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Since 2019 we have seen an enormous amount of interest and research focussed on the
topic of curriculum in schools. OFSTED has been part of the fuel for this debate and has
stated that all schools will regularly review their curriculum as it is at the heart of what
schools do. In brief:

Our curriculum describes the total of all learning experiences we plan for children to benefit
from whilst in our care. It covers all of the timetabled lessons but also the personal
development, attitude and sense of community we are committed for children to learn.

All Headteachers, Senior leadership teams, CEO and Chair of the Trust Board of SMART have
taken part in a series of debates and discussions. In these we have agreed how we want to
refocus our curricula around developing learning. We have gone into great detail to read
widely and challenge available research to arrive at a joint view of how we collectively
believe we can best serve the current and future learning of children and adults. Thereis a
great deal of excitement around these ideas, and senior leaders have enjoyed going back to
thinking about our core purpose and looking afresh at what we teach, how we teach and
most importantly, why we teach our curriculum.

There are three stages of curriculum which we have considered:

Curriculum Intent (Planned): This is what we plan to be in the curriculum and why we believe it to be
important.

e Senior leaders decide the time allocation for subject employing a clear and shared rationale.
e Middle leaders structuring their subject so children’s understanding develops over time.
e Teachers planning activities and approaches based on how they know children learn.

Curriculum implementation (Taught): This is how we deliver on our curriculum intent.

e Senior leaders ensuring the timetable happens without disruption, with the right ethos.
e Middle leaders knowing teaching maintains a high standard and using best practice.
e Teachers delivering the lessons that they planned to at the pace they need to.

Curriculum impact (Learned): This is knowing how well we are doing and adjusting accordingly.

e Senior leaders ensuring we continuously improve; evaluations are skilled and transparent.
e Middle leaders having enough evidence to steer teachers towards best practice.
e Teachers questioning deeply enough to know real learning is taking place.
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All schools in the Trust have a strong alignment with our shared vision as described publicly
on our website http://www.smart-trust.net/vision-principles/

Translating our shared vision into a curriculum

Our curriculum will focus on the Expectation that all children will develop conceptual
understanding of the world around them through engagement with a progressive and
sequentially logical curriculum that systematically builds these concepts and the essential
skills required to apply them. They can expect to be challenged by all staff to link concepts
between subjects in ever more complex schemas. Teachers skilled at Questioning deeply
will verify that the knowledge they teach from a broad and balanced selection of disciplines,
is able to be applied correctly and hence be learned and Understood. Essential skills and
attitudes developed in the classroom complement the wider extracurricular and social
learning enabling a positive school ethos in which Inspired curiosity is Praised by staff and
peers alike.

Every Teacher and TA is a Specialist in Pedagogy, Informed by Research.

All teachers and TAs will be able to recognise when real learning has occurred by checking for
understanding and what actions they should take where misconceptions still remain. They will have a
wide range of pedagogies ‘in their back pocket” and the professional autonomy to select from these
when adapting their teaching to the needs of their learners. They will model lifelong learning,
remaining professionally curious, questioning, challenging and evaluating new research and new ideas
to continuously improve their own practice and impact.

Every Middle Leader or Subject Lead will see their main role as coaching others in Pedagogy.

Middle leaders will ensure that the curriculum they are responsible for will be progressive, ambitious,
and sequential. Their main responsibility is to ensure all pupils understanding and skills progress
rapidly. They must ensure challenging learning experiences for all members of their team regularly, so
expertise in pedagogy grows. They will collaborate within and outside of their school for the benefit
of children.

Senior Leaders establish high expectations of excellence for learners and staff.

Senior leaders have excellent professional knowledge of pedagogical approaches maintained through
reading and strategic discussion. All staff are actively and intentionally provided with opportunities to
continuously improve their professional practice through excellent line management, appraisal and
mentoring. Low expectations are always challenged.
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Real Learning: Concepts, Knowledge, Schemas and Understanding

e The aim of the curriculum is to help children build a ‘Schema’
of Concepts that structure their understanding in the same
way as the branches and trunk provide the structure for a
tree. Learning is defined as any permanent change to this
schema.

e Knowledge is attached to the schema like leaves attached to
the tree. They feed and nourish the schema allowing it to
expand in new directions. Even if the knowledge is then
forgotten, the schema has been formed so it is much easier
to learn it again.

e You can’t grow branches before the trunk, the learning of concepts
must be carefully sequenced with increasing complexity, so the
schema builds correctly by returning to the same concept on
numerous occasions in different contexts as a spiral curriculum.

e Each context needs the relevant knowledge to support it (around
80% memorised and usable).

e This is why our model for real learning asks the teacher to sequence knowledge and
understanding through a carefully crafted set of lessons we call a learning episode.

* How the teacher . Learning Hook — inspire links and build curiosity.
structures the learning

towards a given
concept must be their
own design, using their
pedagogical skills. One
possible model for a
learning episode is
shown here.

Direct Instruction — perhaps with worked examples

Low Stakes Questions— Check direct instruction was
learned (80% of the knowledge on the organiser)

Fluency Practice — Repeating examples with
increasing speed until recall is second nature

Variation — Question deeply to apply the knowledge

in different ways and different settings.
e Alllessons should have

Reasoning — Ask deep ‘why questions’
throughout to challenge understanding

conceptual A Space —(2wks?) so mimicking can be forgotten
derstandi th
:izalerz:ln Ng as the Reasoning for Problem Solving — Applying the
goal. concept hidden with other ones to solve problems
N
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Skills — essential tools that are learned through practice

Skills underpin ALL learning. It is impossible to have any lesson or any learning taking place that
does not involve both skills and knowledge working together.

Some skills such as the ability to read, write, count and communicate are seen as core and are
set as the priority for primary and secondary schools through English and Math:s.

Some skills are specific to one field of learning such as map reading skills, volleyball etc.

The remaining skills are useful across numerous fields of learning. The SECRET skills model is the

most comprehensive description of these and appears in summary below. A full progression
ladder for each of these skills appears on our website.

SECRET Skill Cognitive Strategic ‘ Emotional Social
Go for it, Finish Manage
Self-Management Manage Risk Be Organised , 0 o .g
it! (Resilience) Emotions
Persuade
Effective Participation Othuers Find Solutions Identify Issues Get Involved
. e . _ _ Take Creative Question
Creative Thinking Imagine Make Links

Risks

Assumptions

Reflective Learning

Set Yourself

Plan-Do-Review

Invite Feedback

Share Learning

Challenges
Explore a Evaluate Reach
i Stay Objective
Enquiry Question Evidence L Conclusions
) Take Manage the Build team Evaluate the
Team Working Responsibility team strengths team

e SECRET skills are integrated into lessons when teachers
intentionally require them in their choice of learning
activity. For example, a teacher may intentionally use a
group activity as a way of addressing a skills gap for pupils
who find it difficult to work collaboratively.

e The balance of skills, knowledge and concepts varies from

subject to subject.

e Inthe Early Years classroom the skills are formally teacher
assessed and reported on nationally. These skills are called
the Characteristics of Effective Learning (COEL).

e Coaching regularly is often seen as the most effective
teaching method for developing and maintaining skills.

Knowing how to approach the application of skills in each subject is called ‘Disciplinary
Knowledge’. Subjects should adapt the SECRET skills statements to how a Scientist (for
example) evaluates evidence, finds solutions etc. and then formally build this disciplinary
knowledge and regular practice into the curriculum.

I Learning Model (Sept 2024: v19)
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Assessment of learning and for learning

Formative Assessment is needed to help learners reflect on the progress they are making and help
teachers modify and adapt lessons to the needs of their pupils for greatest impact. Regular
incremental feedback is also essential for teachers to recieve as they are learning too.

Assessment of Concepts — Teachers and TAs will Objective: | Pupils

check for understanding of concepts numerous RE1 - Shared symbols and rituals — The concept:

times in EVERY lesson. They know that without Communities are strengthened by shared rituals,

. 1Y . actions, ‘sacred’ symbols and objects.

accurately knowing a pupil’s current understanding Shared Symbols & Riuals Y1 John.

they can’t get the balance of cha”enge and Support Understand people with the same religion or belief | gysan,

. . . share the same symbols and rituals. Grace

just right so that true learning can take place. To

help teachers achieve this, our model asks subject Shared symbols & Rituals Y2, sally,
nderstand the meaning behind some symbols James,

leaders to describe the stages a pupil will go through | and rals. Can gve examples from rellgons and | peter
. . . non-religions.
as their understanding of the most important

Concepts becomes greater‘ Thls lladder’ mOdel Z:Zfitii???::liit:?ﬁlsri:ﬁaIs can be ‘SACRED’ :ete?n
uer
allows teachers to ask questions so they can work and why damaging them or changing them can be
offensive to a group.
out the current ‘level’ so they can move them to the
next. Sometimes it will be useful for teachers to Shared Symbols & Rituals Y4 Sam,
A Pupils show they understand the meaning of Jane,

record these assessments although ChECklng for ‘Religious Expression’ and can describe how some | 53rah

. I this thi h bols, clothi d
understanding happens so often most cannot be e prass TS FTOLER symbes, iotiuna s
recorded in this way. An example of how a teacher Shared Symbols & Rituals Y5 _ Toby

. A Pupils understand how symbols and rituals are

may record this for their class appears here. used in religious practices such as weddings. They

can suggest ideas why the symbols and rituals are
used in this way.

Assessment of Content — To understand and apply concepts effectively learners need to recall at
least 80% of the core factual content with fluency. A knowledge organiser can be used to for this
core factual ‘enabling’ content. Teachers use low stakes tests to discover when 80% of this has been
memorised so they can progress further. Hinterland knowledge isn’t normally tested but is drawn
upon by pupils increasingly as they show their understanding of concepts or ‘read around’ the topic.

Assessment of Disciplinary Knowledge and skills — Most commonly assessed through practice
activities specifically designed to test the skill. E.g. bench test in PE or orienteering for map skills.
Skills are always best assessed by teaching the child the framework and coaching them in self and
peer assessment rather than labelling them with a score. Subjects choose how they record progress
such as using grids like the one below.

Geography Skills — Field work and How to Represent Space Date | Needs Practice | Mastery
Map Skills Y1 (Requiring the concept of representing 3D ‘Space’ in 2D)

Ability to collect information for a map from a field trip near the school site.

Summative Assessment— Exams are still the most common form of summative (end of course)
assessment. OFSTED and EEF warn that schools must be wary of over-reliance on such assessments
due to their high stakes status. Whilst some teaching in how to answer tests should be done to give
pupils better exam outcomes and life chances, varied forms of assessment for the purpose of
learning should always remain the central focus.
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Effective Teaching Step 1 — Being totally clear
about ‘What’ you need to do and ‘Why’.

Expecting the Very Best

Your expectation of a learner is what has the biggest impact on their future success and self-
belief. Conversely, any labelling or assumptions about the limits of a child’s abilities creates
one of the largest barriers to the child’s progress.

Advice 1 — You must believe every child is able to deeply and fully understand anything. Your
job is helping them get to the next achievable step in this journey.

Advice 2 — The only true generalisation is everyone is biassed. Knowing and accepting your
bias is the first step in helping children overcome them. Don’t give up on any child or adult

Advice 3 — Scaffolding that is never removed is a wall. Only simplify learning if you have a
clear understanding of how to help the child get back to a full understanding.

Questioning Deeply

Your expertise lies in diagnosing how deep a learner’s understanding is and then providing
the next step into a space they could not successfully enter alone (their zone or ZPD). The
guestions you ask are critical to diagnosing correctly finding the limits of the zone and
keeping them there. When they are in this zone they are really learning.

Advice 1 — Focus most of your deep questions on the core concepts in your subject.

Advice 2 — Know the ladder of understanding children climb when understanding a concept.
It takes a lifetime of practice to ask question to work out where on the ladder a learner is
and knowing how to get them to get over their next conceptual hurdle. Practice this.

U nderstanding our Goals

Every learning experience should build a child’s understanding. It is vital you are clear on
what concept lies behind each lesson and exactly how each element of the lesson builds on
this opportunity to develop this understanding. Every element should be explainable.

Advice 1 — By the end of this lesson.... what will the least able child be able to do, know and
understand better than at the start. What about the most able? What about the rest?

|nspiring Lifelong Learning

N —
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Curiosity and determination to learn and progress are very human tendencies that you have
the privilege to ignite and witness. It is your role to help children understand the true joy of
conquering learning that is challenging and meaningful. You are never in

Advice 1 — Never excuse learning and avoid like the plague the idea that some learning is
more ‘fun’ than other learning. You show how challenge and struggle are the ‘fun’.

Advice 2 — Use the word ‘yet’ to model your belief that there is absolutely nothing you are
‘bad at’ or that you couldn’t master with the right teacher and opportunities.

Praising the Positive

Meaningful praise is the fuel of learning, but it is the recognition at the end of a challenge
rather than the praise itself. Often praise is reflective in that it shares a common story of
success that everyone has played a part in. It builds ownership and collective pride.

Advice 1 — Think of the three-part rule for praise. Firstly, you set up the challenge and why it
is hard and meaningful, then you recognise the achievements and effort that were put into
the challenge, then you use the example in a narrative to others.

|
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How we Build Our Curriculum Part 1: Shared,
Clear Intent

Summary of This Section

Subject leaders must be clear and unambiguous about what they intend to
achieve through their curriculum. Examples and reasons are presented.

The majority of the key terms used in our model are explained such as schema,
fluency and variation.

We also set out the questions that a teacher in a well structure and well led
department should be confident to answer regarding each of their lessons.
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Subject teams should begin with a clear statement and agreement about what they hope to
achieve through their curriculum. The OFSTED subject review for RE (May 2021) suggested
that no work on curriculum design could be effective without clear guiding principles.

For example, in the case of RE such a statement may read: All pupils will understand their
own world view as part of a complex and diverse set of global religious and non-religious
traditions. They will explore these as a structured journey through current academic
understanding and lived experiences.

This intent statement should be clear enough for teachers to be able to challenge the final
curriculum and ensure that the core goals were not lost in the process of writing.
Examinations and the practicality of schools can cause us to lose sight of the main aim of the
curriculum and our ambitious goals for children around which teachers can advocate.

Setting Ambitious Learning Goals for All Pupils — Learning for Understanding

Surface learning is easy to achieve, easy to prove and easy to forget. In primary school |
remember learning all the states in the USA. | proved | had learned them in a test and
received a badge to show it. | can still remember some of their names today, but I’'m
embarrassed to admit that it wasn’t until a chance conversation in a snack bar at university
that | realised what these states were and that this is what United States actually referred
to. Fortunately, this conceptual gap turned out not to be critical for my progress, but our
ambition must be to focus the learning time we have, on deeper, meaningful learning that
leads to a change in understanding or reinforcement of patterns.

We define learning as any permanent change to the learner’s schema.

Hence, all learning experiences should be building towards this goal.

Achieving this requires considerable pedagogical skills and experience and in order for a
subject lead to enable teachers to achieve this, there should be clear systems of support so
that they are not continually having to plan from scratch.

In this section, we define our terms more clearly so that subject leads can discuss these
ideas with confidence as they coach their teams in their understanding.

Following the explanation of key ideas we have provided a list that details all of the
guestions a teacher could be legitimately asked of their lesson. It is helpful for subject
leaders and curriculum designers to ensure answers to these questions are built in.

All of the sections in the remainder of the document seek to explain how curriculum
designers and curriculum leaders can provide a supportive framework around the teacher to
enable them to answer the questions listed in this section, with confidence and passion.
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Schemas

When skilled teachers consider, for example how cars are built, they could ask the children
to ‘Think like a designer’ and consider ease and comfort of use, or think like an artist and be
governed by aesthetics or ‘think like a scientist’ and think of fuel consumption etc. Such
guestions help children focus more deeply on key concepts that link things together rather
than on collections of facts in each subject. See Psychology explanation of schemas.

How children arrange these concepts is known as their schema. We understand a schema to
be something we can hang knowledge on an organising structure to build things around. A
schema is sometimes described as being what is left when you have forgotten all the facts.
Schemas make it easier to re-learn the facts because the schema has already been built to
accommodate them. When we probe with deep questions, we are really checking that the
knowledge we have just taught has been organised in the right place in the child’s schema.
See CBBC article on pre-school schemas.

Children often develop completely different schemas for every subject we teach them and if
we ask them to use these in different subjects it helps them link them and understand more
deeply. “As a Scientist, how would you look at this problem” alerts the child to pull up their
‘Think like a Scientist Schema’ in their head. In most lessons, teachers help children improve
the schema for their subject area. In the longer term we would like them to refer to others
too. Examples include ‘Thinking like a Scientist’; ‘Thinking like an Artist’; for English
Language we use ‘Thinking like a communicator” and for English Literature ‘Thinking like a
critic”.

What does it mean to think like a scientist, or an artist or a historian? What we mean is that
we are helping them arrange their knowledge and understanding in a way a scientist might.
How we organise knowledge and answer a question from that perspective then ask them to
‘Think like a... There is no real difference between how the person is making sense of maths
in a primary school or in a research laboratory — both are being mathematicians just at
different stages. Both are using a maths schema in different stages of development.
Knowledge taught without the schema in place will be seen as a set of unconnected facts
and will slip away over time.

The analogy of the ‘Top Drawer’

Lots of people have a ‘top drawer’ or somewhere they put random things they haven’t got a
place for. The drawer gets full and you either need to expand to another drawer, sort it out
or throw away the contents and start again. Sorting it out is hard work and requires you to
think really hard about each item and where it fits in the house. Really tough items might
require you to reorganise drawers or cupboards to accommodate them. In this analogy the
items are knowledge and the drawers and rooms in the house are the schema. It is the role
of the teacher to challenge the schema and make sure pupils do the hard work of creating a
space for the knowledge. Without this, the knowledge will end up gathering in the top
drawer from where the pupil will struggle to retrieve it or create links to it. Higher order
guestioning and requiring application of new knowledge could be thought of as ways of

» —
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https://www.bbc.co.uk/cbeebies/grownups/schemas

helping pupils with the hard work of reorganising their existing schema to create space to fit
the new knowledge into it. The underpinning skills are what they use to enable them to do
this.

Taking the analogy further, different people arrange items in their house in different ways.
You need to get inside the head of the owner of the home and think like them if you are to
work out where they might choose to store things. Thinking like a scientist for example.
Core concepts in this analogy would be the rooms.

Fluency

This is when you practise something so much it requires very little effort to retrieve it.
Memorising your times tables until you are fluent in them is an example. Fluency is just
memorising and so is not learning but it can help you to be more able to learn things which
require fluency. The cognitivist scientists would argue that if you are fluent then you no
longer need to use your short-term memory and so this is freed up for more deeper
thought.

Variation

This is when learning first can happen. You take the concept that has just been learned and
which you may be fluent in and you apply it to a wide variety of contexts or vary the way the
guestions about it are answered. The variation stage requires the learner to think in depth
at the new situations. The best examples of variation cause ‘cognitive conflict’ which forces
the learner to alter their schema to accommodate a new way of looking at the same
problem.

Here is an article giving more examples of how to use variation to change ‘Episodic’ learning
(each piece of learning is remembered separately) into ‘Semantic’ learning (pieces of
learning can be linked to each other without having to remember exactly how you learned
each piece). https://improvingteaching.co.uk/2019/10/20/deep-learning-planning-for-knowledge-
transfer-responsive-teaching-update/

Cognitive Conflict

Cognitive Conflict is the term used to describe the moment when a new piece of knowledge
just doesn’t fit your current schema, and you have to break off a bit and start again or add a
new concept as a branch to the tree. Some schools call re-learning ‘the pit of doom’
because it feels uncomfortable for a while until you repair it stronger. I0E demonstrated
through extensive research that putting a learner in cognitive conflict and helping them get
out again had the biggest impact on their future examination success in that area. Mastery
learning is also based on this model.
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Interleaving

Interleaving was originally designed as a way of building concepts as described above. As
you reached a relevant part of your subject you might weave in part of a different topic
which you had covered before but in some way links to this concept. The purpose of this is
so that children can strengthen a schema built on concepts that are common to both topics
and make useful links to hold their overall schema together more strongly. If it is used in
this way there is some evidence (Hausman & Kornell) this builds stronger schemata and so
helps children deal with more complex problems. If the material is not related through the
same concepts the evidence in the same report is that it does not enhance learning and can
actually worsen the situation.

Highlight opportunities for interleaving in the curriculum but be explicit about the
connections and relevance to revisiting them at that point. As children’s schemata become
more complex, they may be able to add this revisited material into the new slot that was
not there before.

Application of knowledge - Reasoning

The only way to test the construction of the Schema is to see how it deals with new
situations that require thought. This is sometimes called the Mastery approach. If the
teacher asks a question to test understanding, and that question could be answered just
with factual knowledge then they have not tested the schema. Higher order questioning is
one way around this. The teacher asks ‘why’ following an answer. This could be answered
using a memorised answer which still does not test the schema so a second why may aim to
go deeper again. Dual Coding can be used to get the child to translate the work into a
different form or may be used by the teacher to represent the concept in different ways—
this can test the schema because it should be able to adapt.

The ultimate test for checking that knowledge is being assimilated is to require application
of the knowledge into a novel context.

Ensure that teacher questioning tests the schema and not just the knowledge, by using
higher order and not closed questions or by any other method, requiring the learner to
show general understanding that they can adapt to new situations.
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Teachers Intent, in a well structured curriculum with ongoing coaching

All teachers are subject to the National Teacher Standards which are generic descriptors of
excellence in teaching. In the planning stage for a lesson, the teacher takes these skills and
applies them to the specific goal of the lesson in hand. If the curriculum is well resourced
and well-structured it is possible for the teacher to create more holistic planning. If their
coaching is ongoing then they can develop more in-depth understanding of pedagogy.

Hence an outstanding teacher, delivering a well-resourced curriculum in a supportive
coaching environment when asked about their intent will be expected to have thought
through and pre-empted the following questions:

1. Why s it important for pupils to be studying this subject?

To answer this question the teacher must have been involved in regular discussions with
their subject leader and should understand the curriculum intent statement and ‘why’
they are passionate about this subject’s inclusion in the pupil’s education. They should
also be looking for links and always mindful that they are building a subject schema of
which this lesson is just a part.

2. What is the substantive knowledge you are hoping will be learned?

Substantive knowledge comprises, the concept which is the main focus for the learning
and the factual knowledge that is needed to support it. The term ‘knowledge’ has been
confused by varied usage in recent years and particularly by an active train of thought
calling itself ‘knowledge rich” which really meant ‘factual content rich’. Hence, we need
to define it clearly here so that staff can recognise these differences. By Knowledge we
refer to both factual content and the concepts that hold this content together.
When teaching substantive knowledge, the teacher has to have a clear sense of the
section of the schema they are hoping to help strengthen. They need to understand the
misconceptions, the key words, the key ideas and how this section of the schema links to
other areas of learning and other parts of their subject. Hence, appropriate questions
that could be asked of the teacher include:
a. How many lessons have you devoted to this particular learning episode and
which one of the series is this one?
b. What is the core concept this whole learning episode is building towards?
What is the minimum core factual content that will be needed and how have you
ensured the pupils are fluent in at least 70% of these terms?
d. Do the pupils have access to this minimum core factual content perhaps in the
form of a knowledge organiser?
e. What are the most common misconceptions associated with this concept?
f.  What other smaller concepts are embedded in this knowledge that you are
aware of and could any misconceptions impact on understanding?
g. What questions might you use to uncover mimicry and tell if pupils genuinely
understand or are pretending to?
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If you plan to use scaffolding, how and when will you remove it so all learners
have access to progress in this core concept?

What hinterland knowledge do you feel might help?

What links to other subject areas could you use and what parts of the curriculum
in this subject could you link with where appropriate?

What approach and which pedagogies have you chosen for this lesson and why?
When was the last time these pupils encountered this core concept and how do
you plan linking back to this learning?

Which pupils do you believe currently have misconceptions in the core concept
and how deep are their gaps? What strategies do you have to ensure they make
progress on this occasion?

3. What Disciplinary Knowledge and skills training are you interweaving into your lesson?

The simplest definition of Disciplinary Knowledge is probably ‘Ways of knowing’. Itisa
set of skills that enable the learner to not be a passive recipient but rather an intelligent,
critical and engaged inquisitor. The SECRET skills framework provides a description of
the 24 generic areas of skill, and these should be tailored to the specific ways in which
they operate in a particular subject. For example, if you consider ‘Evaluate Evidence’
then knowing how to do this ‘As a Scientist’ may be different to ‘As a Philosopher’ or ‘As
aJournalist’. Appropriate questions for the teacher could include:

a.
b.

Which skill or skills are you integrating into this lesson?

How has your choice of pedagogy or approach been guided by your wish to
improve the disciplinary knowledge?

What factual content and words do they need to be fluent in to apply the skills
you want them to ‘as a historian (for example)’ in this context?

What will you consider success in the use of these skills? Do you have points of
progression in mind?

Which pupils do you know to have difficulties with the skills you aim to be
employing and how are you aiming to ensure their progress in skill development?
What opportunities are there for peer and self-assessment of these skills?

4. How will you assess the impact of your work and reflect on your approach?

Numerous techniques for formative ongoing assessment should be in place for the

teacher to use.

e Pupils’ use of hinterland knowledge should be praised as evidence of wider reading
and wider application and understanding of concepts, but assessments should not
be dependent on any specific item of hinterland knowledge.

e Substantive factual content from knowledge organisers can be tested through a
range of low stakes tests and quizzes. Marks in these don’t tend to be labelling as
for most pupils’ success is through a mixture of memory techniques and effort.
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e Conceptual understanding is usually assessed by interrogative questioning by the
teacher but some methods such as multiple choice questions that contain options
that draw on the most common misconceptions, and longer writing tasks conducted
under test conditions can draw out some of the most common misconceptions.

e Readiness for examination. Ensuring that pupils can answer examination questions
effectively is part of our responsibility as educators, knowing the enormous impact
on future prospects such exams can have. Examination questions can also
sometimes be used for diagnostic formative assessment, particularly if you feel that
you need to test for a threshold before going on.

e Disciplinary knowledge and skills. These require regular practice and assessments
can go up and down depending on the application and the practice. It can be
enormously counter-productive therefore, for a teacher to share such assessments
with pupils. In almost every case, such assessments are better conducted by
teaching the pupil to apply a rubric to their work or to their peers. The evidence of
their work and their application of the rubric can then be questioned rather than
directly questioning their abilities.

Hence the kinds of questions that may be asked of teachers include:

a. What forms of assessment are you planning to planning to use and why?
What data and assessment did you use when planning your lesson?
In what ways have you changed your approach as a result of your assessments?
Which pupils surprised you this lesson?
What have you put in place to support pupils with SEND? Are they working?
Where are the greatest misconceptions and gaps in the learning and how are you
intervening to address these?

-0 a0 o

5. What steps have you taken to create a productive and positive classroom ethos?

In order for the teacher and pupils to have the mental space and concentration to delve
into educational pedagogy they will have needed to establish a strong set of habits and
classroom procedures as well as a classroom ethos that supports high aspiration and a
safe environment in which to ask questions and fail. Skilled teachers may integrate
much of the learning around this into their disciplinary knowledge section, creating a
notion of what it means to be a ‘Geographer’ etc. Hence there is overlap with that
section but questions may include:

a. How do you ensure pupils feel safe enough to offer suggestions?
How do you use praise constructively and strategically in your classroom?
Who in the school do you use to support you when cases are more challenging?
How do you act when you have concerns over safeguarding?
Which systems do you use which are consistent in every classroom in the school
and which ones would pupils experience differently here? What is your thinking
behind these differences?

L

» —
BB (carning Model (Sept 2024: v19) Page 17




How we Build Our Curriculum Part 2:
Substantive Knowledge: Concepts
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Content and Concepts

Knowing that teachers require clearly defined core concepts around which to build their
learning, a key responsibility of the subject lead is to define these concepts and the content
that supports them.

What is a Core Concept?

A concept is an abstract idea (Oxford Dictionary), meaning an idea abstracted or separated
from its context. An idea that can be applied to lots of different situations and contexts.

An example may be the concept of ‘Design’. To design well requires understanding of ideas
of being fit for purpose, materials science, empathy, aesthetics, cost, etc. Children revisit
this concept many times, building up the complexity of their understanding.

A key test for understanding of a concept is, giving an example of what it is NOT and WHY.

Every misconception and poorly understood concept holds a child back and sets up a ‘gap’
in their learning which they struggle to close later. Such gaps may partly explain why an
average disadvantaged child makes two years less progress than their peers by Year 11 even
if the period of hardship or trauma (when the gaps first opened up) was many years earlier.

Our ambition for this phase of our model is to identify between 3 and 5 concepts per subject
that have greatest impact and name these our Core Concepts. We then will build our
curriculum around these, checking regularly for good development without misconceptions.

The method suggested in the Science and RE OFSTED reviews (May 2021), which both
heavily endorsed the central role of concepts within curriculum design, was to work from
the academic study of these subjects then track these back to the earliest possible age.

Both reviews then recommended spiralling the curriculum to ensure that these core
concepts were revisited regularly.

In our work with subject leaders in the Trust we have often found a desire to keep concepts
and skills intertwined. Whilst we entirely support the complete integration of content,
concepts and skills in teaching and planning, the assessment methods are very different for
these three pillars of the curriculum and hence we need to be explicit about what the core
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concepts are, separately from the skills. The following table is designed to help make this
distinction by providing clear rules.

It is impossible to conceive of a lesson that didn’t involve both knowledge and skills
intertwined but it is worth making a distinction between the differences.

What is a Concept What is a Skill
e Anideayou learnin one topic and e Generic skills, like concepts can be
then apply in a different topic in an learned in one area and applied to
abstract way. You would need to another but you tend to be able to
explain the link you made to those apply it in the same way. E.g. writing,
who don’t yet understand. E.g. evaluating, catching, concentrating.

energy change in leaves and in cars

e Something you can almost feel e Something that improves the more you
clicking into place when you learn it — practise but you also often get worse
like an ‘aha moment’. It changes how at it if you don’t practise for a long
you think about ideas. You may feel time.
the need to revisit ideas you had e It can be practised in a way that
before and re-order them. You rarely doesn’t directly link to the all the other
go backwards from this point back to skills you have.

your previous understanding.

e A barrier that holds you back from e Something someone can show you
progressing because you ‘don’t get it’. how to do, you copy them. With their

e If you get to a stage you can’t help you become aware of how to do it
understand, your progress stops until better (consciously incompetent) then
you pass this threshold. This can you become able to practise and self-
make future learning much harder improve (consciously competent).

and cause gaps to widen.

e Concepts are developmental. You e Skills can be practised until your body
need to keep revisiting them to build assimilates them into a permanent
up your understanding over time. change. The ability to ride a bike could
Like the trunk of a tree getting wider be argued, requires a permanent
and fuller as it grows. change to your schema. Some also

draw comparison to concepts as ‘brain
muscles’ like ‘muscle memory’.
Beckham’s conceptual understanding
of aerodynamics was present even if
he wasn’t aware of it!
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How to Describe our Spiral Curriculum?

The next step, having identified the core concepts is to sequence the curriculum such that
they are revisited regularly. Subject leads use a range of ways to illustrate this such as:

Method 1 - Colour coding

Each core concept is allocated a different colour and this allows the frequency of revisiting
them to be easily seen. The following example is a tab from the cloud based spreadsheet
which summarises all of the curriculum of all subjects taught in SMART.

Concepts Perspectives Continuity & Change Cause & Effect Significance
Year 7 Year 8 Year 9
Liskeard Looe Saltash Liskeard Looe Saltash Liskeard Looe
autumn 1 o The Normar‘| Conquest |The impact of the The English Civil War Conflict ?nd Tension in |Why didn’t the Republic o Causes and events of Cch
and change in England |Normans the 1600's last? WW1 de
Medieval I < PEEET e 1750-1900 Popul ati
autumn2  [Norman Control eclieval fIVES, TN |importance of the "0 POPUIEHEN | q)avery and Civil Rights |How does Britain grow? |The rise of Hitler The inter-war years.
and country . and agriculture -
Catholic Church
How did the World Changing Britain during
Springl  [Medieval Life Black death and influece Medieval | 17301900 Industryand ) Howvaluablewere |, c. . oot Germany | The Holacaust Gl
Peasants Revolt life expectancy . Victorian values?
England? revolution
Power and control: - Tl Empire: did the British T— - . Events of WW2:
Spring2  [Henry vl monarchy, churchand | oo e KT fgigvery have a positive 25 the MOTmEr COUNY e Holocaust Dunkirk, Battle of Ho
Tudor England? N a good mum? -
people influence abroad Britain and D-Day
How did the Why did Walter Tull GCSE Medicine 1250- How WW2 il ted thy
summer1  [Tudors Tudor Depth Study Elizabethans shape  [Black rights in the USA LSRG seieine o IMPREEEE I g
England? to war? 1500 Home Front
DENC Protest movements up
to 1914 and Britain in
Tud: d Stuart Elizabeth: iz : GCSE Medicine 1500- International Terrorism ch
Summer 2 b nr_an ua Local history project 122 ar_| Causes of WW1 'Who fought for peace? edicine and challenges to world
Rebell controvercies 1700 co
governments
Tier 3 vocab: |Anglo- Saxen Motte and Bailey lousting Parliamentarian Capitalism Suffrage Colonizlism Reichstag An
Edward the Confessor  |Monarchy Heraldry Royalist Laissez-faire Philanthropy Imperialism Communism Pa
Witan Dynasty Cathedrals Roundhead Steam engine Middle Class Nationalism Facism Pu
Harald Goodwinson Refarmation Masna Carta Cavalier Textile industry Warking rlass alliance Hnlnraust su

Method 2 — Snakes

PRy
SCHOOL

The regularity of the curriculum model
in some subjects means that only one
core concept can be focussed on at a
time and these can be placed almost
exactly a year apart in the planning.
Such a neat curriculum can be shown
with concepts running vertically as
shown here as concept a, b and c.

Some subjects have used diagrams like this one even if the topics do not appear every year
or do not occur at the same times each year but simply to illustrate the way in which the
concepts and the content overlap.
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Model 3 — Ribbons

This is particularly suited to those subjects in which the core concepts must be revisited

more regularly throughout the course, particularly in A level courses when the pace of
delivery of new content is higher as is the number of hours a week of work. This model also
allows for new concepts to be introduced at a later stage in the study.

The example below relates to A level Sociology. Each concept is denoted by a different

colour ribbon. The learning episodes in ea

Core Concepts
Socialisation

Functionalism :
Functionalism as a perspective

Marxism as a perspective
Feminism as a perspective

Marxism
Feminism
Evidence

Postmodernism
Interactionism

Theory and Metho

Determinism

Consensus, Organic analogy

Capitalism, Exploitation, FCC

Patriarchy, Waves, Branches
Positivist, Interpretivist

Crime and Deviance
Su-rveillance Society, Synoptic surveillance
Labelling, Negotiation of i
me evitable bi

Goals and means, Status Frustration, Consensus
La.w Creation, Criminogenic, Social Control
Pt:archal control, Liberation thesis, Domains
Official stats, Victim survey, Key Studies, Patterns

Introduction to Sociology

Norms and Values, Social Control, Sanctions

Research, Methodology, Context

ch topic are then written on the ribbon.

Education

Primary and Secondary Socialisation

Role allocation, Bridge, Meritocracy
Myth of meritocracy, Correspondence, ISA
Teacher labelling, 2™ wave feminism
Patterns of achievement, Class, Gender, Ethnicity

ds Families and Households

Primary Socialisation

Nuclear family, Functional fit
Unit of consumption, Safe haven, Ruling class ideology
Triple shift/dual burden, ‘takers of shit’, Conjugal roles
Key studies, Official statistics

Beliefs in Society

Changing not declining, Pic & Mix, Individualism

Theory & Methods

Truths

Social constructionist, Defining religion
Secondary socialisation, Subcultures

Sacred & profane, God of the gaps, Worship of Soc.
Sacial Control, FCC, ISA Humanist V!
Reinforcing patriarchy, Stained glass ceiling Intersectional
Patl , Definitions, Rel. vs Val.

Latent & manifest

Exams and Next Steps
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How we Build Our Curriculum Part 3:
Substantive Knowledge: Content
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Once the core concepts are decided and sequenced, the next task is to ensure that no pupil
is prevented from the opportunity to engage with these as a result of a lack of the right
vocabulary (core content knowledge).

In 2019 the OECD found that 17% of 15 year olds in the UK were unable to identify the main
idea in a text of moderate length or find information based on explicit, though sometimes
complex criteria. https://www.oecd.org/pisa/publications/PISA2018 CN GBR.pdf

Six research articles in recognised journals from 2010 to 2016, have demonstrated that
fluency in key vocabulary is the best predictor of later comprehension and understanding in
pupils. By Secondary age the ability of the pupils to construct sentences with these terms
and understand them in conversation begins to take over as the more important indicator,
but for all year groups it is critical that we make explicit the key terms we are using and
develop oracy in the classroom insisting that these key terms are correctly used when pupils
are in discussion about the topic.

In May 2021 OFSTED reiterated the additional benefits to pupils with SEND of having these
key terms identified and used in this way.

Knowledge Organisers — Making Critical Knowledge More Accessible

The most common solution used by departments and subject leads across the Trust is to
identify this core content is the use of knowledge organisers.

These have now in many cases been shared online with parents and were found to be an
extremely useful tool by parents aiming to support their child during the pandemic.

As well as being posted online, some subjects have experimented with laminated ‘mats’ that
the pupil does their work on so they can reference the core content. Others have used
booklets at home and at school.

Common elements include:

e Avocabulary list in a table with the word and meaning side by side. Parents have found
these particularly useful as they have been able to ask their children to provide them
with definitions for terms or read the definition and ask the child to say the word.

e Key diagrams that summarise key points and are likely to be remembered more easily.

e Clickable links on the electronic version to find out more or to hear the word spoken.

e Use of dual coding to make some of the content more accessible.

e Making organisers very specific to particular topics so each one can contain less.

It is important not to crowd the organiser with information and to focus just on the
information that will help the pupil to develop their understanding and achieve mastery of
the core concepts that the topic is focussed on.
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The following example has been taken from the website of Dobwalls Primary.

Knowledge Organiser Year 5 Science: Properties and changes of materials

Key Vocabulary Concept: Chemistry

solid One of the three states of matter. Sclid
particles are very close together, meaning
solids, such as wood or glass hold their shape.

/ Key knowledge: materials are the substance that something is )
made out of. Different materials are used for particular jobs
based on their properties: electrical conductivity, flexibility,

liquid 2%2“:3'5; i:eo\goc:?c:a?éegof;ﬂ%ﬁig:rﬁﬁ i$é|$ \___ hardness, insulators, magnetism, solubility, transparency
of molﬂer can flo_w _cnd_fclfe the shape of their Dissolving . P i
container e.g. milk is a ligquid. R eolitflon: & minde hen Sugar is

gas Gas particles are further apart then solid or solid particles are mixed \ \@ Soluble
liquids and they are free to move around. with particles. material. 1
Oxygen is a gas. Materials that will dissolve

are  known as  soluble.

transparent | A material which lets light through e.g. glass Materials that won't dissolve

Sand 1

i : are known as insoluble. A // isan :
translucent | A material which allows some light through suspension.  [s :th the isolibls |
- - - particles don't dissolve. material. |1
opaque A material which does not let light through . =
flexible How a material bends, sirefches Irreversible changes results in a new product being

made e.g. burning wood, mixing vinegar and milk.

conductor Electricity can easily travel through

Reversible changes (such as mixing and dissolving
liquids and solids together) can be reversed by
separating materials using these methods ...

Changes of state: Materials can change into solids, filter
liquids and gases when heated or cooled.

particles : particles O 0'l
@

insulator Does not allow heat or electricity to fravel
through

evaporate

Low Stakes Tests, ‘Do it Now’ and Retrieval Practices

Research in language reading suggests that you need to know between 95% and 93% of the
words you are reading if you are to understand the text, but most of these studies are for
those developing a second language. When we assume the pupil is fluent in the language
studies suggest they need to know 65%-70% to achieve a pass mark in examinations. Laufer
(1989).

We have therefore arrived at 80% as our minimum expectation for the core content and we
are suggesting that teachers conduct low stakes quizzes and tests to reassure themselves
that at least 80% of the key terms are fluently known before progressing. Those who
achieve less than 80% are at risk of failing to understand the tasks, lessons and discussions
and so will find it much harder to achieve understanding of the core concept.

The key terms the teacher is planning to use can be placed in a ‘Do it now’ activity at the
start of the lesson to help pupils recall / retrieve the information they need for the task to
come. These tasks can also alert the pupil about possible links to earlier learning that is
related to the topic in the lesson.
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How we Build Our Curriculum Part 4:
Disciplinary Knowledge: Ways of Knowing and
Skills
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ALL effective lessons without exception involve the learning of BOTH knowledge AND skills.

The OECD claims the UK over recent years has downgraded the importance of skills more
than most countries and highlights this as a critical trend that needs reversing.

For example, a child with limited resilience will struggle to challenge their own schema if
knowledge doesn’t fit. An effective teacher will recognise this need as a barrier to learning.
Their objectives for the child will be the content AND building resilience. For example, when
covering a topic the child is confident in, they may remember to set them longer
independent learning tasks in order to build up their resilience.

Essential skills work best when they are practised often enough to become habits. This is
why it is so essential that all adults in the Trust use the same names for these skills and the
same expectations for how they develop so they become habitual.

Literacy Skills

The skills of, Reading, Writing, Speaking and Listening provide the greatest barrier to
progress in learning if they are not regularly practiced. All of our schools prioritise regular
practice in these skills. ICT literacy is sometimes included in this set particularly where the
basic use of a computer is expected regularly for access to the curriculum.

Underpinning Skills (SECRET Skills)

As a Trust we use the following names for these skills. For example, the skill of ‘Inviting
Feedback’ is a critical part of being a ‘Reflective learner’ and requires emotional strength.

Skill Area Specific skills
Think Work it out Feel it Share it
(Cognition) (Strategic) (Emotion) (Social)
_ ) Go for it, finish Manage
Self Managers Manage Risk Be Organised it! (Resilience) Emotions

Effective Participators Persuade Others  Find Solutions  Identify Issues  Get Involved

Creative Thinkers Imagine Make Links TakeRiCSrkesatlve AS%E;S;:Q”S
. Set Yourself Plan-Do- Invite Share
Reflective Learners Challenges Review Feedback Learning
En . Explore a Evaluate stav Obiective Reach
Sl Question Evidence Ve Conclusions
Take Manage the Build team Evaluate the
Team Workers Responsibility team strengths team
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In order to make sure we practice these habitually the same way, each of the 24 skills has
descriptors from KS2 to adult on the SMART Trust website.

In 2008 the UK government found there were 54 different names used for these skills in the
UK with most commercial companies having invented their own version. They attempted to
unify all to introduce a common set of skills they called the PLTS (Personal Learning and
Thinking Skills). The SECRET Skills are based on the same research. The change of
government disbanded the QCA before the common names could become embedded
meaning that teachers must take care to explain which skills they mean when using:

e Metacognitive skills

e Soft skills
e Essential skills

It is essential that you use the
SECRET skills names to help

e Learning to learn skills , ‘ '
children recognise the skills

e PLTS '
e Competencies / Core competencies they are using.
e Capabilities / Core capabilities Often these skills will be

e Essential Learnings
e COEL (Characteristics of Effective Learning)
e SEAL (Social Emotional Aspects of Learning)

referred to with different
names in the resources that

e Learning Powers are commercially available.

e The3(5,7)Cs

In the early years (EYFS) these skills are set out through the national curriculum so are
common to our schools already and tie in well to the SECRET skills which develop on from
the COEL starting point when the children are ready to transition in KS1 and KS2

The SECRET skills framework groups the skills in two ways to make their use more
manageable.

Skill Areas — You may wish to simplify the framework by just referring to the skills
you are using by the Row names; Self management, Effective participation, Creative
thinking, Reflective learning, Enquiry or Team work.

SEAL areas — Alternately you may wish to simplify using column names, sharing with
children you are developing their ‘Social Skills (Sharing)’, ‘Emotional Skills (Feeling)’,
‘Cognitive skills’ (thinking) and ‘Strategic skills (Working things out)’.

Disciplinary Knowledge

The way in which the SECRET skills are applied can vary from subject to subject. For
example, take the skill of ‘Evaluate Evidence’. Even though the underpinning skill is
essentially the same, how you do this in Science is different from how you do it in History or
English.
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https://www.smart-trust.net/wp-content/uploads/2021/06/One-SECRET-ladder-per-page-V5.pdf

We call knowing how to apply a skill, ‘disciplinary knowledge’. The Scientific Method for
investigation is an example of disciplinary knowledge that is needed if you are able to
practice the four SECRET skills of ‘explore a question’, ‘evaluate evidence’, ‘stay objective’
and ‘reach conclusions’, in a Science context.

Subject leaders are able to take the framework of the SECRET skills and build them into their
teaching of disciplinary knowledge in their subject.

Subject Specific Skills

Some skills are unique to a particular subject area. Examples could include map reading,
kicking an effective corner kick, accurate use of a measuring cylinder, etc. These are skills
that the subject leader must find ways to integrate into their curriculum regularly enough
for practice to be maintained and find ways to assess and help pupils improve.

Integrating Skills into the Curriculum

Skills require regular practice and so are usually overlaid on top of a curriculum once it has
been completed. This can be done formally by putting in assessment points or it can be
done less formally by asking the teacher to integrate opportunities where they are most
appropriate. For example, improving team working can be done where the teacher feels
the lesson content would fit well, whereas the skills of enquiry may need to be done
through an in depth investigation module built into the curriculum.

Some skills training requires the use of equipment or school facilities and so the
management of the curriculum may need to take into account rotas to share access to this
resource.

Skills mapping should be done to ensure that coverage of the desired skills happen regularly
enough to make them meaningful and to ensure that over a five year period the range of
skills taught is comprehensive.

Teaching Skills through Coaching

Subject leaders should recognise that the teaching or coaching progress in skills requires
different approaches and pedagogies and ensure these are included in how they develop
their staff team.

e Skills training is most effective when the learner has a good understanding of their
next step and is able to practise independently. This is usually achieved by providing
a rubric which is written in accessible language. Rubrics for all of the SECRET skills

I
I Learning Model (Sept 2024: v19) Page 29




are provided on the SMART Trust website. Rubrics for literacy skills and writing
frames are used by some schools.

e Skills training is most effective when it is evidence based. This is achieved most
effectively by the teacher asking the pupil to assess their own work or a peer’s work
against a rubric and then by asking questions to draw out evidence. This empowers
the learner in the long run to assess more accurately.

e Skills training is most effective when the feedback can be acted on directly. This is
normally achieved through a coaching conversation in which the learner is inspired
with a new idea of motivated to try again following advice and encouragement.

e Skills training is best suited to coaching approaches in which the trainer attempts to
avoid giving direct instructions but instead uses coaching conversations to encourage
the pupil to reflect more deeply and come up with credible coached ideas.
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Assessment
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Formative Assessment

Teachers should select a range of assessment methods that inform them of their own
impact and help them to adapt their teaching to meet the needs of the class.

Formative assessment should not be high stakes or used for accountability purposes as it is
a diagnostic tool that is designed to uncover concerns for the teacher’s own benefit.

Schools should focus on the question of how the teacher is adapting their work and how
well it meets the need. There should be as wide a scope as possible for teachers to

experiment and probe as they need to.

Knowledge Application Understanding | gkills and
(Content) (Context) (Concept) aptitudes
What low stakes Knowledge Practice exam Teacher Teacher
tests are used for checks Uestions questioning for | observation
formative d understanding
assessment by the Fact checks Self-mark Peer and self-
teacher and not for Misconception | assessment
it Quizzes papers multi-choice from a rubric
accountability?
What assessments The typical Effort grades
are passed on to the | percentage the
. . . Exam scores Coursework
next teacher at the | child achieves in Concept tracker
and test scores? grades
end of a year for knowledge
information checks? Skills rubrics
What is the main To inform the To inform To inform the To help the

checks as they
are ‘low stakes’

(the easy onel)

with
qguestioning
children

purpose of teacher if the people how well | teacher if the teacher choose
assessment? child’s retrieval | the child does in | child has any appropriate
practices need exams barriers to their | coaching
work understanding strategies
Evidence for QA and | Hard to use Exam Triangulate the | Are there skills
Accountability knowledge performance concept tracker | assessments in

use?
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The role of the subject leader in formative assessment

Making accurate assessments of pupils as they are learning and then using these
assessments to adapt your approach is incredibly skilled work. Such professional skills is
only achieved by Teachers and TAs after numerous years of experience and coaching.

It is the role of the subject leader to help each teacher and TA in their team continuously
improve in these skills. There are a number of ways in which they can approach this but the
most widely used in the Trust is that of triangulation.

To triangulate formative assessments the line manager or pedagogy specialist takes
information from three sources to combine it.

1. Observation - They will observe the member of staff teaching and particularly the
guestioning of pupils and the adaptive measures they take in response to answers.

2. Talking to pupils - They will look at the work the pupils are doing, what they have
completed previously and talk to them about their work.

3. Talking to staff — They will listen to the teacher’s assessments of the pupils and
understand their intent for the lesson compared to the direction it went in.

The questions the observer asks will depend upon which type of formative assessment they
are commenting on.

When observing the teacher’s use of formative assessment when teaching skills, the
observer may be in interested in the following areas in order to advise the teacher:

1. Observing how the teacher watches the pupil practising the skill or analyses the
outcomes and how well the teacher diagnoses which advice would help to coach the
pupil to improved performance. Are they tactful in their balance between nurture
and challenge such that the pupil is motivated to continue and keen to immediately
try out the suggestions. Did they refer the pupil to a rubric of any kind or involve
peers to ensure that the pupil is able to use other sources for advice and coaching.

2. Talking to pupils they may be keen to see if they access a rubric or can independently
know what their next steps are. They may ask the pupil to recall their previous level
of skill and compare it to their current one to see if they appreciated the steps they
have taken and how coaching helped them.

3. In their discussion regarding intent, the observer may ask about all of the pupils and
where they are in terms of development of the skill in question. They may ask how
the teacher remembers this and what notes they keep to remind them. They may
ask when the teacher plans to practise this skill again and if the lesson made them
feel this should be sooner or later than planned. They may ask if any pupil made
particular progress and caused them to increase or decrease the level of challenge
they had planned for them.
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When observing the teacher’s use of formative assessment when teaching concepts, the
observer may be in interested in the following areas in order to advise the teacher:

1. Observing how the teacher questions the pupil and which pupils they decide to focus
this questioning on. How the teacher uses a range of contexts with some pupils.
How open ended and complex the questioning is.

2. Talking to pupils they may use similar expert questioning to the teacher so they may
come to their own conclusions about which pupils are on the ‘gap list’ for the
concept and which have understood. They will look for signs of mimicking and if
there are ways that pupils could avoid thinking deeply.

3. In their discussion regarding intent, the observer would be keen to know the journey
the teacher has taken the class on. What knowledge had they ensured the class
were fluent in? What concept were they intending to develop? How did they know
which pupils had yet to understand the concept BEFORE the lesson? Which pupils
do they feel progressed in their understanding and how did they find out? Which
pupils did they suspect of mimicking?

When observing the teacher’s use of formative assessment when teaching content and
application of content, the observer may be in interested in the following areas in order to
advise the teacher:

1. Observing how the teacher insists on the correct language and provides
opportunities for the pupils to hear, use, write and read the key language as well as
interpret sentences and questions that contain the language. They may observe
how the teacher makes use of knowledge organisers and wall displays to introduce
independent sources for the pupil. For some pupils they may be increasing the pace
to test their fluency. They may observe what ‘do it now’ activity or preparation the
pupils were given to remind them of linked terms.

2. Talking to pupils they may test them on the meaning of words and how they would
use them. They may see how the pupils automatically use the correct terms without
being prompted to do so. They may question the pupil on their wider reading or to
see if they have made the link between where these words may have appeared
before. They may test comprehension and how well the correct terminology can be
explored by the pupil.

3. Intheir discussion regarding intent, the observer would be keen to know how the
core content had been decided. They may ask how secure the teacher is that the
class are fluent in enough of the content knowledge to progress. They may ask
about specific pupils who appear to be ahead or behind.
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Summative Assessment

Summative assessments is when we attempt to sum up all of the educational gains and
progress made by a child normally over the period of a year or a term.

Summative assessments play a number of roles including.

1. At a personal level, these assessments recognise the achievements of the pupil.

2. At ateacher level, these assessments give the teacher useful feedback on the impact
of their work and useful information about classes they are about to start working
with.

3. Atadepartmental or subject leader level they give useful feedback on how effective
their support of individual teachers has been, how effective their policies have been
and what impact their leadership is having.

4. At the whole school level it provides impact measures that can be used to focus
support and training as well as to evaluate whole school measures with particular
groups and developments that may be needed in the future.

5. Atthe governmental level they can be used as an indicator of how successful the
school is being.

6. For parents it can give them reassurance if the progress is in line with expectations
and support if it isn’t.

7. For governors and Trustees it focusses their future scrutiny and accountability.

Some of the most successful education systems in the world separate out these roles so
they don’t get confused. Separate assessments are used for accountability compared to
those that give information to the individual. The UK currently subjects its pupils to more
examinations than any other developed country and uses these for both accountability and
personal qualifications making them amongst the highest status assessments anywhere in
the world.

The UK also focusses its assessment more narrowly just on knowledge and application tests
at the expense of assessing skills and understanding. The OECD in 2018 warned that these
polices were damaging to the education system and individuals in it. They were giving
evidence to the education committee who agreed with them. OFSTED reviewed its
practices and have attempted to shift the balance back onto summative assessment that is
focussed on recognising progress in the full range of learning outcomes and is focussed on
the pupil rather than the system.

Our learning model must strike the balance between continuing to prepare our pupils for
written exams that continue to play a very large part in their future, and focussing more on
developing deeper learning, understanding and personal skills and competencies that will
make them more successful in life and more likely to engage in lifelong learning.

It is our aim to use summative assessment to provide us with lines of enquiry that will help
us continually improve our effectiveness and impact for all pupils.
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Summative assessment of content and application

We recognise the continued importance of written examinations and aim to provide pupils
with regular access to examinations so that we can continue to guide them towards
successful outcomes.

We recognise that exams which have been taken by over 10,000 individuals provide our
pupils with the best objective guidance as to their likely performance in norm referenced
national exams which are currently still the main form of national assessment. Hence where
possible we will include exams that are used by numerous schools nationally as a way of
verifying our standards of examination preparation are in line with the national average.

We aim to regain the balance of assessments and so will reduce the status of content and
application tests in non-examination year groups.

Where exams are taken, we are committed to question level analysis so that we can learn as
much as possible about the impact of our work with different groups and in different types
of question

We will engage in training of our middle leaders so that they fully understand the limitations
of examinations and don’t re-establish the same focus on them as prior to the OFSTED
review. See appendix 2 for explanations of key terms.

The main focus for success in exams will be the delivery of high quality teaching and learning
to all pupils in all year groups.

In order to convert an internal examination to one in which we can measure progress we
must either a) use an examination that has been taken by more than 10,000 pupils and so
grade boundaries are reliable or b) norm reference our own results by ranking all of the
pupils and then awarding the same percentage of each grade that we normally achieve, or
c) arranging to take the same examination in two or more of the schools in the Trust or in
the locality so that each has a clear and independent reference point.

Summative assessment of concepts and understanding

Until there is a national framework of concepts for the UK our summative data will be
limited to the 3000 pupils in the Trust and hence any conclusions we draw will only be
statistically significant if we conduct the same studies for more than three years across all
schools. We may decide therefore to restrict the assessment of concepts to purely
formative assessment or we may develop the use of the concept trackers so that we can
investigate questions such as.

1) Data from the previous teacher that allows you to focus immediately on the
understanding and misconceptions of pupils who you start working with in
September

2) Evaluations of what proportion of pupils achieve understanding each year so that we
are able to evaluate the effectiveness and impact of our curriculum
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3) Correlations between those pupils who achieved understanding and those who
achieved high progress scores in examinations

4) Correlations between those pupils who report that they are likely to continue
learning the subject after they leave school and their understanding

5) The impact on closing the disadvantage gap

6) Research into the proportion of SEND and disadvantaged pupils have greater
conceptual gaps in their understanding and the focussing of interventions to address
these.

For all of these purposes, our current model of concept trackers would provide the required
data with minimal investment of additional teacher time.

Teachers record which pupils have mastered each concept in an ongoing single sheet that
can be collected in at the end of the year and entered as data for analysis.

Summative assessment of skills and disciplinary knowledge

If pupils maintain self and peer assessed rubrics for skills that are identified by subject leads
as being crucial to their curriculum, these rubrics can be converted to data at the end of any
year through the teacher either verifying them at this stage or through a process all year of
teachers agreeing to self and peer assessments when they are convinced by the evidence
that pupils and peers have presented.

One example of such assessment is in the ‘High Tech High’ schools in numerous states in the
US. In these schools, pupils present an end of year project to an audience including their
parents and the audience grade their performance against a rubric they have been provided
with. This method relies on peer and self-assessment all year for formative reasons that
help the learner without any recording of this data. The only data recorded is the final
summative assessment of the audience.

A number of PE departments use their sports day as the exemplification of work throughout
the year by a pupil improving their personal best in a particular skill.
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The ‘Golden Thread’ of teacher development

The journey from novice to pedagogy specialist has recently been termed the ‘Golden
Thread’ of teacher development. It begins with ITE (Initial Teacher Education) which leads
to QTS (Qualified Teacher Status) then a two year programme called the Early Career
Framework or ECF. Beyond the ECF there will be regular Continuous Professional
Development (CPD) every year towards excellence in pedagogy and practice.

Some teachers may choose to develop further and take on the leadership of a subject area
within a school perhaps taking the NPQLT (National Professional Qualification in Leading
Teaching) and becoming a Head of Department, Leader of Learning or Primary Subject Lead.

Some teachers may choose to develop their pedagogy in training others and take the
NPQLTD (National Professional Qualification in Leading Teacher Development).

Some specialise in their pastoral role becoming a pedagogy specialist in the teaching of
behaviours and school culture taking an NPQLBC (Leading Behaviour and Culture).

The National Teacher Standards

The question of what makes an outstanding teacher is described in the National Teacher
Standards. A summary of these is provided here -

Teachers' standards: overview (publishing.service.gov.uk)

These form the current UK assessment framework for all teachers. It is only through
showing minimum competency in these that QTS is achieved and then only by showing
progression in these each year as an ECT that further qualification is conferred.

The same criteria are used after numerous years of teaching as part of the assessment for
the NPQ courses and if a teacher chooses to apply for the Upper Pay Scale (UPS) which they
can do when they provide lessons of reliably high quality and regularly have impact beyond
their own classroom by sharing this expertise across the school.

Being a national set of standards, they must be generic enough to apply to numerous
contexts. Itis for the school to continuously review the evidence for excellence in teaching
in each subject and each age group and provide a school or Trust based model that aligns to
their policies and practices as well as using common language so that training can be done
together and discussions about pedagogy can be supported. This document is our model.

Teacher Planning Checklist

e Always plan multiple lessons in a sequence and not singular ones.
e Start with why — why are you teaching this group of lessons?
o What concept and understanding are you building?
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= |dentify the concept on the ‘concept tracker’.
=  Which children will you be aiming to move off the ‘gap list’?
= This concept is the basis of your whole learning episode so try to keep it

to one or two as a maximum to keep it manageable.

o What enabling knowledge is needed for learners to access this understanding?
= Canyou summarise it in a glossary or a knowledge organiser?
= How will you ensure they memorise this knowledge (at least 80%)?

o Which hinterland knowledge links this content to the learner’s life?

» What contexts can you use?

=  Which current news items are aligned to this content, and can more
current content knowledge and links be made?

= What links with workplace awareness can be built into examples so that
links can be made to careers as well as local companies as examples?

= |s there a context or question you can use to hook learner interest at the

start?

o Which learners require coaching or practice in essential skills?
= The skills, practice and coaching needed by your class helps you decide
which types of activity you may choose and how long you will spend on
each one.
= |, for example, you have five learners who don’t respond well to
feedback you may build in opportunities that need peer feedback.

Some Common Pedagogical Approaches

Knowledge
(Content)

Application
(Context)

Understanding
(Concept)

Skills and aptitudes

e Spaced learning

e Retrieval practice

e Knowledge
organisers

e Low stakes tests /
Quiz

e Separation of
Enabling and
Hinterland

e Expectation of
100% scores

e Look/cover/write/
check

e Ambush by parents
(Giving QA sheets
for parents to use)

Practice exam
questions
Marking and
feedback

DIRT

Peer Marking

Key exam terms
Walking, Talking
Mocks

Common pattern in
past paper
questions
Examiners reports

Skilled higher order
questioning
Sequenced curriculum,
Peer discussion

Three whys

Variation

Reasoning in your
‘Own Words’

Making links + analogy
ZPD - Zone of
proximal development
What it’s not (Alice)

e Repeated and
regular practice

e Personalised
chosen
challenges,

e Personal bests

e Coaching

e Self- assessment

e Goal setting

e Rubrics written
in accessible
non age related
language
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The Role of the Teacher and TA

Every Teacher and TA is a Specialist in Pedagogy, Informed by Research.

The vision for all schools in SMART is for all teachers and leaders to have a deep understanding of
pedagogy and have the professional autonomy to make informed choices about how to have the
greatest impact on learning for all the children they teach.

e All Teachers and TAs will continuously learn and improve their practice throughout their career.

e Every Teacher and TA can expect their line manager and appraiser to actively support and coach
them in becoming an increasingly skilled Specialist in Pedagogy.

e There are no ‘right’ and ‘wrong’ methods for teaching or ‘magic bullets’. Good teaching is the
result of a specialist in pedagogy evaluating how well the children in front of them are learning
and having the freedom and ‘toolkit’ to adapt and meet their needs.

e Deep learning happens over time so professional teachers and TAs make agreements for how to
work collectively over time to help learners sequence this learning. These are the only
boundaries to the autonomy of a teacher and do involve some common practices being
adopted for the sake of coherence for the children. For example, how terms and practices are
named.

The Role of the Middle Leader and Subject Lead

Every Middle Leader or Subject Lead will see their main role as coaching others.

Middle leaders will ensure that the curriculum they are responsible for will be progressive and
sequential, building understanding and skills over time for all learners and delivered to a consistent
standard through actively training, coaching and monitoring the members of their team. They will
collaborate within and outside of their school for the benefit of children.

o All middle leaders will be strong positive advocates for their subject and learning in general.

o All will actively coach and mentor any teacher or TA delivering their subject to ensure they have
the time for professional dialogue, increase their subject knowledge and improve their practice.

e All will focus on what concepts are needed in their subject for deeper learning to take place over
time and will sequence the development of these concepts over time through careful design of
their curriculum bearing in mind it is part of a 13 year development of understanding.

o All will use the fact that every learning episode requires skills and knowledge and so will
integrate these, so they are never seen as separate and keep in step to support the child.

e To actively promote and integrate with the ethos and vision of the school and the wider MAT.

e Maintain their own level of professional knowledge and pedagogical understanding so they are
able to make informed decisions and gain the confidence of SLT to enable more and more
autonomy over policy at a local level.

» —
BB (carning Model (Sept 2024: v19) Page 41




Cognitive load theory

Some of this theory describes the brain like a kind of computer and argues that if the working
memory is full the whole thing slows down (close some apps that are running in order to free up
space). A whole load of experiments have been done distracting people while they solve problems
to show they do slow down. Another use of this term is used in habit forming. The idea is that if
something is repeated so often it becomes a habit and you no longer need to devote working
memory to it. For example, it was hard trying to read road signs when | first learned to drive as | had
to put so much thought into gear changes, steering etc. Now that these are all habitual | have free
space to think.

The use of the theory that ties both of these together is most helpful to our model. If knowledge
and skills are in a schema the theory goes that the brain uses much less power to process them. In
the classroom, if a child has not yet got the concept of numbers representing quantities then they
will have to work harder to deal with learning addition. This does not mean you follow Piaget’s
teaching and restrict harder content from learners it also doesn’t mean you differentiate work to
predict what children will cope with. What it does mean is that it is good to be aware of how much
cognitive load there is likely to be in a lesson and take steps to manage it. Three new concepts in
one lesson for example is likely to prevent learning in all but the most resilient learners. A less able
child in one area could have an excellent schema in another but may need freedom to select in the
lesson to let the teacher see this.

Actions: Creating classroom habits and sticking to them is good for freeing up thinking time and
transition time in classrooms allowing more time for deeper thinking.

Full engagement is needed for deeper learning — some find this hard work and physically exhausting
so manage the number of concepts being dealt with at any one time to make in manageable. Good
curriculum planning can highlight when this may happen.

If a child has learned just the knowledge and not understood how it fits in then when they come to
draw on this later it will add to the overall load. A mastery approach to making sure concepts are
revisited is critical to creating strong foundations for future learning.

Use forms of differentiation that don’t restrict one group within the class but have enough flexibility
to allow the teacher to adapt the content when focus on rebuilding a schema is happening.

Spaced learning / Spiral Curriculum

When planning the curriculum over a number of years, the amount of time between learning a
concept then revisiting it in different contexts then revisiting again is important. There are no hard
and fast rules, but some research suggests you need a gap of at least 4 hours between a fluency
session and a variation of reasoning lesson to ensure learning is happening and not just
remembering. Some say two years are needed others say four years.

Some argue that similar topics should be separated in time, so they are not confused. E.g.
Mathematicians typically teach different types of average together (Mode, Median, Mean etc.) but
some research shows this adds to confusion and pupils choosing the wrong method because they
get mixed up which is which. Spaced learning approach may be to do the mean, get fluent in this,
see variation in this and apply it in novel situations so it is learned and not just memorised. Then do
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some other topics, then do the Mode, get fluent in this, see variation then apply this in novel
situations, then a gap before doing Median etc. Perhaps a few months later you bring all three
together to make the links they are all averages. This is an example of how curriculum planning
requires really detailed thought by the whole team.

Closing the disadvantage gap

Children who fail to ‘learn’ so don’t alter their schema as a result of this learning episode are much
less likely to ever achieve this learning because next time, they meet it they will know they were
unsuccessful before. A gap has effectively been opened up.

One way of countering this is the mastery approach. In this approach, you keep a list of all children
and as you convince yourself they have learned the concept you strike them off the list and give
them more challenging tasks that use the concept linked with others or in higher order uses. You
then focus on those remaining on the list to make this list as small as possible before the learning
episode ends. One of the challenges you could set those that have achieved it, is to teach someone
on the gap list. This gap list should not be a formal assessment system because there will be lots of
ways a trained teacher can gauge understanding and some of them would be hard to evidence to
others. If you restrict teachers to having to prove it, fewer children would be helped.

It is for the teacher as the specialist in pedagogy to decide how best to achieve the learning of these
concepts and which particular set of techniques to use but current research suggests that Mastery
Learning is one system that can be an effective starting point. The example below is of a maths
learning episode but most of the terms are generalised below.

Mastery learning as a suggested starting point for a learning episode

Mastery learning is an approach that focusses on the key importance of conceptual learning in the
classroom and provides techniques designed to maximise the deeper learning that takes place.

Sometimes, mastery learning is wrongly characterised by stating that the whole class does not move
on until every child has mastered the concept in question. This is a considerable oversimplification
of the approach which does start from the expectation that 100% of children will reach mastery but
it does this though enriching the more able and recording which have not reached mastery so that
they can be returned to when the concept is encountered next.

The most significant technique used is maintaining multiple strands of work within the same
classroom including:

e Pupils who have mastered the concept in question being given a greater number of different
contexts to apply this to that are not just repetition but actually challenges them to make
new links.

e Pupils who have mastered the concept being given greater peer responsibility in explaining it
to others.

e Pupils who are in the process of mastering the concept being asked to provide reasoning and
be transparent about their thinking so that any misconceptions can be examined.
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e Pupils developing understanding to have the benefit of expert diagnostic questioning from
the teacher to find the limits of their understanding and extend it.

e Pupils being given the chance to become fluent in key knowledge and techniques so that
these do not provide barriers to future mastery.

e C(Clearly defined core knowledge that is expected to be learned to a high degree of fluency.

e Recording or tracking of those who have not mastered the concept so that they can be
returned to when the concept is next visited.

In mixed prior attainment classes, while those who struggle are learning the concept there is no end
of challenging problems that get you thinking and help achieve mastery.

The following learning sequence for conceptual understanding was agreed by Maths leaders across
SMART in their curriculum intent intensive discussion. They are calling this their ‘Stages of Learning’

A learning hook — to give an overview, inspire thinking, build curiosity.

Direct Instruction — Teaching exactly how to do something perhaps
with a worked example:

Checking Questions— Short sets of questions tightly linked to what has
just been taught to check if communicated OK

Fluency Practice — Repeating examples with increasing speed until
second nature

Variation — Trying lots of varied questions — each requires thinking in a
different way from the last

A Space — Leaving a sizeable (2 week?) gap when
another topic is taught so mimicking can be forgotten

Reasoning for Problem Solving — Using the skills to help solve a
problem together with other skills

Manipulatives — Using manipulatives to describe
and solve problems are used to support learners
Reasoning — Asking why — must be continuous

Learning Hooks

Help children bring their prior learning to this question, engenders some inspiration and curiosity
and sets the context for where the learning might fit into a schema.

Direct instruction

This generally does not expect understanding. It is a way of making sure that the basic knowledge
and skills are in place to support the learning. This normally involves the delivery of Key knowledge,
terms and words that will be introduced — factual knowledge. This is good practice for developing
literacy and also rigour in requiring children to use the correct terminology and language when they
answer questions and discuss the topic. These objectives start with “Know that...”

» —
BB (carning Model (Sept 2024: v19) Page 44




Checking questions

These verify that direct instruction has worked. No understanding is expected but learning by
memory or ‘rote’ learning is common at this stage to make sure key terms are in place on which to
build the understanding. It is unusual for there to be more than one or two checking questions
together.

Fluency practice

Responding at speed but still with limited understanding. Pupils at this stage could probably score
well by memorising and mimicking.

Variation

Conceptual learning begins here. The learner is asked to apply the knowledge learned to a range of
different contexts, using different methods and perhaps in different voices. Anything that begins to
test the wider concept rather than repeating learned techniques.

The teacher needs to have pre-thought out questions and challenges beforehand that they can use
to keep learning happening even with children who progress much more rapidly. The teacher should
be able to have strategies for children who are at every different level in their class and may need to
elect lead learners to help them on occasions. They should have the ability to drop the level of
challenge or raise it when needed. Some prefer to consider the concept at different levels of
proficiency and understanding so how to drop or raise challenge has been thought of beforehand.
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children summarise a concept.

Reasoning

At every opportunity, the skills of reasoning should be tested and practised. This can be as simple as
asking why. Questioning techniques are a key part of a teacher’s toolkit and is one of the main skill
areas that require coaching and professional dialogue.

Questioning Pupils to Assess Understanding

Have you ever thought, “how have they got to this stage in their schooling, and they still don’t know
X?” Or “They have learned X, every year for the last three years, how can they still not know it?”

If you define real learning as a change to someone’s schema (or in biological terms, a change in how
they have structured these ideas in their permanent long term memory) then it is almost certainly
the case that they have never actually really learned X. They have worked out how to fake learning
X and managed to convince, often numerous teachers. They are not consciously and maliciously
doing this —in fact, they are probably more frustrated than you are about still not knowing X. They
are probably using a mixture of rules, memory and guess work to hide misunderstanding.

The CASE (Science) and CAME (Maths) projects were an attempt by the Institute of Education to find
some of these problems and their work is worth a read. Here is an example they found.
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They tested 13 year olds on questions about a ‘fair test’ in Science and around 75% of the classes
could answer the exam questions correctly. They then set them a task outside of their science
lesson in which they had to make an organ from different length pipes. They carefully gave a wide
choice of sample materials of different thickness, length and material. None of the children tested
actually thought to do a fair test. None of them compared materials of equal thickness or length.
None had understood the concept of a fair test because without guidance and in a different context
they didn’t apply it. This experiment was new to them so they couldn’t ‘remember’ what to do.

Think of a novel way of testing if children have genuinely understood a concept in your lesson. Here
are some ideas for how to do this:

Ask them to represent the idea in a different medium (dual coding).

Ask them to make up an analogy to explain the concept.

Ask them the three ‘whys’ — explain it then explain why they think that and so on.

Throw the idea into a completely different context and hear their ideas.

Get them to teach it to someone you know doesn’t understand it or explain it to you faking
you don’t understand it.

6. Any of the above but carried out a few days or a week later without warning which concept
or lesson you are referring to.

ok wnN e

7. Give them a question with a crucial piece of information missing.

Another example from CASE. Teachers were frustrated that children were saying salt ‘disappeared’
when it was put in water rather than it ‘dissolving’. They wondered if it may be more than an
incorrect word use so thought up a way of testing it. They set them the challenge of a large prize for
the person who could get two beakers of water exactly the same weight. They added that one of
them had to be salt water and no access to the weighing scales beforehand just accurate ways of
measuring the volume. None of the children allowed for the weight of the salt in the water, they
were genuinely totally confused as to why the same volume of salty water weighed more. They
really did think the salt was disappearing.
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