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CURRICULUM, PEDAGOGY & LEARNING POLICY  
 
St. Mary’s Catholic College believes that all people are gifted and talented in their own unique ways and capable of 
being successful in their learning.  The College will provide an increasingly personalised curriculum; use proven 
and effective 21st Century pedagogy and develop learners so that their talents can be used to their fullest as part 
of its Mission and Vision within the Catholic Church.   
 
This policy seeks to integrate elements of the curriculum, in its widest sense, including the curriculum model (all 
aspects of the timetable construction); the planned curriculum (programmes of study, schemes of work, lesson 
plans and projects); the delivered curriculum (including critically the pedagogy used) and received curriculum (the 
learning achieved and the development of the learner). 
 
We believe: 
 Intelligence is multi-faceted, plastic and changeable.  The explicit teaching of cognitive acceleration 

programmes, opportunity for social construction of knowledge and embedding of metacognitive skills across 
the curriculum have a powerful and profound impact on students’ thinking abilities. 

 Outstanding teaching, which uses high impact proven teaching methodologies, can unlock and develop 
students’ potential as teachers actively intervene to guide students on their learning journeys. 

 Enriching relationships between staff:students, students:students and staff:staff are vital to the well-being of 
all who work at the College, their success and achievement and ultimately their self-worth as individuals. 

 High challenge and expectations (see SOLO Taxonomy), clear goal setting with clarity around success criteria 
and feed up, feedback and feed forward are all essential elements of ensuring that students maximise their 
potential. 

 All staff must be at the forefront of learning about high impact pedagogical skills.  As learners staff must be 
given the time and opportunity to develop their skills, show openness and willingness to change and develop 
and reflect on their practice through an interdependent process with other staff and students.  

 
The College therefore will endeavour to provide a curriculum in which young people of all abilities are able to 
develop the knowledge, understanding, skills and the traits of an effective learner to produce lifelong learners, 
connected productive employers & employees, social entrepreneurs & good citizens. 
 
MAIN PRINCIPLES 
 

 The curriculum will have the following characteristics: Balance; Rigour; Coherence; Vertical Integration, 
Focus and Relevance. 

 The needs of the learner will be paramount within the Curriculum and where appropriate a process of 
disapplication will be applied to ensure all learners can make progress in their learning. 

 The curriculum will promote personal, social and thinking skills; basic literacy, numeracy and ICT skills; 
knowledge and understanding; metacognitive understanding; moral and spiritual formation and the traits 
of effective learners. 

 The College will provide appropriate professional development for staff in proven pedagogical practices to 
support high expectations and appropriate challenge  

 
AIMS 
 
The purpose of the curriculum is to help students to:  

 Develop as interdependent life long learners with lively, imaginative and enquiring minds 

 Develop personal, social, spiritual and moral values, respect for shared values and for other cultures, 
religions and ways of life  

 Have sound literacy and numeracy skills and social and personal skills that enable them to access the 
curriculum  

 Acquire knowledge, understanding and skills relevant to further academic or vocational study and 
employment in a world of rapid and discontinuous change  

 Be successful and passport them to future employment, training or further and higher education 
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EVALUATION 
 

 
John Hattie in his book on “Visible Learning” has synthesised over 800 meta-analyses relating to achievement.  He 
produced a scale to consider the impact of a variety of factors and interventions on student achievement.  The 
different impact is given a “d” score with zero equating to no effect.  The good news for teachers is that about 
90% of interventions and factors have a positive impact on achievement with another 5% having a negative impact 
as we would expect – disruptive behaviour, student mobility etc.   
 
However Hattie points out that in longitudinal studies, like those used in achievement studies, a d=0.15 or lower 
can actually be explained by the students’ own development during the process and is not linked to the 
intervention at all.  Interventions with a d=+0.15 and up to d=0.40 are classified as “teacher effect” in the research 
but these effects are below the average intervention or “hinge point” of d=0.40 that he suggests all teachers 
should be aiming for.  Put simply anything below d=0.15 is a waste of time, anything between d=0.15 and d=0.40 is 
only really worth pursuing if it requires very little effort and resource to implement, so what we should be looking 
towards are those interventions that have an effect greater than d=0.40. 
 

“While the message from this chapter is about the power of teachers, it is teachers using particular 
teaching methods, teachers with high expectations for all their students who have created positive 
student-teacher relationships that are more likely to have above average effects on student 
achievement.  There appear to be as many teachers who have effects below the d=0.4 hinge-point 
as there are above, and every year a student faces a huge gamble as to who is at the front of their 
class – will it be a teacher who has a major positive influence or a teacher who has a less-than-
average although positive influence?  It is any teacher who does not achieve an average of d>0.40 
that I do not want my children to experience!” 

(Hattie, 2009, p. 126) 
 

Evaluation Criteria Evaluation Strategy 

 

 To attain 60% 5+A*-CEM and a KS2-4 VA that is 
consistently within the top 10% of secondary 
schools nationally by 2012 and beyond. 

 
 To raise the level of attainment at AS-level, in all 

subject areas, to 20% A: 40% A-B: 90% A-E and at 
A2 to 25% A: 50% A-B: 100% A-E  

 
 By 2011 all subjects to have a positive value added 

ALPS (Grade 5) residual at both AS and A-level. 
 
 Very high quality teaching and learning throughout 

the College (90%+ Good and Outstanding lessons). 
 
 Staff have received professional input to help 

develop teaching and learning 
 
 Student Voice questionnaire shows 95% of students 

consider themselves to be well taught and teachers 
have high expectations of them. 

  

 
 Use of RAISE online to provide statistical data 
 
 
 
  Post-16 RAISE online 
 
 
 
 ALPS Report 
 
 
 Analysis of graded performance management 

lesson observations 
 
 Records of  relevant CPD, coaching or mentoring 
 
 
 Annual analysis of student voice questionnaire 
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THE CURRICULUM MODEL 
 
The Curriculum Model covers all aspects of the timetable constructed including: the subjects included, time 
available to subjects, organisation of students into learning groups (pathways & classes) and the allocation of 
teachers and learning spaces.  The main authority and primary decision makers are the Headteacher and senior 
leaders.   
 
The curriculum model will ensure that all students have access to a balanced curriculum.  Students will be 
increasingly able to personalise their curriculum through the process of informed decision making. 
 
The curriculum at Key Stage 3 will be compulsory for all students and will include elements of the following 
disciplines: Communication, Design, Creativity & Technology, Humanities, Information & Communication 
Technology, Mathematics, Physical Education and Sciences.  For example, students following the Accelerated 
Pathway who complete programmes of study early, in some foundation subjects, will have the opportunity to 
follow other relevant subjects as part of an extended and deeper curriculum.  Students in the Integrated Pathway 
will focus on developing core literacy and numeracy skills, required to fully access the curriculum, and will not 
start a Modern Foreign Language until Y8.  They will be taught a number of foundation subjects through a theme 
based curriculum. 
 
Disciplines at St. Mary’s 

 

 Communication: English Language, English Literature, Media Studies & Modern Foreign Languages 

 Design, Creativity & Technology: Art & Design; Design Technology; Enterprise; Photography; Music; Drama 

 Humanities: History, Geography, Politics & Religious Education 

 Information & Communication Technology 

 Mathematics 

 Physical Education 

 Sciences: Biology, Chemistry, Physics, Applied Science & Astronomy 
 
At Key Stage 4 students will, following appropriate high quality information, advice and guidance, be allowed to 
personalise their curriculum beyond a core experience of: Religious Education, English Language & Literature, 
Mathematics, Science, ICT, PE and PSHE & Citizenship.  In addition to the disciplines above students will have 
access to Social Sciences and Applied Learning.  In making decisions students should be aware of the 
consequences of their decisions for further study. 
 
Additional Disciplines at St. Mary’s in Key Stages 4 & 5 
 

 Social Sciences: Business Studies and Psychology 

 Applied Learning: Computer Science; Health & Social Care; Travel & Tourism; Child Development; 
Construction; Hairdressing & Motor Vehicle 

 
The curriculum model will ensure that there is a high level of rigour by providing a subject based curriculum 
through which students can develop the “habits of mind” – powerful ways of thinking - associated with 
sustained engagement with the particular disciplines and subjects. 
 
The curriculum model will ensure coherence across subjects by implementing a series of dynamic days that 
enable staff and students to work at a cross-curricular and interdisciplinary manner.  This will help students 
develop a broader understanding of the application of particular subjects within the World and the links 
between them. 
 
The curriculum model will ensure relevance for all students by ensuring there is high quality information, advice 
and guidance available to students and their parents at key transition points.  Choices about what to learn will 
increase with the maturity of the learner and students must be aware of the consequences of their choices for 
themselves and their future engagement in society. 
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The curriculum model will ensure focus through the development of students as learners along side the 
development of knowledge, understanding and skills.   
 

“The test of a successful education is not the amount of knowledge that a pupil takes away 
from school, but his appetite to know and his capacity to learn.  If the school sends out 
children with the desire for knowledge and some idea how to acquire it, it will have done 
its work” 

 
    Sir Richard Living stone, President of Corpus Christi College, Oxford, 1941 

 
Developing the 4Cs Learner  
 
The College has developed a model of a learner based on the 4Cs – Confident, Co-operative, Connected & Creative 
Learners.  This model is more fully explored in the section on the Received Curriculum.  To enable the 
development of the learner the College has implemented, a curriculum model, over a number of years, that 
includes the ALITE Learning to Learn (L2) programme.  This will now be fully implemented in Year 7 alongside the 
development of students’ basic skills to ensure we have learners with the capacity to learn as part of the 
development of the Confident learner. 
 
Development of the Confident Learner 
Year 7 will be the key year to underpin literacy, numeracy and oracy skills in all classes. English and Maths will both 
have increased contact time with students to 400 minutes each fortnight. The Integrated Services Department 
through the Integrated/Nurture Pathways in particular will take responsibility for regular monitoring of literacy 
and numeracy levels to ensure that all students reach satisfactory standards by the end of the year. 
 
The Learning to Learn programme will be implemented as follows: 
RS   I Learner 
Science  Team Learner 
IT  21st Century Learner 
 
It is expected that History and Geography will reinforce the principles of I Learner through their curriculum, PE will 
reinforce Team Learner and Maths will reinforce the 21st Century Learner.  The development of students’ 
metacognitive skills is the responsibility of all subjects and teachers and is covered more fully later in this paper. 
 
Development of the Cooperative Learner   
The focus in Year 8 will be on the Cooperative, Connected and Creative Learner building on the skills of the 
Confident Learner. Core subjects of English, Maths and Science will move to three periods per fortnight to allow an 
expanded humanities curriculum and more time for the creative curriculum to take place in Art, Performing Arts & 
Music.  
 
Dynamic Days will include the I Thinker learning projects for students being delivered by specific learning houses: 
 
Science & PE   Murder Mystery Learning Challenge 
Creativity & Enterprise  Festival Event Planner Learning Challenge 
Humanities   Archaeological Dig Learning Challenge 
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CURRICULUM SUBJECTS 
 

KEY STAGE 3 English 
Maths 
Science 
RS 
IT 
Art 
Drama 
French/Spanish 
Geography 
History 
Learning to Learn 
Music 
PE 
PSHE 
Technology 
 
Integrated Pathway  
(inc Hi Gg Dr Mu Te Ar L2L IT) 
 
Accelerated Pathway  
GCSEs Psychology 

KEY STAGE 4 English 
Maths 
Science + Separate Science 
RS 
IT 
Computer Studies 
PSHE 
Art 
Business 
Food 
GCSE French & AS French 
Geography 
Graphics 
History 
Media 
Music 
PE 
Photography 
Psychology 
Performing Arts/Drama 
Resistant Materials 
Textiles 
Travel & Tourism 
 
Specialised Pathway 
Health & Social Care 
PE 
Child Development 
Construction 
Motor Vehicle 
Business Enterprise 
Art 
Leisure & Tourism 
Media 

KEY STAGE 5 Art 
Applied Science 
Biology 
Business 
Chemistry 
Computer Studies 
English Language 
English Lang/Lit 
English Literature 
French 
Geography 
Graphics 
Health & Social Care 
History 
IT 
Maths 
Media 
Music 
Performing Arts 
PE 
Physics 
Politics 
Psychology 
RS 
Spanish 
Travel & Tourism 
General Studies 
Key Skills 
EPQ 
CVQ 
General RE 
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SUBJECT ALLOCATIONS 
 

  En Fr Sp Ma IT Sc PE RS Hi Gg Te Ar Mu DM Opt IP PSHE 

Y7                                  

7Z 1 & 2 4 2  4 2 4 2 3 1 1 2 1 2 1    1 

7X 1 & 2 4 2  4 2 4 2 3 1 1 2 1 2 1    1 

7Y 1 & 2 4 2  4 2 4 2 3 1 1 2 1 2 1    1 

7W 1 & 2 4     4   4 2 3              12 1 

                                   

Y8                                  

8Z 1 & 2 4   2 4 1 3 2 3 2 2 1 2 1 2    1 

8X 1 & 2 4   2 4 1 3 2 3 2 2 1 2 1 2    1 

8Y 1 & 2, W2 4   2 4 1 3 2 3 2 2 1 2 1 2    1 

8W 1 4   1 4   3 2 3              12 1 

                                   

Y9                                  

9Z 1 & 2 4   3 4 1 4 2 3 As for 9X & Y or GCSE 3   1 

9X 1 & 2 4   3 4 1 4 2 3 
3 3 

3   1 

9Y 1 & 2 4   3 4 1 4 2 3 3   1 

9W 1 & 2 4   2 4 1 4 2 3 2 2 2 1 1 1    1 

 
 

KS4  General 
Pathway 

      KS4 Specialised 
Pathway 

      

                

  Lessons     Y10 Lessons   Y11 

English 4     English 5   5 

Maths 4     Maths 5   5 

Science 5     Science 6   3 

RS 3     RS 3   3 

4 Options 12     BTEC 3   3 

Gen PE 1     GCSE 0  3 

PSHE 1     B & F College/ 
SMCC 

6   6 

Total 30     Gen PE 1   1 

        PSHE 1   1 

        Total 30   30 

            

            

Key Stage 5 Lessons    Lessons     

Y12  Y13       

 4 Option Blocks 20 4 Option Blocks 20         

Gen RE 1 Gen RE 1         

PE* 2 PE* 2        

PSHE 1 PSHE  1         

  Enrich 1         

 
 
* Jointly timetabled across Y12 & 13 on a Wednesday afternoon with two PE staff to allow inter-school 
competitive sport to take place. 
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THE PLANNED CURRICULUM 
 
The Planned Curriculum includes the development of programmes of study, schemes of work, lesson plans and 
projects.  The main authority and primary decision makers are Heads of Department and Subject/Key Stage 
leaders.   
 
During the late 1990s and into the early part of the 21st Century a process of “informed professional prescription”, 
largely delivered through a series of national strategies, was a key element of curriculum planning.  Whilst there 
was some strong elements to the national strategies there were also a number of poorly researched and 
implemented elements and the danger was that the profession became one of “recipe followers” with key 
knowledge and understanding of pedagogy being lost. 
 
St. Mary’s Catholic College believes that informed professional judgement is the key element in producing high 
quality curriculum, pedagogy and learning.  It requires creative, skilled craftswomen/men able to blend high 
quality ingredients into engaging and inspiring learning opportunities for students.  Informed professional 
judgement is formed at the intersection of a highly developed, evidence based and clearly researched pedagogical 
understanding allied with practical classroom experience and wisdom. 
 
The planned curriculum provides a fantastic opportunity: to develop our collective understanding of the 
curriculum, pedagogy and learning; for a range of collaborative professional development opportunities and to 
share best and next practice amongst ourselves.  It is where the practical expertise of teachers when allied with 
well researched and proven strategies can build a powerful base upon which the delivered and received 
curriculum can be built. 
 
The planned curriculum must ensure that all students have access to a rigorous and vertically integrated 
curriculum.   
 
This will stem from our subject based approach where the knowledge and understanding are planned and built as 
a spiral through the programmes of study, schemes of work, lesson plans and projects.  Staff must use their 
integrated, interrelated subject knowledge & understanding built around general principles - alongside 
collaborative planning with colleagues and practice in the class room - to develop a curriculum that effectively 
builds on students’ surface knowledge but ensures that the vast majority of time is spent at a deep – relational 
and extended abstract – level. 
 
The SOLO Taxonomy should be used to build increasingly greater conceptual understanding within students’ 
learning.  In the early phases of programmes students should be exposed to the “big picture” and concepts 
underlying a topic on which they can then build and link subsequent knowledge and greater understanding.  
 
Equally subjects must ensure students develop the “habits of mind” and engage in the processes that help define 
the subject’s area or discipline.  This is sometimes phrased as learning to be … a scientist, historian, linguist, 
geographer alongside the learning about a subject.  In Bloom’s Taxonomy it is referred to as “Procedural 
Knowledge” 
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SOLO TAXONOMY  

The Structure of Observed Learning Outcome (SOLO) taxonomy is a model that describes levels of increasing 
complexity in student's understanding of subjects.  SOLO Taxonomy (Biggs & Collis, 1982), provides a common 
understanding of the learning process through an overview of cognitive learning outcomes. 

SOLO provides criteria that identify the increasing complexity of student performance for understanding when 
mastering new learning. It is content independent and thus is useful as a generic measure of understanding across 
different disciplines. Teachers using SOLO can easily and reliably identify ascending cognitive complexity in 
individual and collective student learning outcomes. 

 

Unistructural Multistructural Relational Extended abstract

Define

Identify

Do simple 

procedure

Define

Describe

List

Do algorithm

Combine

Compare/contrast

Explain causes

Sequence

Classify

Analyse

Part/whole

Relate

Analogy

Apply

Formulate questions

Evaluate

Theorise

Generalise

Predict

Create

Imagine

Hypothesise

Reflect

SOLO TAXONOMY

(after Biggs and Collis 1982)

Prestructural

 
At the pre-structural level of understanding, the student response shows they have missed the point of the new 
learning.  
 
At the uni-structural level, the learning outcome shows understanding of one aspect of the task, but this 
understanding is limited. For example, the student can label, name, define, identify or follow a simple procedure.  
 
At the multi-structural level, several aspects of the task are understood but their relationship to each other, and 
the whole is missed. For example the student can list, define, describe, combine, match, or do algorithms.  
 
At the relational level, the ideas are linked, and provide a coherent understanding of the whole. Student learning 
outcomes show evidence of comparison, causal thinking, classification, sequencing, analysis, part whole thinking, 
analogy, application and the formulation of questions.  
 
At the extended abstract level, understanding at the relational level is re-thought at a higher level of abstraction, 
it is transferred to another context. Student learning outcomes at the extended abstract level show prediction, 
generalisation, evaluation, theorising, hypothesising, creation, and or reflection. 
 
Teachers and students can use SOLO to define curriculum objectives that describe different levels of 
understanding and, for evaluating individual and collective student learning outcomes. SOLO make it possible to 
determine the cognitive complexity of individual student understanding and, to determine where to target new 
learning experiences and interventions. 
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SOLO has several advantages over Bloom’s cognitive taxonomy in designing differentiated learning experiences for 
deeper understanding. One advantage is that SOLO is based upon a theory about teaching and learning rather 
than a theory about knowledge, (Hattie & Brown, 2004). A second advantage lies in SOLO’s facility in enabling 
both student and teacher to understand and evaluate learning experiences and learning outcomes in terms of 
ascending cognitive complexity. If SOLO is aligned to the design of learning experiences and their assessment, then 
both teacher and/or student can target desired cognitive learning outcomes with specific thinking intervention. 
 
Solo Taxonomy and Constructive Alignment 
 
The focus in teaching is not what we teach but what we would like our students to learn and how can we help 
them achieve that.  The first step is therefore to define the intended learning outcomes (ILO’s) for our students.  
Teaching and assessment are then designed and implemented to align to these outcomes. 
 
‘Constructive’ refers to the idea that students construct meaning through relevant learning activities. 
 
‘Alignment’ refers to a learning environment where teaching and learning activities, and assessment tasks, are 
aligned to the intended learning outcomes of a subject. 
 
It is useful to express intended learning outcomes in the form of action verbs leading to observable and assessable 
outcomes. Teaching is specifically aimed at activating those verbs. Students should be unable to complete the 
assessment tasks unless they enact the same verbs that are in the ILOs (criterion referenced). Generic high level 
verbs include: apply; conceptualise; reflect; create original insights, solve unseen problems; generate new 
alternatives; critically review etc. 
 
Some vague ILO verbs to be avoided are: appreciate; become aware of; familiarise with; know; learn about; 
understand. These verbs don’t tell the student or the teacher how they would know if the ILO has been met. ILOs 
need to specify a standard of performance.  Having designed subject ILOs, we now need to activate the verbs 
embedded in the ILOs by designing suitable teaching / learning activities that will facilitate students achieving the 
ILOs. 
 
In constructive alignment, we start with the outcomes we intend students to learn, and align teaching and 
assessment to those outcomes. The outcome statements contain a learning activity, a verb, that students need to 
perform to best achieve the outcome, such as “apply expectancy-value theory of motivation”, or “explain the 
concept of …”. That verb says what the relevant learning activities are that the students need to undertake in 
order to attain the intended learning outcome. Learning is constructed by what activities the students carry out; 
learning is about what they do, not about what we teachers do. Likewise, assessment is about how well they 
achieve the intended learning outcomes, not about how well they report back to us what we have told them. The 
SOLO Taxonomy helps to map levels of understanding that can be built into the intended learning outcomes and 
to create the assessment criteria. 
 
When planning lessons SOLO taxonomy fits in well with the 4 stage cycle (Alistair Smith L2L) – Connect – Activate – 
Demonstrate – Consolidate. 
 
If you want to look at this in more detail ‘Teaching Teaching and Understanding Understanding’ is an award 
winning DVD from the University of Aarhus, Denmark, written and directed by Claus Brabrand. To view the 19 
minute short film go to Departments > All Staff > STT. 
 
References: 
http://www.johnbiggs.com.au/constructive_alignment.html 
http://hooked-on-thinking 
 

http://www.johnbiggs.com.au/constructive_alignment.html
http://hooked-on-thinking/
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CONSTRUCTIVIST TEACHING (Reproduced with the kind permission of Geoff Petty) 

 
“Learning is making sense, not just remembering” 

 
Reasoning not Reproduction! 

 
• REQUIRE the learner to make a construct 
• Require REASONING not just reproduction 
• Give the student THINKING TIME 
• Ensure the TEACHER GETS FEEDBACK on students’ understanding 
• Give the STUDENT FEEDBACK on THEIR understanding 
• Ensure a HIGH PARTICIPATION rate 

 
There is now a large consensus amongst expert researchers on learning and on 
the brain.  We do not learn by passively receiving and then remembering what 
we are taught.    
 
Instead, learning involves actively constructing our own meanings.  This literally 
involves the construction of connections between neurones.  We invent our own 
concepts and ideas, linked to what we already know.  This “meaning-making” 
theory of learning is called ‘constructivism’. 
 
When you have learned something you have changed your brain physically.  
 
 

 
 
New learning is easier when we can 
make a connection to students’ 
prior learning and link it to learning 
that is already established. 
 
 
 
 
 
 
The greater the connections the 
more likely students are to make 
the links.  Learning starts with the 
big idea or main concept. 
 
 
 
 
 
 
 
Detail can be easily and quickly 
added on to the big idea or main 
concept after the key points are 
understood. 
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We notice this creative meaning-making process most, when it goes wrong.  For example in slips made by 
children, or exam howlers: 

 
 Diarrhoea is ear ache ‘dire ear’  
 Name a food suitable for pickling: ‘a branston’ 
 ‘History calls them Romans because they never stayed in one place for very long ‘ 
 ‘Large animals are found in the sea because there is no-where else to put them’ 
 ‘Beethoven expired in 1827, and later died for this.’ 
   Teacher: ‘Is 7 a prime number?’  

Student: ‘Yes’  
Teacher: ‘Why?  
Student: ‘Because it’s odd.’ 

 ‘Chaucer wrote many poems and plays, and also wrote literature’ 
 ‘Worms hold themselves together by the suction power of their little legs.’ 
 
These genuine mistakes show ‘meaning making’ in practice.  If students just remembered what they were told, 
they would not make such mistakes, they would either remember or not.  Conceptual errors show that we make 
our own mental constructs, we don’t just remember other people’s. 
 
So it is important to use teaching methods that: 
 

1. require students to form constructs that is require them to form their own meaning or interpretation 
of the material being studied 

 
2. allow the learner and the teacher to detect misconceptions, errors and omissions in learning and 

correct these. 
  
Folk Psychology 

 
Unfortunately most students, and many teachers, have a “folk psychology” view of learning rather than a 
constructivist view, and this is very hard to budge.  Folk theory is considered a real obstacle to effective teaching 
and learning by renowned theorists such as J. Bruner and Charles Desforges:  Folk psychology assumes: 
 

 Knowledge is stuff 

 The mind is a vessel 

 Learning is storing stuff 

 Acquisition only requires listening reasonably attentively, or even just being there. 

 Assessment is stock taking 

 Analogies for learning involve transfer rather than constructivism:  
o The mug is filled by the jug 
o Teacher as petrol pump attendant filling students’ empty tanks. 
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Constructivist Teaching – Brain friendly teaching 

 

 Learning requires a stage where students are required to process the information given them. They need 
activities which require them to make personal sense of the material and so construct their own meanings.   

 Research shows that learning activities that require active student processing improve recall by as much as a 
factor of ten, are more enjoyed, and create deeper learning. 

 Meaning is personal and unique, and is built upon personal prior learning and experience, which differs from 
student to student.  There is no one way to learn something and a variety of tasks and experiences are 
required to meet individual need. 

 A useful analogy for effective teaching is sports coaching.  The student is an athlete, and the teacher their 
coach.  The teacher (coach) may explain, but this is not enough.  The student (athlete) must train to practice 
and develop their skills, and the teacher (coach) provides suitable activities for this, and then provides 
feedback on the student’s performance during the practice and suggests remedial work where this is 
necessary.  The athlete can only improve performance by training, the student can only improve performance 
by learning activities. 

 The brain is a parallel processor not a sequential processor.  So learners need to think about parts and wholes 
at the same time, and to integrate topics. 

 Skills such as high order reasoning need to be taught along with content, not separately 

 Learning is enhanced by a challenge, but weakened by a threat.  Threats release cortisol into our body causing 
high order thinking skills to take a back seat. 

 
Constructivist Teaching Strategies 
 
Learning should involve activities to process the new material, linking it to what the student already knows.  Tasks 
should be authentic, set in a meaningful context, and related to the real world.  They should not just involve 
repeating back facts as this causes ‘surface’ learning.  As student’s learning will involve errors, tasks should offer 
opportunities for self-assessment, correction, peer discussion, teacher feedback and other ‘reality checks’. 
Full focus can only be attained for the same number of minutes as your age, up to about 20 or 25 minutes 
maximum.  Short breaks and changes of focus help. 
 
Constructivist Teaching Strategies 
 
1. Use teaching strategies that require students to make a construct.  (Presenting information is not enough).  

Students must apply, use, or process the information. 
 
2. Ensure that all students are participating in making constructs.  Holding them accountable for their learning. 
 
3. Ensure students are working primarily at a relational or extended abstract level (SOLO Taxonomy) and the 

tasks require students to process the information at a high level on Bloom’s taxonomy:  create, evaluate and 
analyse 

 
4. Require the students to make a product that is used to diagnose learning errors and omissions.  E.g. 

speaking to a partner, matching cards, written work etc 
 
5. Require students to check for their own, and each other’s learning errors and omissions 
 
6. Require students to correct these learning errors and omissions 
 
7. Make the above fun!   
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BLOOM’S REVISED TAXONOMY 
 
Background: In the late 1950s into the early 1970s were attempts to dissect and classify the varied domains of 
human learning - cognitive (knowing, head), affective (feeling, heart) and psychomotor (doing, hand/body). The 
resulting efforts yielded a series of taxonomies in each area.  
 
Source: Anderson, L. W. and David R. Krathwohl, D. R., et al (2000) A Taxonomy for Learning, Teaching, and 
Assessing: A Revision of Bloom's Taxonomy of Educational Objectives. Allyn & Bacon 
The following has been reproduced with the kind permission of Dianna Fisher, 
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/#table 
 
The Cognitive Domains 
The more recent adaptation of Bloom's work was done by one of his former students, Lorin Anderson, working 
with one of his partners in the original work on cognition, David Krathwohl.   In the table below you can see the 
newly labelled cognitive processes (verbs instead of nouns with the last two cognitive processes exchanged in the 
order) interact with the different types and levels of the knowledge dimensions - factual, conceptual, procedural 
and metacognitive. 
 
Bloom's Revised Taxonomy of cognitive objectives is one useful way to differentiate the curriculum to meet the 
needs of your students.  Because of its six levels of thinking, Bloom's Revised Taxonomy can provide a framework 
for planning units that incorporate low to high-level thinking activities.  Therefore, when we use Bloom's Revised 
Taxonomy as a planning framework we can plan for student thinking at all levels. 
 

Table1. Bloom's Taxonomy  

The Knowledge Dimension  
The Cognitive Process Dimension 

Remember  Understand  Apply  Analyze  Evaluate  Create  

Factual Knowledge  List  Summarize  Classify  Order  Rank  Combine  

Conceptual Knowledge  Describe  Interpret  Experiment  Explain  Assess  Plan  

Procedural Knowledge  Tabulate  Predict  Calculate  Differentiate  Conclude  Compose  

Meta-Cognitive Knowledge  Appropriate Use  Execute  Construct  Achieve  Action  Actualize  

 
Factual Knowledge is knowledge that is basic to specific disciplines. This dimension refers to essential facts, 
terminology, details or elements students must know or be familiar with in order to understand a discipline or 
solve a problem in it.  
 
Conceptual Knowledge is knowledge of classifications, principles, generalizations, theories, models, or structures 
pertinent to a particular disciplinary area.    
 
Procedural Knowledge refers to information or knowledge that helps students to do something specific to a 
discipline, subject or area of study. It also refers to methods of inquiry, very specific or finite skills, algorithms, 
techniques, and particular methodologies.  
 
Metacognitive Knowledge is the awareness of one’s own cognition and particular cognitive processes. It is 
strategic or reflective knowledge about how to go about solving problems, cognitive tasks, to include contextual 
and conditional knowledge and knowledge of self.  
 

http://www.uwsp.edu/education/lwilson/curric/cognitiv.htm
http://www.uwsp.edu/education/lwilson/curric/affectiv.htm
http://www.uwsp.edu/education/lwilson/curric/psychomo.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/#table
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/remember.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/understand.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/apply.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/analyze.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/evaluate.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/create.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/factual.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/list.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/summarize.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/classify.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/order.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/rank.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/combine.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/conceptual.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/describe.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/interpret.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/experiment.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/explain.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/assess.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/plan.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/procedural.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/tabulate.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/predict.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/calculate.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/differentiate.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/conclude.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/compose.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/cognitive.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/use.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/execute.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/construct.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/achieve.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/action.htm
http://oregonstate.edu/instruct/coursedev/models/id/taxonomy/actualize.htm
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ACCELERATED LEARNING CYCLE 
 
The Accelerated Learning Cycle provides a very useful and flexible structure for planning lessons.  It is increasingly 
used by staff across the College as the preferred lesson planning structure.  It is best treated as a flexible 
framework in the planning of longer learning episodes. For example, additional assessment, consolidation and 
connect phases might prove essential to embed within the planning of a 100 minute lesson. 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
The example below shows how Direct Instruction (see Delivered Curriculum) can fit within the four stage 
accelerated learning cycle. 
 
Planning  

 clear idea of learning intentions – what student(s) should be able to do, understand or care about as a 
result of the teaching 

 success criteria of performance, student accountability when and for what. Students need to be 
informed of this.  

 
Connect 

 ‘hook’: a means to engage student receptiveness, focus attention, share intentions and motivate –  
Activate 

 presentation, input , modelling – with checking of understanding to ensure students have a hold on the 
learning before moving to the next stage 

Demonstrate 
 guided practice to demonstrate and secure student grasp of new learning – activity or exercise worked 

through under teacher’s direct supervision moving among learners to determine level of mastery and 
provide feedback / individual remediation.  

Consolidate 
 closure of the timed lesson, consolidation: reviewing, clarifying, ensuring application by student and 

integration of learning into students’ conceptual network –  also reflection on learning process and 
potential transfer of gains 

 
Home Learning  

 independent practice, group or individual practice. Should include application in new contexts. 
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The planned curriculum will ensure focus through the explicit inclusion of strategies to develop students as 
learners along side the development of knowledge, understanding and skills.   
 
The development of learners can’t be left to chance but must be carefully planned for and thought through.  Two 
of the key contributions of all teachers is the development of metacognition and the use of concept maps 
(graphical organisers).  These two approaches can be mutually supportive of each other. 
 
Meta-cognitive strategies (d=0.69, 13th) 
Metacognition is sometimes called “thinking about thinking” and refers to higher-order thinking which involves 
active control over the cognitive processes engaged in learning.  Meta-cognitive processes can include planning 
how to approach a learning task, evaluating progress and monitoring comprehension.  Below there are a series of 
links to graphical organisers that can be highly effective in the planning, evaluating and monitoring aspects of the 
metacognitive process. 
 
Concept Mapping (d=0.57, 33rd) 
Concept maps help identify materials learnt/to be learnt, organise it and make connections between the different 
elements.  This strategy appears to be most effective after students have gained the initial surface knowledge and 
are the able to make the connections at a more conceptual level.  The key seems to be an emphasis on the main 
ideas and synthesising with students the themes and interrelationships.  This may be used at various points within 
the teaching programme but could also be an effective strategy within the CONSOLIDATION phase of a lesson. 
 
Developing the 4Cs Learner  
Development of the Connected Learner 
With the growth of the laptop scheme, it is expected that the development of the Connected Learner becomes the 
responsibility of all departments 
 
Development of the Cooperative Learner   
This will be developed in Year 7 through the Creative and Enterprise Learning House where responsibility will be 
taken for introducing Cooperative working structures (Kagan) and explicitly teaching the structures to students. 
 
Co-operative versus individualistic learning (d=0.59, 24th) & Co-operative versus competitive learning (d=0.54, 
37th) 
Both co-operative and competitive learning have their place – although it appears co-operative learning has the 
bigger impact on achievement particularly when students are involved in conceptual learning (possibly because 
the more demanding task requires the collective and varied intellectual capacity a group can bring) and as 
students get older (maybe as peers taken on a greater social significance).  It’s important that individuals are held 
accountable for contributing to the learning and this is where the Kagan Structures are a key element of engaging 
students in the learning process and to help them develop as interdependent learners. 
 
The basic principles of Kagan’s Co-operative Structures are useful whenever engagement strategies are being 
employed.  Anna Johnson is our Kagan Coach and a link to give you a flavour of Kagan is at the bottom of the page. 

1. Positive Interdependence – Students need to work together to get a successful outcome 
2. Individual Accountability – Each student must show his/her gains in learning  
3. Equal Participation – No hogs or logs.  Each student gets time and a turn to contribute. 
4. Simultaneous Interaction – A whole class working at one time rather than just a single student. 

 
http://www.t2tuk.co.uk/downloads/Kagan%20Structures%20Altered%20the%20Way%20I%20Teach%20Forever.p
df 

http://www.t2tuk.co.uk/downloads/Kagan%20Structures%20Altered%20the%20Way%20I%20Teach%20Forever.pdf
http://www.t2tuk.co.uk/downloads/Kagan%20Structures%20Altered%20the%20Way%20I%20Teach%20Forever.pdf
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LESSON JUDGEMENT MATRIX  
In making judgements about the quality of teaching and learning within classrooms the key determination is what gains in learning have been made, by how many students 
– these are gains in knowledge, understanding or skills.  If most students make better than expected progress in their learning then the lesson will be judged as good - 
reasons for the progress made are then identified.  If few or no gains are made in learning then the lesson will be judged inadequate and reasons for this identified.  It is 
important these gains and the process of engaging students is planned into programmes of study, schemes of work, lesson plans and projects from the outset. 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

PLANNING LESSONS 
The key starting point of planning any lesson is asking yourself, “What knowledge, understanding and skills do I expect students to gain this lesson which they did not have 
when they came in?”  Check that these learning gains are sufficiently challenging for the differing ability of the students you are teaching.  Students need clarity around the 
outcomes expected and success criteria (levels of performance required).  The next challenge is to structure the process of learning to ensure maximum engagement.   
 
GAINS IN LEARNING 
1. Are students making sufficient gains in terms of breadth of learning (check coverage)? 
2. Are students making sufficient gains in terms of depth of learning?  Am I looking to develop students’ relational and conceptual understanding as well as surface? 
ENGAGEMENT OF LEARNERS 
1. How do I intend to engage all learners to ensure they make the learning gains planned?  Are the range of methodologies being used each delivering gains in learning?  

Do they link together to scaffold students’ learning effectively? 

 Few or No Gains in Learning Expected Gains in Learning Better than Expected Gains in 
Learning 

Significant Gains in Learning 

A Few or the Minority of 
Learners (less than half) 

 
Inadequate 

Where a few or the minority of students are learning it is most probable that the lesson will be 
inadequate 

The Majority of Learners 
(50% - 65%) 

 
 
 

Where learners are making 
less than the expected gains in 

learning it is most probable 
that the lesson will be 

inadequate 
 

 
Satisfactory 

As the gains in learning by the majority (over half) of learners 
become increasingly good/significant the lesson may move 
from Satisfactory to Good as long as there is no lack of progress 
by “sub-groups” of students e.g. boys/girls, SEN, most able 

Large Majority of 
Learners (more than two 
thirds) 

As the number of students 
making the expected gains in 
learning increases the lesson 
may move from Satisfactory 
to Good as long as there is 
evidence that a majority (over 
half) of learners make 
good/significant gains in 
learning 

 
Good 

 
Good/Outstanding 

Most or Very Large 
Majority of Learners 
(80%+) 

 
Good/Outstanding  

 
Outstanding 
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PROJECT BASED LEARNING 
 
Project based learning is one way to bring together different elements of learning: knowledge, skills and 
understanding: procedural knowledge and metacognitive knowledge in a coherent focussed way.  Care must be 
taken in the planning of projects to ensure they don’t become “PBL Lite” (low cognitive challenge, busy work) or 
leave students on their own without the critical input and intervention of the teacher.  During a project students 
may experience keynotes and tutorials as well as self and peer supported study. 
 

Year 12 English Language AS Original Writing Coursework 
 
THE BIG STATEMENT: 
‘Successful writing about human experience is a scientific not a creative process. Do you agree or disagree?’ 
Justify your answer. 
 
THE BIG LEARNING REQUIRED: 
 
KNOWLEDGE UNDERSTANDING & SKILLS 

  To know a minimum of ten writing tools that can be used to successfully explore human experience. 

 Understand how successful writers combine the different tools to achieve their purpose. Three Storey Intellect 
Questions Thinking Tool 
 ( Identify/ Analyse/ Apply) 

  To use these writing tools effectively to write our own narrative on human experience. 
 
PROCEDURAL KNOWLEDGE: BEING A LINGUIST 

  Develop a human experience portfolio that includes annotated examples of fictional writing (500 words each) 
exemplifying the ten writing tools that successfully explore human experience. The portfolio must contain at least 
two pieces reflecting on your own human experience, two from a friend/ relative’s perspective and two from a 
media source. 

  Deconstruct two written pieces ( max. 500 words each) using the ten writing tools to analyse how the writer has 
achieved their purpose. Venn Diagram Thinking Tool ( similar, different, shared, mine, yours) 
 
METACOGNITIVE KNOWLEDGE: MANAGING YOUR OWN LEARNING 

  Analyse a model A grade piece of coursework to produce success criteria that are used to guide your writing. 

  Self and peer assessment of written pieces on human experience based upon the success criteria identified. ( 
self-peer-self assessed then handed in) 

 A responsible learner who can manage his/ her own time and learning programme effectively and use writing 
tools confidently to write their own narrative on the human experience. ( S.C.A.M.P.E.R. chart thinking tool) 

 A resourceful learner who can involve and support other learners in their learning. 

 A reflective learner who can use feedback and self assessment to improve their own learning. 
 
THE BIG OUTCOMES ON WHICH YOU WILL BE ASSESSED: 

  Classroom debate on the ‘big’ question at the start and end of the project cycle. 

 A mind map of the ten writing tools and how they are combined to help a writer achieve their purpose. 

 A portfolio of human experience fictional writing pieces. 

 You will use the understanding and skills gained from this project to complete an AS piece of original writing 
coursework that explores a dimension of human experience. 
 
 RESOURCES: 

  www.lovereading.co.uk 

 David Crystal Rediscover Grammar 

  www.wjec.co.uk ( English Language LG2 markscheme) 

 L2 Think Card - Venn Diagram 
Three Storey Intellect Questions (Identify, analyse, apply) (Thinking Skills Interventions)

http://www.lovereading.co.uk/
http://www.wjec.co.uk/
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 The planned curriculum will deliver coherence through the development of project based learning within 
learning houses particularly on dynamic days. 
 
The use of project based learning can help learning houses and other groups of subjects to show students the links 
between subjects, develop a theme based approach to learning and develop a greater coherence within the 
curriculum.  Careful planning is required to ensure the projects have a high level of cognitive challenge.   
 

“Project work in complex areas, such as robotics or environmental change, can help students 
learn how to draw on multiple disciplines and recognize the interdependence of various 
systems. Interdisciplinary and project-based teaching is also particularly conducive to working 
in teams, and hence provides another example of the link between 21st century skills and the 
pedagogy used to impart them.” 

 
“Equipping Every learner for the 21st Century”, CISCO 

 
 
 
ENQUIRY BASED LEARNING 
 
Where a student has developed the ability to successfully complete project based learning (the project is 
essentially teacher determined and may well be based on National Curriculum or examination syllabus 
requirements) then there is the possibility for students to engage in Enquiry Based Learning (the direction of the 
enquiry is largely student determined).  The opportunity to go above and beyond the project, with the line of 
enquiry sometimes emanating out of the original project, could provide key extension work leading to either 
greater breadth or depth of understanding.  In the research on Expert Teachers they often went beyond the 
required learning to pursue areas of interest with students. 
 

“Delivering learning that is authentic is another way to engage students by appealing to their 
existing passions and interests. It is equally important to integrate real-life experiences into 
lessons: students do not just make an architectural drawing, they actually build a structure on 
the school lawn.  This also provides the opportunity for learning that extends beyond the 
classroom into the community, the wilderness, the workplace, and the virtual world.” 

 
“Equipping Every learner for the 21st Century”, CISCO 
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THE DELIVERED CURRICULUM 
 
The delivered curriculum critically consists of the pedagogy we use.  The main authority and primary decision 
makers are classroom teachers.   
 
We must only take through to the 21st Century the very best and most effective practice from our current 
education system and employ clearly researched and proven teaching strategies with our students.  Much of the 
success in the delivered curriculum will be based on the planned curriculum.  The impact of CPD – particularly 
formative evaluation and microteaching – will be a vital component of high quality planned and delivered 
curriculum   
 
Providing Formative Evaluation (d=0.90, 3rd) 
This section sat next to the “feedback” section in Hattie’s book.  Teachers need to know “How am I going?” in 
achieving the learning intentions for students and “Where to next?”  Put simply teachers need feed back and feed 
forward.  The impact of evaluative programmes was much greater when teachers were required to use data and 
evidence based models rather than just teacher judgement.  When developing practice it seems to be important: 
to be open to new experiences that make the difference (remember not all new innovations do), to look at the 
effects on all students and to look for evidence of where students are not doing well to help improve the teaching. 
 
Microteaching (d=0.88, 4th) 
Microteaching usually involves mini-lessons with a small group and then post lesson discussion involving analysis, 
often of a videotape of the lesson, with an intense review, de-briefing and reflection on what is observed.  This is 
in essence metacognition for teachers – teachers thinking about teaching.  Our evaluative lesson observation 
programme provides a significant opportunity to engage in microteaching if used effectively. 
 
Professional development (d=0.62, 19th) 
Whilst professional development changed teacher learning and teacher behaviour (although the effect was a bit 
less) the impact on student learning was even lower however still significant.  The four types of professional 
development that had the biggest impact on teacher knowledge and behaviour were: observation of actual 
classroom methods (possible one of the benefits from our ELO programme), microteaching, video/audio feedback 
and practice.  Interestingly higher effect sizes are also found when training groups included primary and high 
school teachers together!  One of the key aspects of successful professional development had “effects on student 
learning were very much a function of professional development that challenged the teachers’ prevailing discourse 
and conceptions about learning (when this discourse was problematic, it was usually based on the assumption that 
some groups of students could not or would not learn as well as others), or challenging teachers how to teach 
particular curricula more effectively.” 
 
The delivered curriculum will ensure that there is a high level of rigour and vertical integration employing 
proven teaching strategies to ensure students develop knowledge – factual, conceptual, procedural and 
metacognitive. 
 
The delivered curriculum will ensure relevance for all students by employing proven teaching strategies to 
ensure high quality information, advice and guidance is given to students and their parents at key transition 
points.   
 
The delivered curriculum model will ensure focus through employing proven teaching strategies to ensure the 
development of students as learners along side the development of knowledge – procedural and metacognitive.   
 
The explicit use of Teaching Strategies (d=0.60, 23rd) is highlighted by Hattie as one of the levers teachers can use 
to improve achievement.  However, it is important to determine which strategies have the desired impact rather 
than merely doing what we have previously done.  The most effective strategies seem to have a strand flowing 
through them – basically, teachers “intervene in calculated and meaningful ways to alter the direction of 
learning to attain various shared, specific and challenging goals.”  (The emphasis in the above quote is mine). 
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PROVEN PEDAGOGICAL APPROACHES 
 
Piagetian Programmes (d=1.28, 2nd) 
 
Piaget’s Theories on learning have led to a series of programmes being developed aimed at cognitive acceleration.  
The research behind these very effective programmes is considerable and they should form a key part of the 
delivered curriculum.  The cognitive acceleration approach can be used to develop your own lessons based on the 
three key principles. 
 

“How do we stimulate general thinking ability? There are three main ‘pillars’ to the method. 
The first is cognitive conflict. This means providing students with challenging activities which 
are just beyond their current capabilities but which, with appropriate support from the teacher 
and more able peers, ‘stretch the mind’. The second is social construction which comes from 
Vygotsky’s notion that we build knowledge together, as a social process.  In cognitive 
acceleration lessons students are encouraged to explain their thinking to each other, to argue 
and to seek from each other justifications for their conclusions. The third is metacognition, or 
becoming conscious of one’s own thinking. Cognitive acceleration teachers will ask ‘How did 
you do that?  What were you thinking?  How did you recover from any wrong lines of thinking 
you took?’ If students see themselves as thinkers, and explicate their thinking on one occasion, 
they are more likely to be both motivated and able to use that sort of thinking again.”  

 
(http://www.teachingexpertise.com/articles/cognitive-acceleration-2243) 
 
Following Cognitive Acceleration through Science Education (CASE), other cognitive acceleration programmes 
were developed including: CAME (Mathematics), CATE (Technology) developed by Tony Hamaker, The Think 
Ahead! series for the arts (visual, drama, and music) developed by Carolyn Yates (who was on the original CASE 
team) and Ken Gouge and Thinking Through Geography, Thinking Through History and Thinking Through RE 
developed by David Leat, Vivienne Baumfield, and others at Newcastle University.  
 

“There is no school subject which cannot be used as a vehicle for the provision of cognitive 
challenge, as an opportunity for social construction, and about whose learning students cannot 
be encouraged to reflect. But the development of activities in new subject areas is not a trivial 
matter.  It requires the cooperation of a subject specialist who has thought deeply about the 
intellectual structure of their subject and the characteristic thought patterns it requires, and 
someone very familiar with the principles of cognitive acceleration and its ‘pillars’.”  
 
“The pluses (of cognitive acceleration) are far wider than the probability of improved GCSE 
grades.  They include a rethinking by the whole department, and often by the whole staff, of the 
nature of teaching and learning, of the purposes of education, and perhaps also some 
encouragement to question government policies designed not by educators, but by politicians 
whose claim to expertise is that they once went to school.”  
 

http://www.teachingexpertise.com/articles/cognitive-acceleration-2243 
 
Cognitive Acceleration Lessons 
The general ideas and concepts developed with the cognitive acceleration programmes mentioned above can be 
used as the basis for developing lessons and series of lessons that are hugely stimulating and challenging.  The key 
is to develop three distinct phases within lessons: 

1. Lessons built around high cognitive challenge based on key subject concepts, ideas or principles – see the 
SOLO Taxonomy.  

2. Structured activities and opportunities for students to discuss the key subject concepts, ideas or principles 
being covered as part of their social construction of mental models of what they are learning.  Please 
remember to connect this to students’ prior learning or a practical/concrete activity. 

3. Metacognition where students can unpack their learning and the process of that learning.   

http://www.teachingexpertise.com/articles/cognitive-acceleration-2243
http://www.teachingexpertise.com/articles/cognitive-acceleration-2243
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Reciprocal Teaching (d=0.74, 9th) 
 
This was originally “devised as an instructional process to teach student cognitive strategies” – summarising, 
questioning, clarifying, and predicting – for students working on texts.  The use of “student as teacher” has 
developed into many different settings but again it is important that students are not just left to get on with it but 
that teachers intervene in direct and meaningful ways.  Teachers need to explicitly teach the strategies required, 
scaffold with students and repeatedly modelling the strategies required if reciprocal teaching is to be effective.  
 
"Reciprocal teaching is best represented as a dialogue between teachers and students in which participants take 
turns assuming the role of teacher". ~ Annemarie Sullivan Palincsar 
 
Conceptual Underpinnings 
Reciprocal teaching was developed as a technique to help teachers bridge the gap for students who demonstrated 
a discrepancy between decoding skills ("sounding out" words and "chunking") and comprehension skills 
(constructing meaning from the texts).   
 
Reciprocal teaching develops the Co-operative Learner as it is a group based activity that can benefit learners of all 
different abilities.  For example, the reading phase of the process can become a read-along activity for students for 
poor or non-readers led by the teacher or a more able peer.  More able students benefit from a specific strategy 
that they can use to read more challenging texts and the questioning phase stimulates deeper thinking and 
understanding of the text.  In time and with practice it can be used by students to develop a deep understanding 
of large sections of text, chapters and sections of a syllabus and then peer teach or tutor other students. 
 
Reciprocal teaching begins with high levels of teacher instruction, modeling, and input, which is gradually 
withdrawn to the point that students are able to use the strategies independently.  Reciprocal teaching begins 
with the students and teacher reading a short piece of text together. The teacher then specifically and explicitly 
models his or her thinking processes out loud, using each of the four reading strategies. Students follow the 
teacher's model with their own strategies, also verbalizing their thought processes for the other students to hear.  
Over time, the teacher models less and less frequently as students become more adept and confident with the 
strategies. Eventually, responsibility for leading the small-group discussions of the text and the strategies is 
handed over to the students. This gives the teacher or reading tutor the opportunity to diagnose strengths, 
weaknesses, misconceptions, and to provide follow-up as needed. 
 
A reciprocal teaching approach provides students with FOUR specific reading strategies that are actively and 
consciously used as texts - Predicting, Questioning, Clarifying and Summarising. Palinscar (1986) believes the 
purpose of reciprocal teaching is to facilitate a group effort between teacher and students as well as among 
students in the task of bringing meaning to the text. 
 
Predicting  
Predicting occurs when students hypothesize what the author will discuss next in the text. In order to do this 
successfully, students must activate the relevant background knowledge that they already possess regarding the 
topic. The students have a purpose for reading: to confirm or disprove their hypotheses. Furthermore, the 
opportunity has been created for the students to link the new knowledge they will encounter in the text with the 
knowledge they already possess. The predicting strategy also facilitates use of text structure as students learn that 
headings, subheadings, and questions imbedded in the text are useful means of anticipating what might occur 
next.  
 
Questioning 
When using the questioning strategy, readers monitor and assess their own understanding of the text by asking 
themselves questions. This self-awareness of one's own internal thought process is termed "metacognition."  
When students generate questions, they first identify the kind of information that is significant enough to provide 
the substance for a question. They then pose this information in question form and self-test to ascertain that they 
can indeed answer their own question. Question generating is a flexible strategy to the extent that students can 
be taught and encouraged to generate questions at many levels. For example, some school situations require that 
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students master supporting detail information; others require that the students be able to infer or apply new 
information from text.  
 
Clarifying  
This is an activity that is particularly important when working with students who have a history of comprehension 
difficulty. These students may believe that the purpose of reading is saying the words correctly; they may not be 
particularly uncomfortable that the words, and in fact the passage, are not making sense. When the students are 
asked to clarify, their attention is called to the fact that there may be many reasons why text is difficult to 
understand (e.g., new vocabulary, unclear reference words, and unfamiliar and perhaps difficult concepts). They 
are taught to be alert to the effects of such impediments to comprehension and to take the necessary measures to 
restore meaning (e.g., reread, ask for help).  
 
Summarising 
This provides the opportunity to identify and integrate the most important information in the text. Text can be 
summarized across sentences, across paragraphs, and across the passage as a whole. When the students first 
begin the reciprocal teaching procedure, their efforts are generally focused at the sentence and paragraph levels. 
As they become more proficient, they are able to integrate at the paragraph and passage levels.  
 
Assessing students using the Reciprocal Teaching  
Listening to students during the dialogue is the most valuable means for determining whether or not students are 
learning the strategies and whether or not the strategies are helping them. In whole group settings, students may 
be asked to write out questions and summaries to be checked by the teacher or other students.  
 
It is vital that teachers are aware of the importance on intervening appropriately.  In the initial stages teachers 
must take the greatest responsibility for ensuring the process is adhered to in order that students become 
practised in the methodology and familiar with the knowledge and concepts involved in the texts.  As students 
become more familiar and competent with the strategy the intervention will decrease to enable students to be 
challenged by the materials they are reading.  However, it never reaches the point where there is no assessment 
and if necessary redirection or clarification from the teacher. 
 
The strategies used, an approach in the classroom and prompt cards can be found at the links below. 
 
http://cehs.usu.edu/ecc/images/pdf/presentations/reciprocal_teaching.pdf 
 
http://www.adrianbruce.com/reading/room4/recip/ 
 
 
Linked to Reciprocal Teaching - Self-verbalisation/self-questioning (d=0.64, 18th) 
This technique may also be of help as it is one of a number that students can use themselves (once it has been 
taught) as a learning strategy.  It helps students in searching for the information needed (self-questioning) or 
organising and linking their learning (self-verbalisation). 

http://cehs.usu.edu/ecc/images/pdf/presentations/reciprocal_teaching.pdf
http://www.adrianbruce.com/reading/room4/recip/
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ASSESSMENT – IT’S ALL ABOUT THE FEED UP, FEED BACK & FEED FORWARD! 
 
Feedback (d=0.73, 10th)  
Feedback is one of the most powerful ways of enhancing learning.  Hattie (2009) contends the key is that the 
feedback is acted on by students within the learning process.  Many teachers feel that they give detailed and 
frequent feedback to their students but students don’t agree – apparently most of the feedback given by teachers 
is behavioural and social rather than feedback focused on learning. 
 
Hattie (2009) produces a useful model of feedback that starts with the purpose – “to reduce discrepancies 
between current understandings/performance and a desired goal” – followed by actions by the teacher or student 
to reduce the discrepancy based upon three effective feedback questions: 
 
 Feed up – Where am I going? (the goals) 
 Feed back – How am I going? 
 Feed forward – Where to next? 
 
Each of these questions can be asked at a task level (the content or product of the work) or the process level (the 
processing of information or the process of learning) and the self-regulation level (developing self-evaluation, self-
monitoring).  The fourth level this can operate on is the one related to “self” including comments about the 
learner which are largely ineffective and can have a negative impact as the focus shifts to the person rather than 
the learning. 
 
The first three levels have a great similarity with Bloom’s “Knowledge Dimensions” and it may be that we can think 
about adapting the planning matrix. 
 

The 
Knowledge 
Dimension  

The Effective Feedback Dimension 

Feed Up (Where am I going?) Feed back (How am I going?) Feed Forward (Where to next?) 

Task Level 
 
 (Factual & 
Conceptual 
Knowledge) 

Before asking students to 
complete a piece of work, hand 
out four variable examples of 
the work.  Ask students to rank 
them and give reasons why. 

When checking a student’s 
work, don’t mark each answer 
but tell students “Seven correct, 
three wrong.  Find the incorrect 
answers and correct them.” 

Provide students with 
information about additional 
content needed to complete the 
task, “More is needed on the 
causes of the First World War.” 

Process Level  
 
(Procedural 
Knowledge)   

Students could be asked to 
devise or use a 
framework/writing frame to 
structure their answer. 

Students could be given specific 
instructions on a process use, 
“Remember you need to use 
point, evidence and analysis.  
Your work needs more analysis 
of the quotations you have 
used.” 

A student could be asked, “Look 
at the next section on quadratic 
equations.  What are the steps 
used to solve quadratics?  It’s 
the next thing we will be 
covering.” 

Self-
regulation 
Level  
 
(Meta-
Cognitive 
Knowledge) 

Using example pieces of work 
ask students to develop success 
criteria for producing an 
“outstanding” piece of work. 

Prior to handing a piece of work 
in students should be asked to 
self-assess or peer assess the 
work against given criteria or 
guidelines and improve the 
piece. 

Students could be asked to 
individually or in groups devise a 
plan for the next stages of their 
work or project in order to 
move it to the next higher grade 
or level. 

 
Much of the above has a clear resonance with the original work on Assessment for Learning reported in “Inside 
the Black Box” by Paul Black & Dylan Wiliam.  Note how the strategies go both ways with teachers gaining 
feedback from students on how learning is progressing as well as learners getting feedback from teachers. 
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Direct Instruction (d=0.59, 26th) 
It’s important to say form the outset that this is not the same as passive teaching (teacher stood at the front 
talking, students sat down not listening!) but is a very carefully planned process involving seven steps (Hattie, 
2009, p. 205-206): 
 

1. Before the lesson is prepared, the teacher should have a clear idea of what the learning intentions are.  
What, specifically, should the student be able to do, understand or care about as a result of the teaching? 

2. The teacher needs to know what success criteria of performance are to be expected and when and what 
students will be held accountable for from the lesson/activity.  The students need to be informed of the 
standards of performance. Steps 1 and 2 clearly link to “Teacher Clarity” described below.  

3. There is a need to build commitment and engagement in the learning task – a “hook” to grab the student’s 
attention.  The aim is to put students in a receptive frame of mind; to focus student attention on the 
lesson; to share the learning intentions. 

4. Presentation of the lesson – input, modelling, checking for understanding.  It’s important in direct 
instruction that the teacher actively checks whether the students have “got the learning” before moving on 
to guided practice.  See “Worked Examples” below as there are clear similarities with parts of point 4 and 
point 5 from direct instruction. 

5. Guided practice gives students the opportunity to demonstrate his or her grasp of the new learning by 
working through an activity or exercise under the teacher’s direct supervision.  The teacher moves around 
the room to determine the level of mastery – see “Mastery Learning” below - and to provide feed back and 
individual remediation as needed.  

6. A closure part of the lesson – this is essential to help students bring things together in their own mind and 
to make sense of what has been taught.  This CONSOLIDATION phase can’t simply be referring back to 
lesson objectives and asking students have they got it!  “Thus closure involves reviewing and clarifying the 
key points of a lesson, and ensuring they will be applied by the student by ensuring they have become part 
of the student’s conceptual network.” 

7. The final phase is practice, independent from the teacher, which could be home learning or group or 
individual work in class.  It is important that the learning is applied in new contexts. 

 
Linked to Direct Instruction: 
 
Teacher Clarity (d=0.75, 8th) 
One of the main themes in Hattie’s (2009) book is the importance attached to teachers clearly communicating the 
intentions of the lesson (learning objectives) and the notions of what success means for these intentions (success 
criteria).  Put simply students achieve more when they know where they are supposed to be going and what it 
looks like when the get there. 
 
Worked Examples (d=0.57, 30th) 
Providing students with models of what success looks like has a powerful impact on achievement.  This consists of 
a problem statement and the appropriate steps to the solution – the focus is on the processes that lead to a 
correct answer and this possibly reduces the cognitive load on students who can focus on the how.  Worked 
examples have three clear phases: exposure to the example, acquisition or training phase and assessment (test) 
phase.  
 
Mastery Learning (d=0.58, 29th) 
Basically students can learn anything as long as we provide clear explanations of what it means to “master”, break 
learning down into small chunks (each with their own objectives and assessment) and provide loads of feedback.  
Possibly the most radical element of this strategy is that it turns our approach to “time and learning” on its head.  
Usually we spend a fixed amount of time on a particular topic and students’ learning varies.  Mastery learning 
dictates that we have a fixed expectation of the learning each student should complete but the time taken for 
each student to master this learning varies!  What are the implications for learning here – structure of the day, 
pedagogy, assessment … 
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OTHER PEDAGOGICAL APPROACHES WORTH NOTING 
 
Small Group Learning (d=0.49, 48th) 
The positive impact of students working in small groups is not only on achievement but also on self-esteem.  There 
seem to be a few key issues in successful small group work – students need instructions on how to work in groups 
employing specific co-operative learning strategies.  This is where Team Learner and Kagan are critical.  Students 
cannot simply be put in groups and expected to get on with it, specific interventions are required from the teacher 
to guide the learning.  Interestingly students make great gains in learning when using IT in a group than 
individually. 
 
Peer Tutoring (d=0.55, 36th) 
The positive overall impact of peer tutoring – using students to teach themselves and others – has been shown for 
both the person tutoring – “an excellent method to teach students to become their own teachers” - and those 
being tutored.  This positive impact appears for both same age and cross age tutoring with the later showing a 
greater positive impact.  These enhanced levels of achievement may well be linked to the greater student control 
(setting goals, monitoring performance, evaluating performance and selecting rewards) found in peer 
interventions.  However mentoring by an adult (d=0.15, 120th) clearly has little impact on achievement although 
there is a positive “feel good” factor often reported from this kind of relationship.   
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LITERACY DEVELOPMENT 
 
The development of literacy skills by students is one of the key elements of the Confident Learner and is essential 
if students are going to access all aspects of the curriculum.  All new Year 7 students are tested for reading skills, 
reading comprehension and spelling.  They will also sit a Cognitive Ability Test and receive a verbal score.  The 
results of these tests are in SIMS on your class lists. 
 
All staff have a responsibility for delivering and developing literacy skills within the teaching of their subject.  
Students whose literacy skills are below a functional level will receive additional targeted support from the 
Integrated Learning Services Department and will be retested regularly to monitor their progress.  A number, if 
not most of these students, will be in the Integrated Pathway in Year 7 & 8 and will receive targeted support in 
these classes. 
 
The following is a range of useful activities and ideas to support literacy development in class.  A number are 
supplied by the English Department and correspond to their practice.  Please also see Reciprocal Teaching. 
 
KEY STAGE 3 PUNCTUATION PYRAMID 
This can be used to help assess students’ work but also to move them towards using more sophisticated 
punctuation within their writing. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
KEY STAGE 4 PUNCTUATION PYRAMID 
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PARAGRAPHING: 
 

How to have TiPToP Paragraphing Skills 
 
 
 
  
 
Ti  P   To  P 
 
 
 
 
 
 

 
A Simple Guide to remembering when to start a new paragraph: 
 
Ti…for Time Change; use this when 
You want to change from now to then 
 
P…for place change; this is found 
Every time you move around. 
 
To…for Topic; this is due 
When you mention something new. 
 
P…for person; this would fit 
When someone else comes into it. 
 
Start a new paragraph when… 
 
Ti…start a new paragraph when you move to a new period of time 
 
P…start a new paragraph when you move to a different place 
 
To…start a new paragraph when you move on to a new topic or subject 
 
P…start a new paragraph when you bring a new person into your writing, or when you change from one person to 
another (especially when writing conversations) 
 
QUOTATIONS: “_____________” 
 
1. A QUOTATION is an exact copy of written or spoken words. 
 
2. Quotations may be used to prove a point, consolidate an idea, add weight to an argument and show the 

reader what someone else thinks, believes or knows. 
 
3. The words quoted are extracted from the written or spoken text. 
 
4. Quotations are a way of referencing a text or an idea. 
 
5. The quotation must be copied accurately. 
 

Time
 

e 
Topic 

Place 
Person 
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6. Speech marks should wrap round the copied words. 
 
7. A comma should introduce the copied words. 
 
8. The new film has been described as, “the best one yet” in the Review Magazine. 
 
9. Quotations are best embedded within the writer’s sentence. The writer should start the sentence in his/her 

own words, slip in the quotation and then complete the sentence. The sentence should sound like it flows.  
 
10. The weather forecaster predicted, “gale force winds and heavy showers” during the night and said, “driving 

conditions will be treacherous”. 
 
SUBJECT VOCABULARY 
 
Developing subject vocabulary can also be a key part of students’ literacy development.  Students need to know 
the words (be able to read and spell them) and to understand what they mean. 
 
Wordle can be a fun way for students or teachers to present the key subject vocabulary for a particular topic. 
 
WORDLE: http://www.wordle.net/ 

http://www.wordle.net/
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NUMERACY DEVELOPMENT 
 
As with literacy, the development of students with numeracy skills is a key part of developing the Confident 
Learner.  The following are a series of primary methodologies used by the Maths Department in teaching students 
numeracy skills and will be recognised by students if used by other teachers in their own subject area. 
 
Adding and Subtracting Whole Numbers. 
 
Objectives 
-To know how to mentally add and subtract whole numbers 
-To know how to use column method to add and subtract whole numbers 
 

Example 1: Adding mentally 
 
127 + 86 
  
86 = 80 + 6 
127 + 80 = 207 
207 + 6 = 213 
 
 
Example 2: Subtracting mentally 
 
942 – 117  
 
942 – 100 = 842 
842 – 10 = 832 
832 – 7 = 825 
 
Example 3: Column addition 
 
862 + 594     
             862 
          + 594 
           1456 
             1   
Answer = 1456 
 
 
 
Example 4: Column subtraction 
 
3072 – 838 

    
 
 
Answer = 2234 
 

 
 
Partition (split up) one of your numbers. 
 
Add each part on separately. 
 
 
 
 
 
 
Partition the smaller number. 
(117 = 100 + 10 + 7) 
Take each part of the number away from the larger 
number separately. 
 
 
 
 
Add together the units 4 + 2 = 6. Place underneath, 
between lines. 
Add together the two digits in the 10’s column. 6 + 9 = 
15. Place the units between the lines and carry the 
10’s across.  
Add together the 8 and 5 remembering to include the 
1 that was carried over. 
8 + 5 + 1 (carried) = 14 
 
 
 
Start with the units and do the first sum, remembering 
that you take the bottom number from the top. 
2 – 8 = This can not be done so we borrow from the 
next column. (7, which now becomes 1 less). The 2 
then has 10 more which is 12 so, 
12 – 8 = 4.  
The next calculation is now 6 – 3 = 3. 
 
0 – 8 can’t be done so we borrow once again from the 
next column. (3 becomes a 2, 0 becomes 10) 
10 – 8 = 2 
Last column 2 – 0 = 2. 
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Adding and Subtracting Decimals 
 
Objectives 
- To know how to add decimals 
- To know how to subtract decimals 

 
Addition 
 
Example 1 
 
Ali buys 3 accessories that cost £1.50, £0.99 and £4 
respectively 
 
Answer 
    1.50         
  +0.99              
    4.00            
  £6.49       
    1        
Answer = £6.49 
 
 
Example 2 
 
9.5 + 4.65 
 
Answer 
    9.50 
   +4.65 
  14.15 
  11 
 
 
 
 
Subtraction 
 
Example 3 
 
Marion has a dog that weighs 14kg. The dog loses 
5.92kg on a diet. How much does it weigh now? 
 
Answer 

   
 
  = 8.08kg 

 
 
 
 
 
 
 
 
Ensure that the decimal point and the place values 
(units, tens, hundreds…) are in line. 
Work from right to left adding the columns. 
 
As 5 + 9 = 14, the 1 is carried and put below the line. 
 
 
 
 
Make sure the student adds a zero to the 9.5 
Keep place values in line. 
 
 
Ensure that the decimal point and the place values 
(units, tens, hundreds…) are in line. 
Work from right to left subtracting the columns. 
 
If the top number is less than the bottom: then 1 needs 
to be “borrowed” from the next column on the left.  
If there is a zero, go to next column… 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note: 
Many numbers can be added together at once but only 
one number can be taken from another. 
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Multiplication of Whole Numbers 
 
Objectives 
- To know how to multiply a single digit number by a 2 digit number 
- To know how to multiply a two digit number by a two digit number 
 

Example 1:  
 
Multiply 6 x 87 
 
Answer 
 
87 = 80 + 7 
 
  

x 80 7 

6   

 
 

x 80 7 

6 480 42 

 
 
  

X 80 7  

6 480 42 = 522 

    
Answer = 522 
 
Example 2:  
 
Multiply 68 x 34 
 
Answer 
 68 = 60 + 8 
 34 = 30 + 4 
 

x 60 8  

30    

4    

 

x 60 8  

30 1800 240  

4 240 32  

 

x 60 8  

30 1800 240 2040 

4 240 32 272 

    Total =         2312           
Answer = 2312 

 
 
 
 
 
 
Split the 2 digit number into 10s and units. 
 
 
Create a table with one number as the column 
headings (80 and 7) and the other as the row heading 
(6). 
 
Multiply 6 by 80 (6x8 x10 = 480). 
Multiply 6 by 7 = 42. 
 
 
 
Add together the answers. 
 
 
 
 
 
 
 
 
 
 
 
Break numbers down into 10s and units. 
 
Create a table with 60 and 8 as the column headings 
and 30 and 4 as the row headings. 
 
 
Multiply 60 by 30 (6 x 3 x 10 x 10),  
8 by 30 (8 x 3 x 10), 60 by 4 (6 x 4 x 10) and 8 by 4. 
 
Add together answers in each row, 
1800 + 240 and 240 + 32. 
 
Add together both answers. 
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Multiplication of Decimals 
 
Objective 

- To know how to multiply decimal numbers together 

 
Example 1:  
 
0.46 x 5.8 
 
Answer 
 
0.46 x 100 = 46 
5.8 x 10 =58 
 
  
46 x 58 = 2668 
 
 
 
2668 ÷ 100 = 26.68 
 
26.68 ÷ 10 = 2.668 
  
    
 
 
Example 2. : Multiply 2 decimals together  
 
0.35 x 0.62 
 
Answer 
 
0.35 x 100 = 35 
0.62 x 100 = 62 
 
  
35 x 62 = 2170 
 
 
 
2170 ÷ 100 = 21.70   
 
21.70 ÷ 100 = 0.2170 
 
 
Answer = 0.217 

 

 
 
 
 
 
 
Turn decimal numbers into whole numbers by 
multiplying by a power of 10, eg 10, 100, 1000.  
 
Use the grid method for multiplying whole numbers 
together as on “Multiplication of Whole Numbers”. 
 
At the beginning the numbers were multiplied by 
100 and 10 so now we need to do the opposite and 
divide the answer by 100 then 10. 
 
 
 
 
 
 
 
 
 
Turn decimal numbers into whole numbers by 
multiplying by a power of 10, eg 10, 100, 1000.  
 
Use the grid method for multiplying whole numbers 
together as on “Multiplication of Whole Numbers”. 
 
At the beginning, each of the numbers were 
multiplied by 100 so now we need to do the 
opposite and divide the answer by 100 twice (once 
for each number). 
 
The last 0 does not make any difference so can be 
left off. 
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Finding a Fraction of an Amount 
 
Objectives 
- To be able to calculate a fraction of an amount without a calculator 
- To be able to calculate a fraction of an amount with a calculator 
 

Example 1: 
 

Find (without using a calculator) 
3

7
 of 63. 

 
Answer  
 

1

7
 of 63 = 63 ÷ 7 = 9 

 

3

7
 of 63 = 9 x 3 = 27 

 
Example 2: 
 

Find using a calculator 
23

40
of 96. 

 
Answer 
If the student owns a scientific calculator, then they 
can use the fraction button and simply type in: 
 

23

40
 x 96 = 55.2 

 
If not, then  
 
23 ÷ 40 x 96 
 

 
 
 
 
 
 
Students will need reminding that 1/7 is ‘÷ 7’. They will 
probably need to be reminded by going through 
examples such as ½ is ‘÷ 2’, 1/3 is ‘÷ 3’ etc. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Emphasise to students that the line in the fraction is 
just another way of writing ÷. 
 

 



36 
Version 1.3 

Ratio 
 
Objectives 
- To know how to split an amount into a given ratio 
- To know how to use a ratio when one amount is known 
 

Example 1: Splitting an amount into a ratio 
 
To make choux pastry you need butter and flour in the ratio 3 : 
5. How butter and flour is needed to make 640g of choux 
pastry 
 
Answer 
 
 B  F  Total 
 3 : 5  8 
 
     640 
  

B  F  Total 
 3 : 5  8 
        x 80 
     640  
     
     

B  F  Total 
3    : 5    : 8  
  x 80    x 80    x 80  

 240  400  640 
 
So 240g of butter and 400g of flour is needed to make 640g of 
choux pastry 
 
Example 2: Using ratio to solve a problem 
 
Simon has an orchard of apple and pear trees. The trees are 
planted in the ratio 3:2. He has 36 apple trees. How many pear 
trees does he have? 
 
Answer 
 A  : P 
 3 : 2 
    x12 
 36 
 
 A : P  
 3 : 2 
      x 12 
 36 : 24  
 
So Simon has 24 pear trees  
 

 
 
 
 
 
 
 
 
Draw a table showing all the information 
that is given in the question. The ratio goes 
on the first line (the total is achieved by 
adding the numbers from the ratio). 640 
goes below 8 because 640 is the total. 
 
A multiplier needs to be found to get from 
the first line to the second (“8 multiplied by 
what gives 640?). 
 
 
Multiply all numbers on the first line by this 
multiplier. 
Check that the three amounts add up to the 
desired total: 240 + 400 = 640. 
 
 
 
 
 
 
 
 
 
 
Put all the information into a table. 36 goes 
in the first column as 36 is the number of 
apple trees. 
 
Find a multiplier. 
 
Use this multiplier to work out the number 
of pear trees. 
 
 
Note: A total column is not necessary here 
but some students find it useful to put it in 
anyway. 
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Direct Proportion 
 
Objective 

- To know how to use direct proportion to solve problems 
 

Example 1 
 
A recipe for 24 shortbread biscuits requires 120g of 
butter, 60g of caster sugar and 180g of plain flour. 
How much of each ingredient would be needed for 15 
biscuits,  
 
Answer 
  ÷ 24       x 15 
 
 

24 biscuits 1 biscuit  15 biscuits 
   
120g butter 5g 75g 
   
60g sugar 2.5g 37.5g 
   
180g flour 7.5g 112.5g 

 

Example 2  

The cost, £C, of painting a fence is directly 
proportional to its length, L, in metres. It costs 
£19·80 to paint a fence of length 6 m. 

 What length of fence can be painted for £49·50? 

C α L  

C = k x L 

19.6 = 6k 

k = 19.6 ÷ 6 = 3.3 

So, C = 3.3L 

49.50 = 3.3 x L 

L = 49.50 ÷ 3.3 

L = 15 m  
 

 
 
 
 
 
 
 
 
 
 
 
 
First find out how much of each ingredient is needed 
for 1 biscuit by dividing by 24 
 
Then multiply by 15 to calculate the amount needed 
for 15 biscuits  
 
 
 
 
 
 
 
 
 
 
C is proportional to L so we can form an equation in C 
and L with k to be found 
 
 
Substitute the pair of numbers into the equation and 
find the constant k 
 
 
Rewrite the equation using the value for k and 
substitute the given value in for C. Rearrange and 
solve the equation for L 
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Percentages 
 
Objective 

- To know how to calculate the percentages of given amount 
 

Example 1: Non calculator method 
 
Calculate 36% of £180 

 
 
 
Answer:  
 
10% of 180 = 18  
 
 
30% of 180 = 3 x 18 = 54 
 
 
5% =18 ÷ 2 = 9  
 
1% = 180 ÷ 100 = 1.8 
 
 
36% = 30% + 5%+ 1% = 54+ 9+ 1.8 = £64.80 
 
 
Example 2: Calculator method 
 
 
Find 55% of £1600. 
 
 
Answer:  
 

55

100
× 1600 = 0.55 × 1600 = £880  

 

Explanation 
 
Pupils know how to find 50%, 10%, 5% and 1% 
mentally. They need to split the percentage into 
percentages that they know. In this case, 36% = 3 x 
10% + 5% + 1% 
 
 
First calculate 10% of the original amount by dividing 
by 10  

 
10% + 10%+ 10%= 30%  
 
 
Since 5% is half of 10%, halve 18 
 
For 1 % divide the original number by 100  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Since 55% means 55 out of 100, type 0.55 × 1600 (or 
55 ÷ 100 x 1600) into a calculator 
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Drawing Bar Charts 
 
Objectives 
- To know how to use a table of data to draw a bar chart  
- To know what makes a good bar chart 
 
Example 
 
Draw a bar chart to show the following data 
 

Favourite Colour  Blue Green Red Black Yellow Pink Purple Other 

Number of People 5 9 12 3 7 10 2 6 

 
Answer 

 

Bar Chart to show pupils' favourite colours

0
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Pupils must ensure that 
 

1) Their graph has a title 
2) Both axes are labelled including units if necessary (e.g. cm, grams, hours) 
3) There are gaps between the bars if the data is discrete, no gaps if data is continuous 
4) There is an even scale on the y axis and the numbers on the y axis start at zero 
5) The numbers on the y axis are on the lines not in the gaps 
6) Bars are all the same width. 
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Drawing Pie Charts 
 
Objective:   

- To know how to accurately construct a pie chart to represent a given set of data. 
 

Example:  
Represent the following data using a pie chart: 
 

Favourite 
Colour 

Blue Green Red Yellow Purple 

No. of 
people 

20 15 4 1 5 

 
For this problem there are 45 pieces of data. 
(20 + 15 +4 + 1 + 5) 
 
If we divide 360° by 45 pieces of data, the answer is 8° per 
each piece of data. 
 

Favourite  
colour 

Blue Green Red Yellow Purple 

No.of  
people 

20 15 4 1 5 

Degrees 160° 120° 32° 8° 40° 

 
 
 
 
 

         
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
The pie chart is a circular representation of the data. 
The main facts to remember are: 

1. Angles at a point sum to 360o 
2. The circle represents all of the data. 

 
It is therefore necessary to establish how many 
pieces of data there are and, how many degrees 
would represent 1 individual piece of data.   
 
 
Add an additional row to the initial table. Now 
multiply the number of pieces of data by the number 
of degrees to establish the total number of degrees 
per class. 
Eg: 20 x 8° = 160° 
      15 x 8° = 120°      etc. 
(These amounts should sum to 360°). 
 
 
 
 
Draw a circle and its radius. 
 
 
 
 
 
 
 
 
 
Using a protractor, measure the required number of 
degrees, starting from the original radius. Label each 
sector as it is measured. Remember to give the chart 
a title. 
 

Pie chart to show favourite colour 

Blue 
Red 

Yellow 

Purple 

Green 
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Averages and Range 
 
Objectives 
- To be able to calculate the mean, median and mode of a set of values 
- To be able to find the range of a set of values 
 

Example 1: 
 
Calculate the mean, median, mode and range for the 
set of data: 

      
      7, 8, 4, 6, 9, 4, 6, 13, 10, 6, 9 

 
Answer: 
 

4, 4, 6, 6, 6, 7, 8, 9, 9, 10, 13 
 
 

Mode = 6  
 
Median = 7 
 
 
Mean = 4+4+6+6+6+7+8+9+9+10+13 = 82 = 7.45 
                                   11                               11 
 
Range = 13 – 4 = 9 
 
 
Example 2: 
 
Find the median and mode for this set of data: 
 

19, 30, 20, 60, 20, 30 
 

Answer: 
 

19, 20, 20, 30, 30, 60 
 
Modes = 20 and 30 
 
 
 
 
 
Median = 25 (Halfway between 20 and 30) 
 
 
 

 
 
 
 
 
 
 
 
 
Put the set of data in order from lowest to highest. 
 
 
Mode = the most common. 
 
Median = the middle value – work in from the 
outsides. 
 
Mean = add all the numbers and divide by how many 
there are. 
 
Range = highest – lowest. 
 
 
 
 
This example deals with more difficult median and 
mode problems. 
 
 
 
 
The mode can be plural – there can be 2 or more 
modes which are the numbers which appear most 
often. If no value is repeated there is no mode. 
 
 
When the set of data is made from an even number of 
values the median is halfway between the middle pair.  
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Estimating the Mean from Grouped Data 
 
Objectives 
- To understand why this is an estimate 
- To understand why the mid point is our most sensible estimate 
- To know how to calculate an estimate for the mean 
 

Example 
 
Calculate an estimate for the mean of the data in the 
table 
 

Pocket Money 
(m) 

Frequency (F) 

0 < m ≤ 5 7 

5 < m ≤ 10 6 

10 < m ≤ 15 3 

15 < m ≤ 20 2 

20 < m ≤ 25 2 

 
Answer 
 

Pocket 
Money (m) 

Frequency 
(F) 

Mid Point 
(M) 

F x M 

0 < m ≤ 5 7 2.5 17.5 

5 < m ≤ 10 6 7.5 45 

10 < m ≤ 15 3 12.5 37.5 

15 < m ≤ 20 2 17.5 35 

20 < m ≤ 25 2 22.5 45 

 
 
Mean = Total Amount of Money 
                     Total Frequency 
 
          =   17.5+45+37.5+35+45 
                     7+6+3+2+2 
 
          =    180 
                 20 
 
         =        9 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
As, we don’t know exactly how much pocket money 
each person gets we use the midpoint of each class. 
For the first row, the values are between £0 and £5 so 
our best guess is £2.50. 
 
  
 
 
To get the total amount of money for each class, we 
multiply the frequency by the mid point. 
 
A common misconception is that we divide by 5 (as 
there are 5 classes), rather than the total of the 
frequency (20). 
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Calculating Mean from a Frequency Table 
 
Objectives 
- To understand what the information in the table actually represents 
- To be able to calculate the mean from a frequency table 
 

Example 
 
Find the mean shoe size from the table 
 

Shoe Size Frequency 

4 8 

5 9 

6 12 

7 10 

8 1 

 
 

Shoe Size Frequency Shoe size x F 

4 8 32 

5 9 45 

6 12 72 

7 10 70 

8 1 8 

 
 
Mean    =              Total of all shoe sizes 
                               Total Frequency 
              
              =              32+45+72+70+8 
                               8+9+12+10+1 
 
                 =           227 
                               40 
 
 
 
                 =         5.675 

 

 
 
 
 
It is important to clarify that the table means 8 people 
have a shoe size of 4, 9 people have a shoe size of 5 
etc… 
 
 
 
 
 
 
 
We could say 4+4+4+4+4+4+4+4 but this is 8 lots of 4 
so we can say (8x4) 
 
 
 
 
 
 
 
 
 
 
A common misconception when adding frequency is 
that there are 5 shoe sizes, so you divide by 5. We 
divide by 40 as there is a total of 40 shoe sizes 
collected 
 
Pupils may raise that 5.675 is not a shoe size. You 
need to point out that this is an average so it does not 
have to be a possible data value. 
 
Always ask pupils if the answer they get is a sensible 
one. In this case, the answer must lie between 4 and 
8. If it doesn’t then it is obviously incorrect. 
 

 



44 
Version 1.3 

THE RECEIVED CURRICULUM 
 
The Received Curriculum consists of the learning achieved by students and the skills developed as a learner.  The 
main authority and primary decision makers are students.  There is the key shift of power in the received 
curriculum from the teacher to the student.   
 
The engagement of the student is the vital element in succeeding in the area of the received curriculum.  Getting 
the classroom climate right (motivated students, positive teacher-student relationships and good classroom 
behaviour) allied with a clear model for the kind of learner we are trying to produce (the 4 Cs Learner) will be the 
key ingredients. 
 
To achieve an outstanding received curriculum there must already be a highly aligned and high quality curriculum 
model, planned curriculum and delivered curriculum.  
 
The received curriculum will be balanced through access to a range of subjects and pathways in Key Stage 3.  
The College and students will be increasingly able to personalise their curriculum through the process of 
informed decision making, particularly in Key Stages 4 & 5, and be able to move towards a more specialised 
curriculum with a process of disapplication will operating where appropriate. 
 
For example 
 
The received curriculum will have a high level of rigour through subject based learning through which students 
will develop the “habits of mind” – powerful ways of thinking - associated with sustained engagement with 
particular disciplines and subjects. 
 
The received curriculum will be vertically integrated so students can make significant progress in developing 
knowledge – factual, conceptual, procedural and metacognitive. 
 
The received curriculum be coherent through the implementation of a series of dynamic days, project based 
and enquiry based learning opportunities and applied learning in Key Stages 4 & 5.  These will help students 
develop a broader understanding of the application of particular subjects within the World and the links 
between them. 
 
The received curriculum will be relevant for all students by ensuring there is high quality information, advice 
and guidance available to students and their parents at key transition points.  Choices about what to learn will 
increase with the maturity of the learner and students must be aware of the consequences of their choices for 
themselves and their future engagement in society. 
 
The received curriculum will be focussed to assist the development of students as a learner through the explicit 
teaching of the skills and traits within the 4Cs Learner. 
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CLASSROOM CLIMATE 
 
Self Report Grades (d=1.44, 1st) 
“Self report grades” is essentially students’ estimates of their own performance which research has shown tends 
to be very accurate and typically formed from their past learning experiences.  Students tend to perform to 
whatever expectations they have of their own ability – self fulfilling prophesies! 
 
To motivate students we need to either convince them that they will be successful in their learning or of the value 
of the learning or preferably both.  However, before we do this we may need to convince ourselves of their 
potential to succeed.  We need to become a staff community of “Untapped Potential Theorists”. 
 
Expectancy Value Theory of Motivation 
 

MOTIVATION = EXPECTANCY OF SUCCESS X VALUE OF LEARNING 
 
EXPECTANCY OF SUCCESS  = What is the likelihood of me being successful in my learning? 
VALUE OF LEARNING   = How much do I value what I am learning? 
 
Attribution Theory (Carol Dweck) 
 

Fixed IQ theorists Untapped Potential theorists 

 
These students believe that their ability is fixed, 
probably at birth, and there is very little if anything they 
can do to improve it. They believe ability comes from 
talent rather than from the slow development of skills 
through learning. “It's all in the genes”. Either you can 
do it with little effort, or you will never be able to do it, 
so you might as well give up in the face of difficulty.  
E.g. “I can't do maths”. 
 

 
These students believe that ability and success are due 
to learning, and learning requires time and effort. In the 
case of difficulty one must try harder, try another 
approach, or seek help etc.  
 
 

 
 
Teacher-Student Relationships (d=0.72, 11th) 
In research in New Zealand when a number of key stakeholders were asked what influences students’ 
achievement, the following was found: 
 

“… all but the teachers emphasizes the relationships between the teachers and the students.  
The teachers saw the major influence on achievement as a function of the child’s attitudes and 
disposition, their home, or the working conditions of the school – it is the students who are not 
learning who are somehow deficient.” 

 
(Hattie, 2009, p. 118) 

 
At St. Mary’s the importance of relationships has always been emphasised and is often commented on as a key 
strength of the College.  This is based in our faith and ethos: a God of relationships (Father – Son – Spirit) and the 
fundamental belief in the dignity of each person.  In the front of the staff booklet, “Promoting Positive Behaviour” 
a more detailed explanation can be found. 
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Classroom Management (d=0.52, 42nd) 
Achievement is higher in well managed classes!  A statement of the obvious but we may be surprised at its ranking 
of 42nd in the list.  
 
 The key elements of classroom management appear to be: 
 A teacher’s ability to identify and quickly act on potential problems and the ability to remain objective (“it’s 

not a personal wind up, so don’t lose the plot” seems to be the message) 
 Using a range of verbal and physical interventions that indicates to students that the behaviour was 

appropriate or inappropriate 
 Strategies that required students to reach a certain level of behaviour, symbol or tokens that recognise 

appropriate behaviour and provide direct and concrete consequences for misbehaviour  
 Stated expectations regarding behaviour and rules and procedures that were negotiated with students. 
 
Robert Marzano (2003) summarised the reports of over a 100 reports on classroom management and the key 
messages and the findings match those reported above by Hattie. 
 

Comparing the effectiveness of aspects of 
classroom management 
 

Average 
effect-size 

Number of 
students or 
pupils 

Number 
of 
studies 

Decrease in 
number of 
disruptions 
(Average for 
the studies) 

Summary of experimental data from Marzano 
(2003) 
 

Rules and procedures 
Strategies to clearly and simply express rules and 
other expectations of student behaviour.  Also to 
justify these persuasively from the teacher’s and 
students’ point of view.  For greatest effect the 
rules are negotiated with students 

0.76 626 10 28% 

Teacher-student relationships 
Strategies to improve the rapport, and mutual 
respect between teacher and student 

0.87 1110 4 31% 

Disciplinary interventions 
The effective use of ‘sticks and carrots’ to 
enforce the rules described above 

0.91 3322 68 32% 

Mental set 
Strategies to develop your awareness of what is 
going on in your classroom and why.  A conscious 
control over your thoughts and feelings when 
you respond to a disruption. 

1.3 502 5 40% 

 
An additional downloadable chapter from Geoff Petty’s book “Evidence Based Teaching - A practical approach”  
Geoff Petty (2006), published by Nelson Thornes (from which the table above is taken) gives a great deal of detail 
and can be found at the link below.  
 
http://www.geoffpetty.com/downloads/WORD/ClassroomManagement.doc 

http://www.geoffpetty.com/downloads/WORD/ClassroomManagement.doc
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THE 4Cs LEARNER 
 
The 4Cs Learner is a model of the independent learner (able to learn on their own and is the focus of the 
Confident Learner) and ultimately the interdependent (able to learn on their own and with other, the Confident 
Learner plus the Co-operative, Connected and Creative Learner) that we are seeking to develop.  At the 
intersection of each of two Cs there are outcomes associated with their interaction. 
 

 
 
On the following pages are the traits of effective learners that should form part of every lesson and be referred to 
within the connect and consolidation phases at least.  The traits in pink are linked to Social & Emotional Aspects of 
Learning (SEAL). 
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TRAITS OF EFFECTIVE LEARNERS – RESPONSIBLE 
 

Responsible Bronze Silver Gold 

I know right from 
wrong and make 
good choices 

With help I understand the 
right and wrong way to act. 
When I am being influenced 
by others I can recognise it 
when it is pointed out to me. 

I have a sense of right and 
wrong and will usually make 
the right choices even when 
this is difficult. I am 
sometimes influenced by 
what others are doing but I 
can make choices for 
myself. 

I have a strong sense of 
what is right and wrong. I 
make the right choices even 
when this is sometimes 
hard. I am independent and 
not easily influenced by 
what everyone else is doing. 

I manage myself  I bring most of what I need 
for learning. With 
encouragement I complete 
tasks on time with help I deal 
with the important things 
first. 
I know what ‘makes me tick’ 
and understand that this can 
affect the way I behave. 

I usually bring what I need 
for learning, I complete 
most tasks on time I 
prioritise the most 
important things and deal 
with them first. 
I can usually manage my 
emotions so they don’t lead 
me to behave in a negative 
way. 

I always bring what I need 
for learning I complete all 
tasks on time I am excellent 
at prioritising. 
 
I have a range of strategies 
which help me control my 
emotions and behaviour 
which helps me to stay 
healthy and happy. 

I help others When asked to take my role 
in a group seriously I do so 
and  
 
 
I can respond to others in a 
helpful way. 

I can be a responsible group 
member. I usually play an 
active part and attempt to 
do my best for the team.  
I am sensitive to the 
learning needs of others and 
try to help them where I 
can. 

I am aware of my 
responsibility to other 
members of my group. I am 
a positive asset, taking my 
own role seriously and not 
letting the team down.  
I actively help others in my 
group to learn and to move 
forward with their own 
tasks. 

I think ahead I sometimes jump into tasks 
without planning ahead. With 
guidance I can see the 
importance of thinking before 
I act and am practising some 
strategies to help to do this. 

I usually plan ahead and am 
clear about what I need to 
do. I think before I act.  
I am aware that my actions 
have consequences for 
myself and others. 

I always plan ahead and am 
certain about what I need 
to do. I realise that my 
actions have consequences 
for myself and for other 
people and I take time to 
think about what these are 
before acting. 
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TRAITS OF EFFECTIVE LEARNERS – RESOURCEFUL 
 

Resourceful Bronze Silver Gold 

I show initiative  I sometimes try to find a 
solution and occasionally 
ask for support 

I usually try to find a 
solution and I am happy to 
check my understanding by 
asking the right questions 

I always work hard to find 
original solutions 
independently of anyone 
else. I think carefully 
beforehand about the 
questions I ask of my teacher. 

I can learn using 
different methods 

I know my preferred 
learning methods and I can 
talk about how I learn best 

I know my preferred 
learning methods and I am 
beginning to practise 
learning in different ways 

I can learn using a number of 
different methods and adapt 
the methods I use to learn to 
different situations 

I ask good 
questions 

I sometimes ask questions 
which help me get on with 
learning.  
I listen to the ideas of others 
in my group. 

I ask good questions which 
help me and my group get 
on with learning.  
I usually listen to the ideas 
of others in my group and 
contribute my own. 

I always ask good questions 
which help me and my group 
get on with learning.  
I build on the ideas of others 
in my group and contribute 
my own. 

I involve others, 
including the 
teacher, in learning 

I listen to information and 
instructions given to me by 
my teacher. I make use of 
learning material provided 
for me. 
I know that positive 
relationships with other 
students will help my 
learning. 

I listen carefully to 
information and advice 
from my teacher and make 
full use of learning materials 
provided. I add learning 
material I have found by 
myself. 
The positive relationships 
that I have formed in my 
team sometimes helps my 
learning 

I use my teacher as an 
important source of help. I 
search out the best learning 
resources. I can make 
reference to, and judge the 
worth of, several sources of 
information. 
The positive relationships 
that I have formed in my 
team always helps my 
learning 
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TRAITS OF EFFECTIVE LEARNERS – REASONING 
 

Reasoning Bronze Silver Gold 

I can explain my 
thinking 

With help I can explain how I 
arrive at a decision. I can 
pick out similarities and 
differences between two or 
more things 

I can usually explain how I 
arrive at a decision. I can 
identify similarities and 
differences between two or 
more things and describe 
them. 

I can always explain how I 
arrive at a decision. I am good 
at comparing and contrasting 
arguments and explaining. I 
can describe similarities and 
differences in detail without 
help 

I consider all the 
evidence 

With help, I can choose 
evidence to support my 
argument or a decision.  

I make use of more than 
one source of information 
to gather evidence. With 
some help I can sort 
relevant and irrelevant 
information 

I am able to collect and 
evaluate evidence form a 
number of different sources 
and explain the importance of 
doing so. I quickly see the 
difference between relevant 
and irrelevant information 

I choose the best 
method or thinking 
tool 

I use advice given to me by 
my teacher about the best 
way to tackle a problem or 
task. I make use of a small 
number of thinking tools to 
sort or group information. 
I recognise appropriate 
behaviour which allows me 
to complete a task.  

I can see a number of 
different ways to approach 
a problem or task and with 
help I select the best. I can 
use a range of thinking 
tools and can explain why I 
am using them. 
I recognise when my 
behaviour choice causes a 
negative reaction in other 
people. 

I know there are always a 
number of different ways to 
approach a task or problem. I 
think about a problem, select 
the best method of tackling it 
and explain my choice. I 
independently use a range of 
thinking tools. 
I can use a range of strategies 
to solve conflicts with other 
people. 

I take time I sometimes rush into things 
but I am beginning to see 
the importance of thinking 
things through. With some 
guidance I plan the work I 
am going to do and review 
how well I am doing it. 

I usually take time out to 
think things through by 
myself or with a group. I 
can explain why this is 
important. I use planning 
sheets or thinking tools to 
help me with my planning. 

I spend time thinking things 
through and consider the 
information I have been given. 
I will defer making a decision if 
necessary. I plan carefully, 
including deadlines and 
review times, and can adjust 
my plans. 
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TRAITS OF EFFECTIVE LEARNERS – REFLECTIVE 
 

Reflective    

I am curious I sometimes find it hard to 
get interested in learning but 
I can learn well when 
motivated. Occasionally I 
enjoy it. outside of college 
there are some things which 
interest me 

I am interested in learning 
but I need to be motivated 
to get fully involved. Often 
I enjoy what I do. Outside 
of college there are things 
which interest me and I am 
involved in 

I am very interested in 
learning and am soon 
motivated to get fully 
involved. I ask questions 
about what I am doing and 
why I am doing it. Outside of 
college I have lots of things 
which interest me and I am 
involved in 

I can describe my 
progress 

I can describe my progress. I 
can say if I have been 
successful and link this to 
basic success criteria given 
to me by my teacher 

I can describe my progress 
and explain it. I can make 
reference to success 
criteria arrived at in 
discussion with myself and 
my teacher 

I can describe my progress 
and explain it in detail. I can 
make reference to success 
criteria I have arrived at by 
myself or with others with 
whom I have been working 

I listen to and learn 
from feedback 

I listen to feedback from my 
teacher and with support 
will respond to it and make 
some changes. I listen to 
advice from my classmates 

I respond to feedback from 
my teacher and make 
changes based on what is 
said. I listen to what my 
classmates say and act on 
their advice when 
necessary 

I respond to feedback from 
my teacher and incorporate 
this advice in changes. I seek 
out and listen to my 
classmates’ views and will act 
on their advice as a valued 
source of feedback 

I learn from 
experience 

With help from my teacher I 
can describe some things 
that have gone well and 
some things which did not 
go so well. Over time I learn 
from what didn’t work so 
well. I try not to repeat 
mistakes. 

With my teacher I reflect 
on what went well and 
what didn’t work so well 
and agree suggestions for 
want I might do differently 
next time. I don’t repeat 
mistakes 

I always find time to reflect 
on a project or process I have 
been involved in and ask 
important questions. I try to 
improve by learning from any 
mistakes 

I am  I know and accept what I 
am feeling, and can label my 
feelings. I understand why 
feelings sometimes ‘take 
over’ or get out of control 
and know what makes me 
angry or upset. 
 

I can make sense of what 
has happened to me in my 
life and understand that 
things that come from my 
own history can make me 
prone to being upset or 
angry for reasons that 
others may find difficult to 
understand. 

I can use my experiences, 
including mistakes and 
setbacks, to make 
appropriate changes to my 
plans and behaviour. 
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TRAITS OF EFFECTIVE LEARNERS – RESILIENT 
 

Resilient    

I persist I can stick at some things for 
short periods of time. I ask for 
help when things get difficult 
and then will have another go 

I stick at most things and 
will have a go even when 
things are difficult. I usually 
finish what I start to a 
reasonable standard 

I stick at it until I’ve 
succeeded – if things are 
difficult I try different ways 
to succeed. I always finish 
what I start to a high 
standard 

I have a positive 
attitude 

With some encouragement I 
give most things a go. 
Setbacks frustrate me but with 
help I find ways forward. I am 
learning to find positive things 
in whatever I do 

I enjoy a challenge when I 
think it is worthwhile. I am 
mostly positive about 
setbacks.  I usually 
approach a task or 
challenge with a smile 

I always enjoy a challenge 
and get a lot out of it. I cope 
well with setbacks and 
always find ways forwards. I 
always remain positive 
throughout 

I stay involved  I can allow myself to be 
distracted. I may need 
someone to start me off and 
to check on my progress from 
time to time. I will do things if 
I really want to or am told to 

I use strategies to help 
avoid being distracted. 
With some initial support I 
can get on with things by 
myself. If I can see it’s 
worth doing I’ll get on with 
it 

I find interest in whatever I 
am doing and can become 
completely absorbed. I am a 
self-starter. I will happily get 
stuck in to most tasks 

I set targets and 
practise 

I have begun to set myself 
targets and work towards 
them. I focus on what I am 
told. I am beginning to realise 
that practise is important and 
will practise when told to 

I set myself targets and can 
plan how to meet them. I 
focus on what I need to do. 
I usually decide for myself 
when to practise to meet 
my targets 

I set myself challenging 
targets and plan in detail the 
steps I need to reach them. I 
focus on where I want to get 
to. I practise regularly to 
meet my targets 
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OUR VISION 
 
St. Mary’s Catholic College is a safe, caring community with a clear focus on learning.  The development and 
embedding of interdependent learning for students has had a profound impact across the 3-19 age range - raising 
standards, improving achievement, enhancing enjoyment - providing far better life chances for all students who 
become committed to lifelong learning.  The pedagogy of staff is outstanding.  The opportunity to witness and 
learn from best and next practice across the foundation, primary, secondary and post-16 phases of the College 
makes St. Mary’s an exciting and innovative place to work with staff prizing the opportunity to work at the College.  
The learning within the College around transition of learning across phases has enabled work with other Catholic 
primary schools and partner secondary schools and Colleges to move to a new level with supportive curriculum 
programmes developed and implemented across the system. 
 
A whole range of varied and imaginative curriculum pathways with extensive use of new technologies has taken 
personalisation to its ultimate conclusion.  Students lead their own learning and actively engage in their discrete 
“niche” learning communities that operate within the larger curriculum and qualifications framework.  The 
formative work on co-operative learning, 5Rs and acquisition of an array of thinking tools enables students to 
become increasingly independent and then interdependent in their learning.  Our interdependent learners respect 
and take responsibility for their own learning and that of their peers.  They connect with the local and worldwide 
communities as part of the learning process becoming increasingly resilient and reflective as bigger and more 
fascinating learning challenges are faced. 
 
The establishment of Human Scale communities across the College has led to the emergence of powerful peer 
tutoring and mentoring systems involving student leaders in Chaplaincy, raising attainment and ensuring well-
being.  The care, support and guidance of staff for students is now mirrored and enhanced by profoundly 
supportive student to student relationships that have removed issues of bullying and isolation.  Those who have 
particular difficulties or challenges within life or who have special needs are “held close to the heart” of all those 
within the College.  Parents are fully supported of the College’s ethos and the close relationships developed with 
parents in the primary phase have permeated through to the secondary phase where parents are now co-learners 
alongside their children.  The demand for places at St Mary’s is high and parents are confident in the College’s 
ability to develop their child to have life in its fullest sense. 
 
The College’s nationally acknowledged reputation and expertise in the development of leaders has led to a 
process of rapid redesign where all staff involve themselves in taking forward a series of developments, alongside 
student leaders, that enable that “little bit better” to be achieved.  The Teaching School ensures that staff, both 
within the College and beyond, access outstanding training, education and development.  Whilst having a broad 
remit: the development of learning, leadership development, transition work across phases, inclusion of students 
designated as gifted & talented are key areas of expertise. 
 
A significantly expanded, varied and adventurous programme of extended hours provision is enjoyed by both 
students and members of the local community.  The College is at the hub of education and formation within the 
local Catholic community.  The facilities are used extensively by local sports and arts groups benefitting both the 
local community and students alike. 
 
The impact of Building Schools for the Future is measured in terms of outstanding achievement, high attendance, 
enriching relationships and a College people whose interdependence means that individually and collective they 
live life to its fullest. 
 
The buildings look fab as well! 
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OUR TWELVE PROMISES TO STUDENTS 
 
During your time at St. Mary’s we promise: 
 
1. To provide you with an outstanding core experience to ensure you develop literacy, numeracy & ICT skills, 

learning & thinking skills and personal & social skills 
 
2. To personalise your learning so that your different skills, talents and interests are nurtured and given a place 

for expression 
 
3. To employ the best teachers we can and develop their skills and expertise throughout their employment at 

the College 
 
4. To develop you as an interdependent learner capable of becoming a lifelong learner and succeeding in 

important examinations that passport you to the next stage of your learning or employment  
 
5. To provide you with a safe environment to grow by treating you with respect and insisting that other students 

do the same 
 
6. To help you develop a “Moral Compass” that will enable you to navigate the stormy seas of life 
 
7. To meet you where you are on your faith journey and walk with you as you search for, find and walk with God 
 
8. To celebrate the progress you make on your learning journey and the successes it brings 
 
9. To enrich your education with opportunities to learn beyond the College day and in different places by 

developing extra-curricular provision, bringing in external experts and organising trips 
 
10. To provide a personalised support and guidance network for you involving teachers, support staff, outside 

experts and student mentors to help at each stage of your educational journey 
 
11. To provide opportunities for student leadership and co-constructions across the College and seek your views 

and opinions on a range of issues that affect you and the College 
 
12. To ensure that you have the best possible learning environment and the resources you need to develop as a 

person and a learner 
 
(Developed with Year 11 & Sixth Form students in March 2008) 
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