived narrowing of what constitutes English in recent years, and this is impacting the ongoing uptake of our subject at a higher level after it is no longer compulsory. It begs questions about whether the current GCSE framework, in English language in particular, is in fact fit for purpose.


GCSE English language, as Nicholls (2022) says, ‘is the piece of paper a person must hold to show that they can access spoken and written materials and make sense of the world on the next phase of their journey to becoming fully fledged citizens of the world. And it is proof that a person can effectively access any other part of the curriculum and indeed communicate their own understanding and knowledge about – well – everything.’


So, in our view, what’s missing in English language GCSE? Any discussion should include learning about spoken language and the continuing evolution of English. English is a living evolving thing that connects in its diversity, it amuses and delights. Students should learn about debates over ‘political correctness’ and the power of language to influence, as well as sociolinguistic, cultural and historic aspects to communication. It should include discussion and debate around evolving forms of communication, including modern communication.


To ‘increase standards’, the ‘new’ GCSEs of 2015 have largely removed any teaching of media, yet there is a huge need for students to learn about such a large aspect of their current and likely-to-be future lives, teaching critical evaluation and thinking. In a real world needs model, for students, there is less benefit in being able to read a Victorian article about travelling by the newly-invented bicycle than there is in being able to analyse use of presentational devices in a party political election leaflet. Although some cynics may argue that perhaps this is the point! Studying Victorian writing is important within a cultural heritage and cultural literacy context and we would never deny this. However, this works within the context of literature, not as language study, unless it is part of a relevant dialogue about our changing language over time, which also considers aspects of dialect, accent and sociolect within a debate about standard English, privilege and prejudice.


‘In English Language, students should be demonstrating that they can appreciate the difference between an email and a letter in terms of mode and context. They should know all about algorithms and news feeds – advertising, memes, social media – and should be competent in their ability to check sources and account for crucial aspects of context which are critical to the reader’s full understanding of a text. They should be aware of audience positioning and the tricks of the trade such as image manipulation and captioning so that they can filter and process the information which will bombard them throughout their lives. They should be able to debate, thoughtfully and analytically, issues about language which demonstrate both its power and importance. Ultimately, they should be empowered as both consumers and producers of language’ (Nicholls, 2022).


Tackling this as part of curriculum design


This is easy enough at Key Stage 3 where there is more freedom to explore. However, a GCSE specification that requires students to write in a completely artificial way, producing a short story, newspaper article or speech in 45 minutes with no access to research or tools that any writer in the real world would naturally use, such as a thesaurus, is not a real reflection of writing in practice and the artificiality of this does not necessarily help students learn how to write ‘properly’ in a way that might be transferable to writing in the real world.


In order to attempt to ensure students receive their ‘passport’ to the world beyond, teachers understandably teach their students to jump through hoops, learning almost by rote sentence structures and mnemonics for techniques (DAFOREST OR SHAMPOO anyone?) that students can replicate in an exam to access levels on the mark scheme. There is very little genuine writing or writing practice that occurs. There is little teaching time given (because little time is available) to consideration of the real, fundamental differences in written form. It requires an immense amount of courage and faith that teaching your Key Stage 4 students real journalistic writing and methods will enable them to produce the kind of piece that will receive high marks in a GCSE exam.


We’re with Jennifer Webb (2020) when she says, ‘everyone has a right to write. An inalienable right, as an art form.’ This means changing our philosophy on writing right the way through the secondary curriculum. Write less, but more meaningfully. It’s not about output but about crafting, to really understand form, language choices, style, voice, tone. And editing, revisiting, drafting, not within a single lesson or just the next one but over time.


There are also specific challenges in English related to male students. There is a widely shared view that English is ‘not for boys’. Pinkett and Roberts (2019) talk about ‘the engagement myth’ that – amongst other things – results in reinforcing potentially harmful stereotypes about gender and encourages low expectations of boys. The researchers remind us that ‘teach boys in exactly the same way that you teach girls (or all students). High challenge. High expectations. No gimmicks. No shortcuts.’ And we need to remember this when planning and delivering the English curriculum. Can you imagine if someone were to say, ‘we’ve chosen A Midsummer Night’s Dream to read in order to engage our female students who just want to read about romance, plus girls like fairies and animals too’? We should choose Macbeth because it’s an incredibly good play written in the most emotive and powerful verse, showcasing some important ideas about morality and power, not because it’s violent and bloody and boys like that sort of stuff. Does it make girls who appreciate Macbeth masculine? This is not to say that texts that raise questions and discussion about gender have no place in the curriculum. They absolutely do if English is to fulfil its role in getting young people to consider people and their societies. It is stereotypes that have no place in the curriculum.


A basic sense of reading for pleasure and finding enjoyment in cultural activities related to reading and writing is also disappearing. There may be many reasons for this including: few or no books owned at home; limited access to libraries but also online resources behind paywalls; for A-level students the pressure to work which means there is not time to read outside that spent on study. It is also the case that some young people see their engagement in areas such as fan fiction, blogging, YouTubing, gaming, and animation as distinct from anything they study in English at school, which in part links back to this sense of narrowing what English is, can, should be all about.


Do we also need to address the question: ‘What is literature?’ Are Shakespeare’s plays literature but young adult fiction not? If English literature teaches students to critically analyse ‘texts’, then how far do film and media fit into our broader definitions of what constitutes a text? There is a problem in challenging perceptions about the narrowness of the subject in these regards, especially at Key Stages 3 and particularly 4 (although arguably less so at A-level).


Perhaps the biggest hurdle we face is a cultural one based around current narratives and assumptions about careers and skills. The emphasis on STEM subjects within schools, colleges and in much of the media, particularly when it comes to careers advice, has seen English routinely undervalued. It is often viewed as a subject where the benefits are vague and amongst the higher education community there is a concern that this could lead to a position where the need to secure a good job means English (and arts and humanities subjects more broadly) becomes a luxury subject and the province of the privileged (Hopkins et al., 2023). Students are dissuaded from studying subjects they genuinely enjoy and value on a personal level (which obviously extends beyond English to most arts and humanities subjects) because there is a narrative that this will leave them unemployable and destitute.


To counter the problem, English teachers need to challenge these assumptions directly in the classroom. They will need to weave employment through the curriculum with useful information about what career paths are possible, what they entail, and their associated incomes and market information. This should help to demonstrate to young people that careers which at least provide sufficient income to pay the mortgage are valid choices from English, as well as promoting elements of job satisfaction that are not financially motivated – an area we see as sometimes lacking in student perceptions of careers. See the section on ‘promoting english’ on page 119 for some further practical suggestions to tackle this.







What does all this mean for subject leaders and teachers?




	Curriculum design: English departments need a clear vision of what studying English is for them, with key essential ingredients that are obvious in all areas of the intended curriculum.



	Commonality of English literature: an exploration of what it means to be human, coupled with an examination of how this has been expressed by societies over time, and how language has developed as a result of the changing world.






A department could consider a curriculum linked through:




	How people use power



	Humans as explorers and creators



	Human relationships



	David Didau (2023) has also kindly shared a curriculum via his website www.learningspy.co.uk/english-gcse/oat-english-curriculum/.






Our approach to the curriculum also includes ‘big questions’ that direct the department to the key thinking that we want students to undertake, exploring what it means to be human and exist in this world, at some point in time.










Our curriculum example


Whilst we would by no means present this as an ideal or perfect curriculum, the following section is an overview of the current English curriculum at our setting, with some justifications to our curriculum choices. Our curriculum is backwards engineered from Key Stage 4 where text choices are governed by exam board specifications. Literature texts are all linked through a theme of power, from poetry to the power of economics in A Christmas Carol, questions about leadership, ambition and care for one’s people in both Macbeth and Lord of the Flies, and power of personal choice and free will running through all of them. Having made these text choices, we then designed a Key Stage 3 curriculum to consider similar themes and ideas, often from a different perspective and incorporating a wider range of voices across time and forms of writing than we are always able to at Key Stage 4.




Key Stage 3


Threads of power, conflict, morality, greed and injustice weave together a range of diverse texts, writers and language from ancient Greece to the modern day, across the whole of our Key Stage 3 and 4 curriculum. A thematic approach to our Year 7 curriculum allows students to experience a journey of sea travel, heroism and the telling of stories, from Greek myth and drama through to the comedies and tragedies of Shakespeare’s Elizabethan England, consider morality in Treasure Island, the chaotic streets of London during the 2011 riots and the coming to light of the Windrush scandal in 2018. A focus on narratives and voice allows a consideration of how stories are told, and told ‘slant’, in order for students to then consider whose voices are marginalised and through their own narratives allow those voices to speak.


A contextual approach to the Year 8 curriculum means an in-depth study of the Victorian psyche, through to Gothic literature and non-fiction. We track the growth of Gothic fiction from rural to urban and then to American short stories and poetry (eventually linking to the development of dystopian literature in Year 9), as well as the use of Gothic tropes in modern TV dramas. Students revisit the conflict of Shakespeare’s England through Romeo and Juliet to Noughts and Crosses, continuing this thread of conflict into poetry (Renaissance, Enlightenment and Emancipation, looking at diverse voices in poetry across time).


The Year 9 curriculum acts as a bridge to help prepare students for the challenges of the GCSE curriculum: students encounter literature that has been selected to inspire their growing minds and to compliment the skill sets that they have developed. To build understanding of allegory before diving into two texts at GCSE – A Christmas Carol and Lord of the Flies – students grow their knowledge of the dystopian genre through a range of extracts and forms, including dystopian graphic novels and TV scripts, before whole text study of Animal Farm. Allegorical contexts continue through study of the play The Crucible expanding ideas about power and witchcraft before tackling Macbeth at GCSE. Students finish the year by continuing their consideration of poetry across time by exploring ideas about power and protest, from the Romantics and American civil rights writing to contemporary writers, such as Amanda Gorman and Warsan Shire.








So, what is English made of?


In our view core concepts of English consist of:




	Narrative



	Form



	Oracy



	Interpreting texts



	Creating texts



	Grammar and the structure of language
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