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				When you Google quotations from Einstein there are so many that you wonder how he found time to develop his theory of relativity. My favourite (obligatory?) quotation of his is “Everybody is a genius. But if you judge a fish by its ability to climb a tree, it will live its whole life believing that it is stupid.” This book just resonates with Einstein’s scathing observation on what we do to people, and children in particular. Of course if we take relativity seriously it could be that it is the other way round!

				One of the most bizarre phenomena is that we repeatedly castigate our education system. It is argued that it is not as good as Finland or that we need to look to Singapore to develop effective Mathematics teaching. Yet, there is a counter current of educationalists coming to the UK to learn about innovation and how to develop creativity. As a nation we behave as if we are an egocentric toddler by grasping at what others in the playgroup have without appreciating the worth of what we are actually holding.

				The value of this book is that Andrew has joined the ranks of a minority of educational authors who are committed to keeping the story of education alive. As you read the book you will sense his passion to release and cultivate the wellspring of education that lies with character. He speaks of a substrata of intelligence which he calls ‘invisible ink’. These facets are itemised and clear strategies for their propagation are considered. The book is deeply subversive as he seeks to spill this ink and not merely blot it up or screw the lid on the bottle like so much current education practice attempts to do. There is an unashamed polemic to recognise the need to place the child at the heart of education.

				The book is peppered with stories and these score points throughout. As an academic educationalist they cause me to re-engage with the excitement of teaching and its effective design and construction. No story is gratuitous though I would like to speak to Henry (see Chapter 1) and suggest that he cuts a deal for a share of his father’s royalties.

				Reading ‘Teaching for Character’ is a bit like visiting Madame Tussauds, though probably much cheaper. You are transported to a ‘hall of fame’ the influential and in many cases almost forgotten are resurrected; Bruner, Montessori, Dewey, Locke, Rousseau, Piaget and Gelb. These are not past masters who have been superseded but prophets whose message needs to be reawakened. Andrew has certainly got the defibrillator out!

				There are now a plethora of routes into teaching including Teach First, Teach Direct and just walk through the door. This book ought to be mandatory reading for all who want to nurture the thinking and learning of children and young people (and adults if it comes to that, just think what it would do to a professional development day). It is the antidote to the great march backwards to a sort of Victorian approach to teaching with a touch of IT.

				Andrew, thank you for writing this book – it is beyond being timely.
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				Senior Lecturer in Education at University College London / Institute of Education.
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				I am not a scientist. I bunked off too many science lessons at school, preferring to hide in my Dad’s shed on his neighbouring allotment, with a starter pack of Silk Cut and a box of matches padded out with tissue to prevent an incriminating rattle. The shed was warm and cosy and I could spy on my compliant classmates up in the science block from a small crack in the shed wall. Tobacco smoke, combined with the earthy smells of compost and potatoes, all neatly chitting on the shelf, must have made for a furtive whiff when I got back.

				I wish I’d known then what I know now. Not only about the dangers of smoking, but about the perils of ignoring what was going on in those science lessons. Science and I parted company thirty years ago. Luckily we’ve recently become reacquainted. Turns out it’s more exciting than my old man’s allotment shed.

				In order to make up for lost ground, and in penance for the truancies and the cigarettes of a misspent youth, I recently set myself the task of trying to understand quantum mechanics. An ambitious task, perhaps.

				I can think of three reasons to explain why QM is so very difficult to comprehend. Firstly, it is describing something that is entirely hidden from view and, in many respects, counter-intuitive to our classical view of the world around us. Secondly, it is explained in language that belongs to the era of classical science – it’s like using English to describe the English language to an alien, or lighting a stadium with a pocket torch. And thirdly, I must have been in my Dad’s shed for that particular lesson.

				Before the twentieth century, a classical view of science held that the description of the nature of an object and the measurement of that object were the same thing. Reality was as you measured it to be. If you could identify what an object is made from then you could accurately describe its state, its existence in the universe. We now find that such a theory fails spectacularly at the subatomic level. When cleverer men than I discovered that particles of mass can behave like a particle and a wave (with no mass) at the same time, then everything changed forever and the modern, technology-rich world as we know it today, but unimaginable a century ago, was born. The concept of accurate measurement was replaced with the invisible concepts of potential and probability. As Jim Baggott (2011) says in his extraordinary The Quantum Story, ‘we began with the certainties of knowledge and ended with the knowledge of absolute uncertainty’.

				I cannot explain the quantum world in any more detail other than to say there is an invisible quality to the existence of things: a relationship between mass and energy, and a reaction to the environment in which things exists, that means, in theory, anything and everything can happen. We cannot perceive reality as it really is, only as it seems in response to the questions we ask of it and the measurements we take.

				And so it is with education. There are many elements of teaching and learning that remain hidden from view, and the language we use to try to describe these invisible elements belongs to an era in which only the visible counted. The measurements we take must not be misinterpreted as the only truth, or else the law of self-fulfilling prophecies applies. (Take the humble word progress, for example: it suggests advancement towards an established, visible goal, and yet none of us know where our pupils’ trajectories are headed. None of us know their potential. None of us can see their energy. Perhaps that’s why I’ve always preferred the word development instead: it suggests growth from the root, rather than advancement to a pre-ordained height).

				With apologies to any scientists reading this, let us assume the examinable aspect of a child’s intelligence is his ‘nucleus’. His energy and potential we shall call the ‘electron’. We teach, weigh and measure the nucleus of the child with great regularity and assume this is an accurate description of the child and his ability. It’s not. It’s not at all. The weighing of the nucleus gives little regard for the potential of the charmingly unpredictable electron encircling it, and yet it is this little fellow that will have greatest impact on the child’s output: yesterday, now, tomorrow and in the future. No-one can accurately predict what that child is capable of saying, writing, doing or being, not today, not tomorrow, not ever.

				To suggest that a child’s actual ability and potential can be encapsulated in his predicted grades for GCSE, or his Common Entrance results, or his row of A*s at A level is as absurd as suggesting that the state of an object can be defined and described with certainty through classical measurement. Or that your torch can reveal every seat in the stadium.

				Or it’s as absurd as saying that a Formula One racing car’s performance is defined by its position on the leaderboard. Rather, this is the result of its performance on a given day and in response to a particular environment. Its actual performance has to do with how it is running – its tyres, its engine, its aerodynamics, the driver’s skill, the driver’s concentration levels, the driver’s motivation and mood, and not to mention the environment in which the car finds itself: the movements of the other cars, the intentions of their drivers, the weather, the surface, the unexpected actions of the crowd, and so on. There are so many variables, so many observables. In theory, the car could win any race or lose any race; it could spin, leave the ground or, God forbid, burst into flames the moment it leaves the starting grid. It has incalculable potential.

				To say the result that a car achieves in a race is its performance is to miss all the opportunities the race team engineers have to improve the car next time. If they focused only on the leaderboard position – the visible results of the car’s performance – they’d pack up their spanners and go home. Job done. The challenge – and the excitement, one assumes – comes from analysing what worked, what failed, and what can be finely tuned for an improved performance next time.

				And so it is with education, again. A growth mindset, rather than a fixed one, lies at the heart of good teaching and learning, and yet so much of schooling seems hell-bent on delivering fixed measurements, and then calling them ‘performance’. It’s hard to maintain a growth mindset when you’re knee deep in summative assessment scores, printed indelibly on your academic report. The language we use to report on children’s ‘progress’ through school is concerned with the measurable: assessment, attainment, lower and higher ability, and so on. I used to think I was pleasingly progressive when, in various leadership roles, I encouraged colleagues to use the word ‘journey’ more often. It’s the journey that matters, and so on. It is only now that I realise ‘journey’ assumes an intended destination too. The word adventure would have been better. Perhaps schools should be renamed ‘adventure centres’; the assonance alone would win over critics.

				As Maria Montessori put it,

				If education is always to be conceived along the same antiquated lines of a mere transmission of knowledge, there is little to be hoped from it in the bettering of man’s future. For what is the use of transmitting knowledge if the individual’s total development lags behind? (Montessori, 1949: 4)

				What lies behind an A grade in French, after all? Or a B in History? How was it achieved? This is only the visible element – the physical examination paper with etchings on it – the downloading from a term spent genning-up. But the grade itself can all too easily become the accepted description of the child’s ability – the classical measurement. If you get on the leaderboard you’re a success and if you don’t you’re not. The proof is there to see – you’re a B or a D or 120 VR or a 96 NVR. The little, enigmatic electron is nowhere to be seen.

				I’ve always enjoyed a delightful quote from Alfred Binet, father of the IQ test: ‘Intelligence, like love or beauty, is immeasurable.’ In quantum terms, I guess it’s uncertain, unpredictable and dynamic; there is a great deal that is hidden from view. There is much more behind that A grade than the child’s computational capacity or his mastery of the 3Rs (to receive, remember and regurgitate) on a given day. The results of an exam cannot, unfortunately, be attributed solely to the extent to which the pupil listened and worked hard in class or crammed the night before. There is an infinite number of variables at play. An infinite number of observables. There is his character, his motivation, his levels of curiosity and interest in the subject, his rapport with the teacher, his mood on the day... and so on. It is these invisible elements that combine to create immeasurable potential in every child.

				Often, when I have attended parents’ evenings for any of my four children and have asked how each of them has performed, the teacher has referred to my child’s recent examination results (parents’ evenings so often follow exams, don’t they?) and told me that my child has performed ‘very well’ in English or Geography, or even Science in the case of my eldest son, Henry (I resisted renting an allotment next to his school for fear of distraction). The evidence for this conclusion is the A grade marked against my son’s name on the list of examination results in the teacher’s hand.

				Had I been granted more than the obligatory five minutes in the speed-dating whirl of a parents’ evening, I would have said, ‘I’m sorry, when I asked how has Henry performed, I meant how has he performed in class this term? I didn’t mean what grade has his learning performance yielded in the latest round of examinations. That would be a different question, wouldn’t it?’

				It would be hypocritical of me to suggest that I have not reached for the same sheet of assessment results when a parent has enquired about their child’s performance during my seventeen years of teaching. Of course I have – because it has often been the only hard evidence I have had to hand. Or at least the only evidence that is visible and quick and can be communicated in a five-minute speed date. A more prosaic exposition of a child’s learning habits would take much longer and is going to be – and this is the real nub of the problem – harder to see, harder to measure and harder to comment on using the traditional language of school, our inherited lexicon of progress, assessment and attainment, which flounders when trying to describe character, or motivation or curiosity or potential, and emanates from the dictionary of fixed mindsets.

				In briefing parents on their daughter’s academic progress, can you imagine the reaction if I had said, ‘Well, Mr and Mrs Jenkins, of course we all know that intelligence, like love or beauty, is immeasurable, so I can’t really tell you. But isn’t that liberating?’

				A teacher must demonstrate that his or her pupils are making progress towards the required standards. A school must deliver the grades its pupils need in order to access the next tier of their education, which, coincidentally, will be predicated on earning grades to access the next level, which in turn is focused on gaining the grades needed to access the next level again. And the next. Until, in a glorious graduation, the student enters the adult world only to find that grades were only half the story.

				When renowned business leaders stand up and tell us that our education system is failing to deliver graduates who possess the aptitudes and attitudes needed in the workplace I’m tempted to retort, ‘Of course. Our formal education system was never designed to deliver those things; what did you expect?’ As Ken Robinson says in his Out of our Minds, ‘It’s like buying a bus and complaining that it sank.’

				I believe that our formal education system, as we know it, is predicated on certain historical assumptions about the purpose of education, which were made when mass education first came into being:

				
						The most effective way to bring about success for a society and its economy is to develop the intelligence of its younger generation.

						The most accurate measure of intelligence, and therefore a predictor of future success, both for the individual and for the economy, is academic qualification.

						The best way to incentivise students to study for academic qualifications is through a system of external rewards and sanctions, and the best way to chart their progress is by examination.

				

				I believe these assumptions are flawed for a variety of reasons. Firstly, when intelligence and academicism are conflated, other forms of intelligence – equally important for future success and equally valuable to employers in a post-industrial labor market – are filtered out.

				Secondly, a school curriculum which leads to academic qualifications sifts subjects and abilities into ‘useful’ and ‘non-useful’ categories, those that are examined and those that are not, thus creating a hierarchical approach to learning and pupil development.

				Thirdly, the delivery of a rigid, academic syllabus (with knowledge, skills and concepts to be taught, learned and examined) creates a stultifying classroom experience and a culture non-conducive to natural curiosity, creativity and the character traits and attitudes most likely to bring about success and well-being.

				And finally, one of the most destructive forces to inhibit a child’s natural curiosity and creative potential is the pressure exerted by external rewards and sanctions. Extrinsic motivation seldom produces the same quality or quantity of work as its cousin, intrinsic motivation, which is derived from deep engagement in, and ownership of, a learning activity, when the creator sees meaning and purpose in what they are doing (beyond the rewards/sanctions if they succeed/fail). 

				This series of books will attempt to do more than complain about the traditional school system we have inherited. It will provide practical advice and suggestions for delivering on those all-important academic qualifications at the same time as nurturing curiosity, creativity, motivation and those character traits and attitudes that are so important to prosperity and well-being, far beyond the school gates.

				The Department for Education’s current Teachers’ Standards clearly recognise the importance of such development in addition to academic progress. Such standards by no means focus only teaching academic knowledge and skills; they state that a teacher must establish stimulating environments, encourage positive attitudes, promote a love of learning and foster intellectual curiosity. And the onus to demonstrate proof that these aims are being met lies with the teacher – and, in some schools, is scrutinised through their performance management. So it must happen and it must be evidenced.

				But I shall resist the temptation to propose a structured, measurable programme for assessing and reporting on those invisible elements. Heaven forbid my daughter returning home saying that her Curiosity grade has slipped from an A to a B minus.

				With science enjoying such dominance over the arts, the consequence of which has led to an obsession with measurable evidence, I worry that in debating how we develop character, or curate curiosity or encourage creativity, we are drawn to the inevitable question, ‘How do we assess it?’

				This dominance of science over the arts is reflected in most curricula around the world. It is difficult to deny that we too have inherited a hierarchy in which academic subjects enjoy a higher status, and more curriculum time, than creative subjects. When I was a Director of Studies I dolloped out that most precious commodity – time – to each subject across the timetable in the usual manner: five scoops for English, five for Maths, five for Science, three scoops for MFL, two scoops for History, and so on, until you reached Drama and PSHE which made do with half a scoop between them (or the morsels of time still stuck to the scoop). As a consequence, the ability to receive, remember and regurgitate academic knowledge on demand is deemed to be of greater importance than the ability to work as part of a team, or use one’s initiative, or express oneself creatively, or envision solutions to problems, or cope with uncertainty, or feel empathy for others or show kindness and tolerance. Perhaps this is why one hundred years ago this year, John Dewey wrote:

				From the standpoint of the child, the great waste in the school comes from his inability to utilise the experiences he gets outside school in any complete and free way within the school itself; while, on the other hand, he is unable to apply in daily life what he is learning in school. (Dewey, 1915: 47).

				The constant need for evidence of progress, measured against established targets and predictions, means that science and logic and reason and meaning will always enjoy more attention than the Arts which are, by definition, harder to codify and assess. It is a wonder, then, that the word ‘play’ has managed to survive in our lexicon at all. We have the very sound thinking of the early years education to thank for this, perhaps – more on which in later chapters.

				And still, a century on from Dewey, the disconnect persists; but any school that chooses not to perpetuate the same hierarchy of academic intelligence over other forms of intelligence (which may have more application outside school) will fail. I sometimes wonder whether the real purpose of school is to prepare students for… the world of school. By the time my children finish their education they will have developed all the learning skills and amassed all the academic knowledge they need to be able to succeed in school. Perhaps they should become teachers or university professors then?

				But, oh, how the world is full of pundits and spectators all gazing at education and telling those of us within it what we are doing wrong! But not enough people are giving us solutions to the problems and inadequacies which they politely, and often engagingly, highlight for us. We know a learning revolution is required; we know that our inherited education system is predicated on industrial-era thinking that lacks relevance today; and we know that the system we’re using isn’t delivering the skills and attitudes needed for tomorrow’s world of work. We don’t need anyone else to tell us this any more. When you point out the lack of solutions emitting from certain critics of our current education system, they will retort that it is not their role to provide them; they are merely catalysts for change, the interlocutors.

				That’s a cop out. We need solutions. And what we really need is practical ideas to help us deliver the aptitudes and attitudes needed for the modern world of work within the system that we currently have – because we’re not going to change it overnight. And we need ideas for how to evidence that it is happening.

				This series will not be another teacher-bashing tome, aimed at pointing out the flaws in the current system – such a crusade is old hat now. We could round up those responsible for creating our traditional education system of teaching to examinations and throw squashed tomatoes at them on the village green, but they are long dead and buried – perhaps that is just the point.

				And we shall never create a learning revolution by knocking the very teachers who are trying to do the best they can with what they have inherited – the heroes who work tirelessly to equip children with twenty-first century skills using nineteenth century tools and in an environment that often resembles a nineteenth century clerk’s office.

				I know of not a single teacher who believes the current educational system is without flaws and who is motivated by the tantalising prospect of teaching children ‘out of creativity’ rather than into it, or robbing them of the awe and wonder with which they were factory-fitted at birth. No teacher I have ever met has been motivated by robbing children of their innate creativity or curiosity; it is just the system we have inherited. But at the very least, we can work within the system to ensure that our teaching is more ‘in sync’ with the natural rhythms of childhood. As Jerome Bruner tells us,

				‘The task of teaching a subject to a child at any particular age is one of representing the structure of that subject in terms of the child’s way of viewing things.’ (1977: 33).

				Such an aim is reflected in the current version of the DfE’s Teachers’ Standards, which state that a teacher must:

				Demonstrate an awareness of the physical, social and intellectual development of children, and know how to adapt teaching to support pupils’ education at different stages of development. (DfE, 2011: 11)

				Viewing lesson objectives through the eyes of a child may be a good place to start. Greater changes take time and can only come from a place of trust rather than distrust – optimism rather than pessimism. A growth mindset rather than a fixed one.

				And it can only be achieved by sharing wisdom rather than scare stories; and by wisdom, I mean ‘What I Shall Do On Monday?’ – practical ideas is what we need, suggestions for what to do, and how to evidence what we’re doing, rather than complaints that we’re not doing enough.

				This series is a collection of ideas that will help teachers to deliver on those invisible elements of teaching and learning at the same time as teaching the knowledge and information required to pass those all-too-visible examinations. It is not either/or, it’s and. We can continue to teach to a syllabus but we can do it in ways that do not stamp out those qualities that our charges will need when they eventually leave us; qualities that I believe all children have by virtue of being human.

				I hope these books will shed some light on the invisible elements of school life – those human aspects that are seemingly immeasurable and difficult to report on, but no less important in the world outside school: our character, curiosity, creativity and our intrinsic motivation; the way we think; the way we communicate with each other; how we work together and depend on others to succeed.

				These invisible elements are important inside school too. In fact, I believe they are essential if the child is to reach his or her academic potential whilst preserving their emotional well-being and self-esteem. Schooling can be an arduous voyage, and it requires far more than academic competence to stay afloat.

				I don’t believe one can separate the visible curriculum from the invisible one; they are interconnected and interdependent. Which is why, pleasingly, words like attitude, curiosity, values, behaviour and relationships all feature in the DfE’s Teachers’ Standards alongside a requirement for demonstrating good subject and curriculum knowledge.

				Let me give you an example: my son’s Science grade again.

				When he returned home recently with his end of term report, my wife and I were thrilled to see an A grade for Science. But it left me with some questions. Why was Henry performing better in Science than in Mathematics? Or Geography?

				What is it about Science that means Henry is able to achieve such a high grade? It would be so easy to answer this question with a simple, ‘Because he’s better at Science than he is at Mathematics’, or ‘Because he enjoys it more.’

				Why? Why is that?

				The truth is there are so many possible reasons why Henry achieved top marks in Science, and almost all of them are invisible to the naked eye:

				
						he likes the teacher and is motivated to work hard for him;

						he dislikes the teacher and thought he’d ‘show him’:

						he sits next to his best friend in science lessons and feels happy and included;

						his science lessons are in the morning, when he is fresh and alert;

						he has science lessons in the afternoon and has usually woken up by then;

						his science teacher has a strict routine and Henry likes to know what to expect on a given day;

						his science teacher is unpredictable and my son enjoys the thrill of not knowing what will happen next;

						his teacher allows pupils to work together in groups, which my son enjoys;

						his teacher never allows group work and Henry prefers it that way as he likes working by himself without distractions from others;

						the science teacher likes to be creative in his style of teaching and allows Henry to be creative too. 

				

				And so on. You get the picture. Or rather, none of us get the picture of Henry through his science grades alone, whether they are for effort or academic attainment. These are only the visible signs, the results, of placing Henry in that subject, with that teacher, on certain days, in a certain room, at this particular stage in his life.

				His teachers may choose to interpret Henry’s grades as a sure sign that he is a scientist in the making, but that cuts both ways. If they dip will they look elsewhere for career ideas? Is it true, then, to say that because his French grade was lower, Henry is not a linguist or interpreter in the making?

				No. Just as there are myriad factors contributing to Henry’s current prosperity in Science, there are myriad reasons why he is not achieving the same levels in Geography. And, again, so many of these are invisible.

				To divorce the visible signs of success from the invisible factors that contribute towards that success, beyond children’s ability to receive, retain and regurgitate (the visible signs of ‘work’) is like telling a top tennis player, ‘Hit the ball like that and you will always win.’ As any sports coach will tell you, much of the game is in the head; it’s there that the real battles are fought and won. Sports psychology is big business.

				And as any good teacher will tell you, it’s not just a child’s ability to receive, retain and regurgitate that will bring her success; rather it has everything to do with her character, her attitude, her curiosity, her motivation, and so on.

				The child will need these invisible qualities like the pen in her hand needs ink.

				So let’s call it invisible ink.

				 

				The learning environment

				Wholesale changes to the way children are schooled are not necessary, even if they were achievable, because we have all we need already: what we currently have is a group of humans existing together in a building everyday, called a school. And where humans exist together there will inevitably be opportunities to develop the skills, aptitudes and attitudes required for adult life. It’s an invisible curriculum, and it’s already being delivered every day in every school. It is not written down and perhaps it neither could or should be, at least in the same, structured and progressive way that we have come to expect from school curricula and assessment systems. But it does need to be evidenced, of course.

				It is often said that the moment we recognise the importance of something in schools we turn it into a subject on the timetable and immediately write a curriculum for it, accompanied by those all-important assessment criteria and level descriptors, of course.

				None of the books in this series are proposing such action. Rather, I am arguing that we should indeed resist such temptations.

				In saying so, this is not to say that any of the elements in an invisible curriculum cannot be taught or cannot be written down at all. The question is often debated isn’t it: can character be taught? Can you teach someone to be curious? Is it ever actually possible to motivate someone else? Can someone be taught to be imaginative enough to create something original and of value?

				The answer to all of these questions is a resounding ‘yes’.

				But such an affirmation comes with a caveat: one cannot teach character, or curiosity, or creativity – or any of the constituents that make up our ‘invisible ink’ – from a rigid, incremental curriculum and through timetabled, discrete lessons. The rush to shoehorn in an extra half-hour period of ‘character education’ into an already cluttered and compartmentalised timetable needs to be resisted. Something quite different is required. A different approach. But it’s not difficult, and it’s not new. It requires no written syllabus. In fact such an approach is not based on any form of established, written curriculum. It is transferable across all subjects. It is dynamic, adaptable and entirely open to the kind differentiation of which learning support coordinators and gifted and talented officers could only dream.

				It is called you.

				This series places the baton firmly in the hand of the teacher. Whether you know it (or like it) or not, you will already be conducting the children’s attitudes, emotions, ambitions, motivations and creativities: through the actions and attitudes and behaviours you model; through the things you say and the things you don’t say; from the eye rolling or the subtle tutting to the great, big beaming smiles; from the way you plough doggedly through the piles of books on your desk, to the way you bounce energetically around the classroom, chivvying or challenging.

				The climate of the classroom is yours to control. You are the thermostat. If you thought you were there just to teach your subject, you’re in for a rude awakening. (No teacher I’ve ever met has ever believed this, I’m sure).

				This series will not offer you a neatly presented, compartmentalised curriculum with separate schemes of work for each year group. Neither will it offer specific assessment criteria; there are no level descriptors in this book.

				What it will do, I hope, is demonstrate how to create the right environment in which children’s invisible ink can flow. It will shed light on that which can often become invisible – and falsely regarded as less important – in the rush to teach the visible things and pass the visible exams to reach the required attainment levels.

				In so doing, this series will help you to raise academic standards. It will do this by focusing on six key features of the learning environment – an environment for which you are chief architect and in which you can make the greatest difference to the children’s character, curiosity, creativity, motivation, communication, cognition and collaboration – their invisible ink. There are many features of an effective learning environment, but I should like to focus on six in particular throughout this series, and these are:
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				Every title in this series includes chapters on each of these six features. Every aspect of the invisible curriculum, from character to curiosity to creativity and so on, will be viewed through these six lenses.

				Can you teach character in schools? Can you teach curiosity? I believe we can nurture these invisible elements if we construct the right environment. The six key features of the learning environment which I offer are each built on a core belief:

				
						As teacher, your own character traits and attitudes are being modelled all the time – just as your own interpersonal and communication skills are being mimicked. In the invisible curriculum, you are the model learner.

						If we want to monitor and report on the children’s invisible ink, we need to consider the language with which we do it. A new script is required.

						
Group dynamics, shaping the social environment in which you teach, have significant impact on how effective the ‘invisible’ learning will be.

						
Choices are an essential feature of the learning environment – moments of independence when children’s attitudes are revealed by the decisions they make. They need the chance to opt in, or out, and to consider the consequences of choices made. Similarly, they need challenges and problems to solve, which will encourage their invisible ink to flow when they need it most.

						There has to be the element of doubt in teaching and learning; that is to say, when we present knowledge, skills and concepts to the children in ways that are indubitable, beyond doubt, then we are shutting off their innate capacity to wonder, question, scrutinise and discover truths for themselves. Not only this, we are giving children the false impression that everything in life is certain, but it’s not: established theories are being refuted all the time, historical assumptions can be questioned and commonly-held views are often at the mercy of subjective interpretation. This is how we evolve.
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Figure I: Six key features of the learning environment





