


 

 

Reinventing Education 

The need for change in the education system is obvious and overwhelming. But 
each stakeholder group has its own ideas about why the system is broken and 
how to fx it. Competing priorities, political inertia and diminishing budgets 
maintain the dysfunctional status quo. This essential text examines the underlying 
causes behind the key challenges facing schools and argues that we need to move 
from knowledge transfer systems to a deliberately developmental approach that 
transforms capabilities including emotional regulation, systems thinking, critical 
analysis, creativity and collaborative capability. 

The chapters provide a framework for designing, constructing and implementing 
school systems that can transform the outcome in a classroom, school or trust. 
Topics covered include: 

O	 Why education is a ‘wicked’ problem 

O	 Why development must be central and sit alongside knowledge transfer (as AI 
takes over ‘expertise’) 

O	 How motivation and value systems evolve and are key to change 

O	 How to drive behaviour change to transform outcomes 

O	 What human-centred means now in a reinvented system 

Offering much-needed insights, guidance and solutions for teachers, school leaders 
and policy-makers, this book will be valuable reading for all those interested in 
school improvement and education policy. 
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in developing exceptional leadership, globally, through individual and team 
development. 
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Introduction 

From the age of 4 to 16 years old we spend about 14,000 hours at school. What 
happens to us during these precious hours can defne the outcome of our lives. 

School helps establish our identity, plays a role in how confdent we become 
and shapes what we believe to be true about ourselves. It can also help us develop 
our ability to make sense of the world, teach us what’s important and how to dif-
ferentiate between right and wrong. Hopefully, the learning we receive at school 
makes us more open and receptive to new ideas, develops our curiosity, allows us 
to understand the importance of fairness and teaches us how to set standards by 
which we can live. We can develop our ability to be happy and fulflled and dis-
cover how to live a purposeful life. We can cultivate our interpersonal skills and 
make lifelong friends while fguring out how to be more inclusive and treat others 
with respect, kindness and compassion. 

If these years go well, it can set the stage for a happy, healthy and successful life. 
If they go badly, we can end up suffering endless problems, powerless to change 
course, unable to recover from a downward spiral that damages us, those around 
us and ultimately society. In short, it’s impossible to overestimate the importance 
of education for individuals, families and society. As Nelson Mandela said, “Edu-
cation is the most powerful weapon which you can use to change the world.”1 

If we look around the world, there are a few countries whose education systems 
are working well for all stakeholders. But sadly, for most countries, it’s diffcult to 
escape the conclusion that their education systems are failing and failing badly. 
They’re failing not because the people in the system are inept, incapable or unable 
to make things better. They’re failing because the world has changed and is con-
tinuing to change, so fast, that this change has simply overtaken the system. The 
result is that most educational systems, like many other systems in society, are no 
longer ft for purpose. 

It’s time for a complete rethink. 
The future of Britain, and most other countries in the world, depend on get-

ting this major overhaul right. In fact, the survival of humanity itself depends on 
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reinventing our education systems and making them work for the world we live 
in now. 

Our education systems also need to develop much greater levels of change capa-
bility. They must be able to change themselves continually, at speed, with skill 
and evolve to meet the changing needs of society. Anything less ambitious will 
condemn future generations to a life of increasing failure. That’s not a legacy we 
want to pass onto our children. They deserve better. 

We could have written a book that chronicles the specifc failures of our edu-
cational system. It would include a very long list of causes and symptoms. We 
could even suggest who and what is to blame, and there’s been a rich and passion-
ate debate in educational circles on this subject. But those discussions haven’t 
moved us closer to a solution. What’s needed is a more nuanced and sophisticated 
approach. 

Instead of listing the failures, we will take you on a whistlestop tour through 
‘Seven Great Waves’ of change in education systems (Figure 0.1). Starting from the 
inception of education, we will journey through the major waves of change, what 
strength in practice has emerged and reveal what is yet to come. 

Each wave of the educational system correlates to the great waves of change in 
society. We will discover how these changes in the way society was thinking and 
the dominant ‘world view’ at that time has led us to this moment of infexion. We’ll 
look into the future and suggest how we can choose a different path forward, one 
that we believe should excite and empower all stakeholders and restore hope for 
our collective future. 

The waves of societal, educational and cultural evolution have been extensively 
described by numerous academics over the last 50 years. Chief amongst them is 
Clare Graves, a psychology professor from New York in the 1950s. He and research-
ers inspired by his work defned six and subsequently eight colour-coded values 
levels or world views (Figure 0.2). Graves discovered that what we value matures 
over time as we develop. These evolutionary levels hold true whether you’re an 
individual, a group, an educational system or a whole society. These value sys-
tems determine what we think about, what we consider important and direct the 
solutions we come up with for the problems we encounter. And each value system 
emerges to transcend and include the previous levels. 

Graves’ insightful work offers us a new way of looking at the education sys-
tem we so badly need. So many of the issues we face are the consequence of an 
educational system that was designed to address the different needs and prior-
ities of a different economic and social reality. When we understand how our 
value systems have evolved over the last 120 years and how this evolution has 
impacted education, we’re better able to understand why we are experiencing so 
many problems. And, crucially, why we tend to hold on to things that worked at 
previous levels rather than allowing the system to develop further as the world 
changes. 
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 Figure 0.1 The Seven Great Waves of Change in Education 
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 Figure 0.2 Eight Value Systems or World Views 
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As we evolve, our appreciation for the things we valued at earlier levels declines. 
Earlier concerns become less important as our focus shifts to more expansive and 
sophisticated issues. However, under pressure we can regress and fall back down 
the values spiral. For example, when Covid-19 hit, what was valued or considered 
important in education shifted. Some people advocated a back-to-basics approach, 
others put their teams or communities before themselves, others sought to innovate 
around delivery with the use of technology. We can see these shifts in values and 
what we collectively considered important through the course of educational his-
tory. Understanding this evolutionary dimension can help us to contextualise the 
challenges we face in the education system today and why they exist. 

It’s also worth noting that the focus switches from the individual to the collec-
tive and back again. As we grow up and mature through these levels, we also real-
ise we can’t skip a level. We can’t bypass or jump to more advanced world views, 
we must evolve through every single level in turn. Think about this in terms of 
school maturity. Schools wishing to turn their performance around are operating at 
a very different values level to those innovating at the edge of what education can 
deliver. It is not possible to jump from turnaround to innovation, we must progress 
through the various value systems to ready the stakeholders for transformation. 

Each wave delivers signifcant benefts to all stakeholders in the educational 
system and wider society. But eventually progress always falters resulting in a 
surge of negative and unintended consequences. As each level fails, new prob-
lems emerge. If those new problems are not understood in the context of value 
systems, it almost always triggers a surge of ‘bring-backery’ or a desire to go back 
to approaches that worked in the past.2 But if understood, those new problems 
can trigger an evolutionary leap forward to the next values level even though such 
jumps can be uncomfortable for those involved. 

When culture changes, chaos often ensues. We’ve seen this time and again in the 
educational system. The emergence of new cultural value systems often triggers a 
battle as stakeholders operating from different levels fght for control of the system 
itself. 

The most widespread ‘culture war’ at present is the ‘Trads vs. Progs’ battle. 
The traditionalists want to go back to basics, advocating a more conservative, 
traditional approach to education which, they claim, works better. In contrast, 
the progressives argue that the world where this traditional approach worked no 
longer exists. They suggest that we must move forward and fnd a system that 
works for the world we live in today. These value waves provide us with a much-
needed map to better understand the battle, reconcile the polarisation of opinion 
and outcomes, and make peace. As such it also offers a crucial blueprint to the 
future of education. 

So far fve waves have already emerged. As of 2024, the ‘cutting edge’ is the 
Progressive Wave, although a handful of thinkers have gone further in certain 
aspects of education. This progressive cutting edge includes a sizeable minority of 
people who’ve consolidated around a more inclusive, advanced, learner centred 
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approach. These stakeholders have consciously designed solutions using a more 
sophisticated way of thinking than the majority who inhabit the leading-edge Per-
formance Wave. Whilst there is nothing inherently better or worse about each level, 
each level does have strengths and weaknesses that are important to understand 
so that the right strength is applied to the right challenge in the right context and 
weaknesses can be mitigated. The Performance Wave is where most educationists 
currently reside. Those progressives, who’ve made it to the cutting edge, represent 
the next step in our evolutionary path. But we’ll show that there’s an urgent need 
to uncover the sixth great wave if we want to accelerate into the future and fnd real 
solutions that resolves this battle. 

Let’s Start at the Very Beginning 

Education in England all began with St Augustine who arrived in 597 and founded 
the frst grammar school, King’s School in Canterbury, a year later. But it only 
taught Latin to priests or the ‘sons of gentlefolk’ to sing in the cathedral choir! 

For the next 1,000 years education remained pastoral, parochial and rooted in 
the church or confned to a handful of rich families. Ecclesiastical and elite tribes 
jealously guarded their schooling to protect their position in society. Teaching the 
priests or the privileged, often in a foreign language, created a commonality of 
language for the elite and a glue for these two communities. The rest of the popula-
tion was left to fend for themselves, illiterate and excluded from the evolutionary 
potential that education provides. In that regard, most of the population was still 
stuck in survival mode, living hand to mouth operating from the value system that 
precedes the Pastoral Wave of cultural development. 

The word ‘education’ comes from two different Latin roots. Firstly, ‘educare’, 
which means to train or to mould, and “educere”, meaning to lead out.3 The church 
certainly sought to mould its priests and the privileged sought to maintain power 
so they could continue to lead out in society. 

In medieval England, as towns prospered, the demand for more grammar 
schools grew. ‘Free grammar schools,’ i.e. free from church supervision, started 
to appear from 1150 onwards and began to teach other subjects. In theory they 
were open to all, tuition was free to those that couldn’t afford to pay. But poor 
children rarely attended. When food, water and shelter are the main concerns in 
life there’s rarely suffcient energy available for education. Even though it was 
education which could have best protected them from the vicissitudes of what 
was still a largely harsh and often cruel life. Education was a luxury that poor 
families simply couldn’t afford. 

Winchester College, founded in 1382, was the frst school to at least attempt to 
teach the masses where ‘scholars’ were boys from poorer families. But that was 
only because so many people died during the Black Death leaving the church short 
of trained priests. Winchester was operating in exceptional circumstances, and this 
was certainly not the norm across the country. 
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Education for the masses was made harder still when Richard II outlawed edu-
cation for ‘serfs’ in 1391. A serf was an agricultural labourer bound by the feudal 
system to work on their lord’s estate. These men were viewed as valuable assets, 
and education posed a threat to the landowners. Such a confict of interests is a 
theme that will be repeated time and again throughout the emergence of every one 
of seven great waves of education. At this point it was still very much education 
for the wealthy but little for everyone else. 

Such elitism and disparity were of course, largely driven by the immediate 
demands of the economy. The children of the wealthy weren’t needed in service 
or to plough the felds so they could be educated, whereas the children of the poor 
were vital breadwinners needed for family survival. 

In the 18th century there was some teaching at church Sunday schools, but apart 
from this the only education poor children received was in the home where fathers 
would teach their sons their trade, whether that was blacksmith or farmer, and 
daughters would learn from their mother how to cook, sew, take care of the house 
and help raise younger children. 

Eventually, some small village schools emerged, but these were as much about 
childcare, allowing both parents to work, than they were about education. In these, 
often informal schools, the teacher was almost always a woman who would focus 
on the basics, reading, writing and simple maths. The gender difference in access 
to education and provision of teaching between the rich and poor remains in many 
parts of the world today. The sons of wealthy families were always taught by men, 
and in the less formal village schools, poor children were taught by women who 
had a far lower status. 

Sadly, there are still parts of the world where the lower status of women still pre-
vents them from accessing school at all. For example, since taking control in 2021 
the Taliban administration in Afghanistan have stopped female students attending 
anything above primary school. When they were last in power from 1996 to 2001, 
they banned female education and most female employment. But after returning 
to power in August 2021 the group had promised opportunities for girls’ educa-
tion and employment, but so far, such opportunities have not materialised.4 The 
Taliban are harking back to a time where only boys were educated, and girls were 
expected to be nothing more than be good wives and mothers. 

For whatever reason, patriarchy, misogyny, religious or cultural difference, male 
teachers are still often held in higher regard than their female counterparts. 

The downside of this early Pastoral Wave is that the schooling provided was 
often poorly thought out. Educational outcomes were not considered and much of 
the focus would have been on the successful continuity of the family or tribe from 
which students were drawn. Such a stance was designed to maintain the status quo 
rather than drive progress. There was no need for change, society was not moving 
fast and so this pastoral approach sustained for more than 1,000 years. 

What eventually caused education to change was the explosion of society with 
the birth of the Industrial Revolution. 
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The First Great Leap Forward 

With the emergence of the ‘factory system’, the Pastoral Wave, characterised by a 
parochial approach to education, was no longer ft for purpose and the Power Wave 
swept in. Large workforces were needed and many of the apprentices, journeymen 
and master craftsmen who had previously taught their sons their trade were either 
put out of business or attracted by higher wages in the factory. 

What we recognise as schooling today came out of the observations of a young 
Anglican chaplain, Andrew Bell. While stationed in India he noticed that the 
Hindu culture structured education and training around status. The top 5% of 
society included the industrial caste, the warrior and administrative caste and the 
super-elite Brahmins. This 5% trained for law, medicine, teaching and other pro-
fessional occupations.5 Interestingly, regardless of country, these professions still 
drive parental goals for young people today. 

As for the other 95% of the population, they were divided into the menial 
caste and the ‘untouchables’. People lived and died in the caste they were 
born into. Bell could see the beneft of such a system to provide enough of a 
workforce for the Industrial Revolution. Effectively, the elite and wealthy of 
society would take on the role of the top 5%, something they were doing any-
way, and the rest of the population would be conditioned to accept their lot 
without question. 

Although it didn’t happen straight away, these observations led to compulsory 
schooling as we know it today. Bell suggested that “schooled ignorance was more 
useful than unschooled stupidity”. In other words, if you took young children from 
their homes and got them used to long hours of monotonous, boring ‘work’, they 
would slip seamlessly into the long hours of monotonous, often dangerous work in 
the mills, factories and workplaces of industrialised Britain. 

Across the Atlantic, wealthy industrialists such as Andrew Carnegie and John 
D. Rockefeller ploughed vast sums of money into ‘education’. As late as 1915 Carn-
egie and Rockefeller were individually spending more than the entire US Govern-
ment. Their motives may have been genuine, but the following excerpt from the 
frst mission statement of Rockefeller’s General Education Board, 1906, suggests 
something else: 

In our dreams . . . people yield themselves with perfect docility to our mould-
ing hands. The present educational conventions fade from our minds and 
unhampered by tradition we work our own good will upon a grateful and 
responsive folk. We shall not try to make these people or any of their children 
into philosophers or men of learning or men of science. We have not to raise 
up from among them authors, educators, poets or men of letters. We shall 
not search for embryo great artists, painters, musicians, nor lawyers, doctors, 
preachers, politicians, statesmen, of whom we have ample supply. The task 
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we set before ourselves is very simple . . . we will organise children . . . and 
teach them to do in a perfect way the things their fathers and mothers are 
doing in an imperfect way.6 

This educational philosophy is all about power. It could easily be argued that 
those with the power, be that wealthy industrialists, politicians or other wealthy 
families, used that power to infuence who was educated and what was taught in 
order to make more money and gain more power. After all, Richard II had proven 
the effectiveness of this strategy as far back as 1391. 

The Industrial Revolution lasted from around 1760 to 1840. For almost all that 
period, children were rarely educated. Instead, they worked in the same factories 
as their mothers, fathers and siblings. And the powerful actively lobbied to ensure 
that children could continue to be a cheap and sometimes free source of labour. 

Although the frst Factory Act was passed in 1802 in the UK, which required 
apprentices and children to receive some form of basic numeracy and liter-
acy schooling, it wasn’t mandatory so only the most enlightened factory owners 
observed it. Although schooling for children aged 7 to 11 expanded during the 
Industrial Revolution, it consisted of a mixture of ‘petties’ which were small schools 
linked to grammar schools, writing schools, private schools, Dames Schools, Char-
ity Schools, Sunday Schools and Ragged Schools. In 1818, John Pounds, known 
as the crippled cobbler, set up a school and began teaching poor children reading, 
writing and arithmetic without charging a fee. Pounds was a progressive thinker 
of this wave, and there would eventually be over 200 ‘Ragged Schools’ teaching 
hundreds of thousands of poor children in Britain. 

It was only when a bill was introduced to extend the protection of children in 
mills, in 1833, making those protections mandatory and employing inspectors to 
enforce the new law, did things begin to change. The 1833 Factory Act stipulated that: 

O	 No child workers under the age of 9 years old. 

O	 Children 9–13 years old to work no more than nine hours a day. 

O	 Children 13–18 years old to work no more than 12 hours a day. 

O	 No child to work at night. 

O	 Two hours schooling each day for children. 

O	 Four factory inspectors appointed to enforce the Law7 

Prior to these provisions, children as young as fve years old had been apprenticed 
to mills, providing free labour to mill owners. This development was an important 
nod to the need for schooling and the beginnings of standard setting, albeit with a 
limited number of inspectors and minimal enforcement. In truth education became 



10 Reinventing Education  

 
 
 

a tick box exercise where mill owners would get a female member of staff to babysit 
the children for a couple of hours so they could then get back to work. 

The Emergence of the Principle Wave 

Interestingly, in 1833 Parliament voted to allocate sums of money to the construc-
tion of schools for poor children. This was the frst time the state had become 
involved in education in England and Wales, although such initiatives had been 
running in Scotland since the 17th century. 

The emergence of inspectors and some very basic quality standards signalled 
the emergence of the Principle Wave. This wave was initially characterised by 
processes and rules, and although those rules were not nationwide, more schools 
started to appear to educate everyone. 

At the start of the 19th century, ‘National Schools’ and ‘British Schools’ sought 
to standardise education. This was the frst attempt at universal education in Brit-
ain. In 1868, the Taunton Report stratifed educational needs according to social 
class – a viewpoint that still infuences education today! 

Essentially, the Taunton Report divided parents into three grades: 

O	 First grade who wanted their children to be educated up to and beyond the age 
of 18, and who still wanted their children to be taught the Classics. 

O	 Second grade who wanted their children to be educated up to the age of 16 
who approved of a curriculum that included subjects that could be turned 
into practical use in business such as English, maths and science, as well as 
Latin. 

O	 Third grade who wanted their children educated to the age of 14 who only want-
ed the practical education – no Classics. 

In many ways these principles made sense. Education was still seen as a luxury 
that many poorer families simply couldn’t afford. Parents needed their children to 
work. This version of the educational system acknowledged this reality and sought 
to strike a balance between education and economic and social need. 

A year later in 1869, acting on the Taunton Report, the Endowment Schools 
Act allowed grammar schools to change the terms of the endowments to tackle the 
uneven distribution of schools in the country and for the frst time, seek to address 
the severe lack of education for girls. 

The following year in 1870, the government mandated the provision of elemen-
tary education for children aged 5–13 years old via the Elementary Education Act. 
Attendance became compulsory for boys and girls from 5–10 years old, thereafter 
until attainment of the ‘educational standard’. This standard, stipulated by the 
Taunton Report ensured a minimum curriculum of the 3Rs (reading, writing and 
‘rithmetic). There were attendance exemptions for illness, children in employment 
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and those living too far from the school. But exemptions were revoked in 1880 and 
enforced by School Attendance Offcers. 

By this point the prevailing wisdom was that universal education would help 
to keep Britain competitive. But there was still fear, especially amongst those still 
operating from the Power Wave that educating the working class might encourage 
them to revolt. Besides, if the working class became educated, there would be no 
one left to do the hard, dirty and often dangerous work required in their mills and 
factories or to tend to their land. 

The Second Boer War which ended in 1902 also infuenced the direction of 
education in the early 20th century. Although it didn’t directly lead to immediate 
changes in educational policy, it did contribute to broader social, political and 
cultural shifts including an increased focus on health and well-being, nationalism 
and patriotism, military training, imperial education and social reform. The Boer 
War is why Physical Education (PE) exists as a subject in schools. 

However, the downside of the Principle Wave, or what’s called the Traditionalist 
approach in education, is excess process, which can lead to bureaucracy and rule-
bound rigidity. An over-reliance on principles and process can also signifcantly 
inhibit progress. Rigidity can become draconian, especially when imposed by peo-
ple who still have one foot in the Power Wave. In the education system, imposing 
rules and standards often meant embracing corporal punishment, where a teacher 
would deliberately infict physical pain on a student to deter undesired behav-
iour. The ‘spare the rod ruin the child’ idea has its roots in the Power Wave where 
punishments were meted out on the factory production line from those in charge. 
It’s the same approach applied to education against students who break the rules. 
Corporal punishment has been a hot topic for decades, but it was only outlawed in 
state schools in 1987 and 1998 in private schools. 

When Gavin Williamson was the British Secretary of State for Education 
(2019–2021), he was known to extol the virtues of corporal punishment.8 This 
backward looking, grasping of simplistic answers is common when people don’t 
appreciate the evolutionary dimension of change and are making decisions based 
on the education they experienced as ‘true’ or ‘worked for me’. It can be very 
tempting to assume that old solutions that worked 150 years ago can somehow 
be resurrected in the present to deliver similar results. But it never works. Firstly 
evolution doesn’t go backwards. And secondly, despite plenty of ‘anecdotal evi-
dence’ that corporal punishment builds character and maintains order, there is a 
distinct lack of empirical evidence as to the effectiveness of corporal punishment 
in schools. 

A reliance on punishment in the Principle Wave brings into focus an impor-
tant insight about the evolution of each of the educational waves and the value sys-
tems underpinning them. The solutions offered in each wave always match the 
values level of the individual or group suggesting them. Those operating from the 
Red values system in the Power Wave will argue that the imposition of authority 
will make the difference. Those operating from the Principle Wave, like Gavin 
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Williamson, are adamant that a ‘back to basics’ adherence to traditional values 
will work, and so on. 

And all the values levels in the 1st tier (Purple–Green) believe that they are right 
and everyone else is wrong. This is why there is so much disagreement when it 
comes to what’s wrong in the education system and how to fx it. 

It’s only when the individual or group evolves to the 2nd tier (Yellow and Tur-
quoise) that they can appreciate that all the value systems have merit, and the trick 
is to gather all the good initiatives from each one and leave behind what doesn’t 
work. 

Going back to the history, by the start of the 20th century, schools lacked cash. 
They were often old unkempt buildings running an autocratic disciplinary model 
of education that even then was starting to look a little outdated. 

One of the decisive moments in the Principle Wave was the Education Act of 
1902. Often known as the Balfour Act, this Act established the Local Education 
Authorities (LEAs) as the primary source of authority on education in England. It 
gave them powers to raise local taxes to fund schools. All the church schools and 
endowed grammar schools, which formed the bulk of what might be described as 
an education system, now came under the supervision of 328 LEAs. The idea was 
that these LEAs would pay for teachers and the maintenance of schools, and it 
also led to the creation of over 1,000 new municipal or county secondary schools 
including 349 girls’ schools. LEAs were responsible for the secular curriculum 
which now included science and languages. And in 1904 the Board of Education 
mandated a four-year subject-based course of English, geography, history, foreign 
language, mathematics, science, drawing, manual work, physical training and for 
girls and ‘housewifery’. This was the frst time that a broad curriculum was avail-
able for all. 

The Root of the Performance Wave (Leading Edge) 

It’s interesting to note that the word curriculum comes from the Latin verb cur-
rere, meaning to run. The noun curriculum translates as ‘racecourse’, and whilst 
it may describe the subjects taught there can be little doubt that the inclusion 
of a curriculum still constitutes a race designed to determine winners and los-
ers. These roots, laid down at the beginning of the 20th century, would blossom 
much later and form a major part of the Performance Wave, with all its com-
petitive league tables, fnancial based incentives and reductionist approach to 
knowledge. 

In France in 1905, for example, the frst intelligence test emerged. Commis-
sioned by the French government to develop an instrument that could identify 
intelligence levels in school children so those that needed extra help could get it. 
Psychologist Alfred Binet, together with his colleague Theodore Simon, created 
the Binet-Simon Intelligence Scale.9 Initially used in the Principle Wave to identify 
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capability and stratify resources, IQ testing was subsequently co-opted by forces, 
benign and malign, to push their own agenda, including by those in the Perfor-
mance Wave to win the game of education. 

During the frst half of the 20th century, education gradually improved as the 
principles of education and the quality standards began to bite. Educational deliv-
ery became more consistent and more effcient. The school leaving age was pro-
gressively raised to 11 years old in 1893, 12 in 1899 and 14 in 1921. 

The Butler Act, a 1944 update to the Education Act of 1902, created an educa-
tional landscape that is very much recognisable today. State education was now 
free for all children, separating primary schools (5–11 years old) and secondary 
schools (11–15 years old). LEAs also provided nursery provision, disability pro-
vision and boarding. And the compulsory school leaving age was increased once 
again, frst to 15 and then 16 in 1973. 

Secondary education, stratifed in the Taunton Report (1868), was formalised in 
the ‘Tripartite system’, consisting of grammar schools, secondary modern schools 
and secondary technical schools. Selective entry to grammar schools was based 
on the Scholarship Exam, later known as the 11+. Much of this activity was still 
driven from the Principle Wave. 

After World War II the seeds of the Performance Wave started to emerge more 
strongly. In this wave it’s all about pragmatism, productivity and hitting targets. 
The idea of testing children, which started with the IQ tests of Binet and Simon, 
really came to the fore. The goal was to segment children based on ability and to 
assess those with intellectual disability. In 1951 national exams were introduced in 
England and Wales, the General Certifcate of Education with its ordinary O level 
and its advanced A level testing became widespread. 

Rewards, very much an Orange value system idea actioned in the Performance 
Wave, became a tool alongside punishment, which was a throwback from the more 
disciplinary days of the Principle Wave. The importance of rewards were baked 
into the system from the inception of primary schools. Star charts and team points 
were used in tandem with demerits, the ‘naughty step’, and detentions to motivate 
children to behave in the expected fashion. 

But it didn’t take long for the obvious faw in Performance Wave thinking to 
become apparent. The rewards in the system were only available to those who did 
well in exams and were extrinsically driven. Children with all sorts of other abil-
ities were left behind. Remember the tests were heavily biased toward linguistic 
and numerical ability, and if a child didn’t ft into that particular box, they invar-
iably lost interest as their own identities began to emerge. These children often 
felt punished by their failure and felt the pain of the loss of social standing that 
accompanied such failure. In truth there had been winners and losers since the 
frst ever schools in 597. Often the winners were the elites and the children of the 
wealthy (regardless of academic prowess) and the losers were the poor, reinforcing 
the ever-widening equity gap. The testing regime of the Performance Wave brought 
these disparities to the forefront. 
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The merit of rigid testing around narrow capabilities and the subsequent reward 
and punishment based on results remain a passionate debate in education to 
this day. 

The Emergence of the Progressive Wave 

For those who did well in exams at school there were options. For those that didn’t, 
the options were much more limited. It didn’t matter if they just couldn’t adapt to 
the process, struggled to perform on exam day if they failed to ‘get their grades’, 
doors closed. It was the polarising nature of a narrow performance-driven system 
that created the conditions for the Progressive Wave to emerge. 

The Green value system underpinning the Progressive Wave in educational 
thinking started with Rudolph Steiner. Steiner was a pioneer, way ahead of his time, 
advocating for a much more holistic, progressive approach in the late 19th century. 
But this sort of thinking didn’t really become widely established in society until 
the 1960s. The desire for a more inclusive approach was rooted in the civil rights 
movement. It was fuelled by a rise in feminist thinking, gay rights and an interest in 
sustainability. In the UK progressive thinking delivered the introduction of a School 
Health Service which instituted the provision of school meals, free milk, medical 
and dental care. Schools were becoming responsible for more than just teaching. 

Although logical and necessary to meet social need, the Tripartite system that 
came out the Taunton Report was deeply unpopular and socially divisive. The 
inequity it created was felt most strongly by the progressives. Some LEAs, particu-
larly those in Labour controlled constituencies with their more socialist ideology, 
started to abandon such educational segmentation in favour of a more inclusive 
mixed ability comprehensive education. By 1965 the Labour government was 
encouraging all LEAs to do the same, although it was not mandatory. As a result, 
some LEAs retained the more Traditional 11+ and grammar schools, particularly in 
Conservative constituencies, but most went fully comprehensive abandoning the 
11+ and streaming children based on ability. 

The Plowden Report of 1967 ushered in a new optimism in education, pro-
moting new ways of teaching. This consolidated the emergence of progressivism 
which espoused humanistic and child-centric approaches. In many ways the 1960s 
was the era of experimentation and idealism, of individualised teaching and teach-
ers responsible for the curriculum. By the 1970s education had become a political 
football with battle lines drawn between the Traditionalists (often Conservative 
Councils) and the Progressives (often Labour Councils) and the more pragmatic 
believers in a performance-based approach. Little has changed in this debate 
since. The same battle trenches exist, and the same arguments are being made. 
The OECD’s Programme for International Student Assessment (PISA) tables, which 
assess the knowledge and skills of 15-year-old students in reading, mathematics 
and science, still dominate senior decision making. 
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Countries strive to be at the top of the global academic tables in the same way 
a 5-year-old can prize being at the top of the maths test on a Monday morning. We 
have reached an educational stalemate where collaboration is almost impossible. 
If our economies are based on the quality of our education system, and that system 
needs to win or be at the top of some league table, no one is encouraged to collabo-
rate for fear of giving away secrets that could allow another system to leapfrog them 
on the league table. The result is a kind of 75-year war, leaving us in desperate need 
of a breakthrough and a complete overhaul of the entire system. 

In the early years of this 75-year war throughout the 1970s and 1980s, there was 
a growing sense of declining standards and school discipline – sound familiar? In 
1988, to move the battle lines, the Education Reform Act, otherwise known as the 
Baker Act, introduced a compulsory National Curriculum consisting of 14 subjects. 
Teachers were no longer in charge of the curriculum. But they were accountable 
for it through the introduction of compulsory assessments (SATS) at ages 7, 11, 
14 and 16 (GCSE). League tables became the evidence of excellence and failure. 
This reductionist approach changed what many call ‘quality teaching.’ The obses-
sion with performance caused many teachers who don’t see test performance as the 
only important outcome to disengage. 

The Baker Act also marked the beginning of a separate war, to wrestle control 
of schools away from LEAs and teachers to an alliance of parents and central gov-
ernment. The aim was to boost standards by creating a ‘market’ in education of 
competing schools. This is archetypal Performance Wave thinking. The whole 
idea was to introduce business performance principles into schools, even though 
many passionate advocates for such performance principles have suggested that 
the business obsession with results, and in particular fnancial results, has been 
completely over cooked. For example, Mark Carney, the ex-Governor of the Bank of 
England, wrote a book admitting that fnancial performance advocates like himself 
may have lost sight of the importance of social value in the single-minded pursuit 
of fnancial value. 

Nevertheless, parents were encouraged to choose which school they wanted to 
send their children to. Schools with declining headcounts would have to improve 
or shut down. Market forces were to determine the future of education. 

In 1992 The Education (Schools) Act established the Offce of Standards in Edu-
cation (Ofsted) to inspect schools on a six yearly cycle, having the power to name 
and shame schools based on performance. 

The Baker Act also saw the introduction of City Academies and specialist 
schools. From the early 2000s academies were state schools outside LEA control 
with autonomy in budget control and curriculum and ‘academisation’ became 
policy in the next three government administrations. Specialist schools allowed 
schools to focus on differentiating areas of the curriculum while still observing the 
National Curriculum. 

The obsession with endless testing, and Ofsted inspections is widely believed 
to have had a detrimental impact on students, teachers and school administrators. 
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Clearly some form of inspection has its place, particularly around student safe-
guarding, but education itself is defnitive. It involves human beings and they tend 
to be messy and complex. Those at the cutting edge of educational thinking, the 
Progressives, realised there was an unintended negative impact of excessive per-
formance focus very early on. So, they’ve been advocating for a move away from an 
obsession with performance-based ideas to a more holistic, diverse and inclusive 
value system approach. 

The roots of the Progressive Wave of education are in the alternative schooling 
methods, such as Steiner, Dewey or Montessori, which have been around since the 
beginning of the 20th century (more on that in chapter 2). The Progressive Wave 
promoted these until they have become more widespread and accessible. Parents 
unwilling to subject their children to endless assessment explored home school-
ing. In 2021 Councils in England reported a 34% jump in the number of parents 
choosing to take their children out of school and teach them at home or create a 
Free School. This equates to 115,542 children across 152 local authorities.10 And 
that’s just in England. It is steadily rising post-Covid. 

Instead of results at all costs, which is the primary goal of the Performance Wave, 
the Progressive Wave seeks a much more human centric, individualised approach. 
Such a motive is understandable. But paradoxically, the desire for inclusivity 
extolled by the Progressive Wave may be creating an even more fragmented educa-
tion system as new battle lines have been drawn with the traditionalists along the 
‘woke and anti-woke agenda’.11 

Glimmers of the Polarities Wave 

To the best of our knowledge there is no education system that is currently operat-
ing at the Polarities Wave. There are not even any individual examples of schools 
or projects that have taken this step, never mind a system scaled at a national level. 

There are however glimmers of this wave in the Finnish and Singapore educa-
tion systems. Whilst these systems are often held in high regard for their progres-
sive nature and innovation, supposedly refected in their PISA outcomes, there 
are still many parts of their systems that are presenting challenges related to the 
downsides of the Progressive or Performance Waves, respectively. In Finland, for 
example, the disparity in rural-urban education still presents issues despite the 
Finnish reputation for equality and community connection. Critics of the system 
also see the homogeneous nature of the population as lacking diversity awareness 
for global skills compared to Singapore’s more global approach. Singapore’s out-
reach is also internal, that whilst competitive, creates a ‘give away our best ideas’ 
approach between schools so that schools are forced to evolve further and come up 
with even better ideas. 

Where Finland is criticised for less standardised testing, Singapore is critiqued 
for too much. Each major exam divides students into schools based upon their 



Introduction 17  

 

 
  

academic results. This tension creates judgement and performance pressure 
where students and their parents are constantly competing to get into the best 
schools. Unsurprisingly, over-tuition is rife relentlessly driving toward narrow 
success markers which, in turn, drive greater inequality. This performance pres-
sure excludes creativity and critical thinking and puts additional strain on teacher 
workload despite the strong focus on continuous professional development (CPD). 

Investing in human capital appears to have not quite struck the right balance. 
Whilst Singapore has begun to emphasise a more holistic, digital and global 
approach to education, aiming to develop students intellectually, socially, emo-
tionally and physically, the focus remains on readying for the future workforce. 
The talk may be more in keeping with the Polarities Wave, but the action is still 
a mix of the Performance and Progressive Waves. Whilst this future planning can 
be seen as positive, the downside is that the skill set is being determined by the 
pursuit of excellence – the hallmark of the Performance Wave. Singapore’s former 
prime minister, Lee Kuan Yew, managed to demonstrate both the upside of the 
Progressive Wave and the downside of the Performance Wave within the same 
sentence when stating their strategy was “to develop Singapore’s only available 
natural resource: its people”.12 

No Longer Fit for Purpose 

Collectively these waves of educational thinking in the UK and around the world 
have sought to create a system that meets the needs of the population, business, 
industry and society at each moment in history. It’s no longer working. 

According to the Times Education Commission Report published in 2022, our 
education system is failing on all measures, from giving young people the intel-
lectual and emotional tools they need as adults to providing businesses with the 
skills they need. According to the report, 75% of companies say they need to pro-
vide extra training in basic skills.13 

Never mind the fnancial cost and disillusionment of endless failed initiatives, 
there is a huge social cost associated with low educational attainment including 
unemployment, poverty, homelessness, crime and poor health.14 

When children don’t get the education they need, society, not just the child, 
loses out. A study by UCLA in the US found that high school dropouts in Cal-
ifornia cost the Californian taxpayers $37–$56 billion per cohort.15 A study at 
the University of Michigan found that students who attended a better-funded 
elementary school were 15% less likely to be arrested at age 30 than those who 
did not.16 In 2012 The White House Council for Community Solutions reported 
that if America could persistently connect all young people as full participants in 
the US economy, the nation’s balance sheet would expand in the order of around 
$5 trillion a year in taxes paid and direct costs avoided.17 It’s likely to be signif-
cantly more today. 
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Right now, because we don’t view the progression of education (or much else) 
from an evolutionary perspective, we tend to move forward including the worst 
parts of each era, not the best. 

Arguably, one of the worse elements of the educational system that still exists 
today and was kicked off by St Augustine in 598 is the effective apartheid in teach-
ing. In the early days education was only accessible to a tiny, privileged minority, 
the sons of the wealthy. It would be over 700 years before education was made 
available to the less privileged. This educational exclusion is still widespread in 
many countries today, despite signifcant evidence of the societal benefts when 
educational inequality is overcome. 

Take Finland, for example, there are no fee-paying schools in the country. All 
the schools are 100% publicly funded. Finland keeps all students in the same 
classroom and provides extra help to those that need it. Every student has equal 
access to free school meals, health care, psychological counselling and individual 
student guidance, regardless of socioeconomic background.18 

As a result, people of different socio-economic backgrounds mix and become 
friends. They better understand a different way of life and are more empathetic 
and compassionate. If wealthy parents want to donate money to the school to help 
their child, then everyone in the school or class benefts not just their child. Not 
only does Finland have one of the best education systems in the world, but this 
approach helps to bake greater equality into the system.19 

Whether an education system is responsive now and ready for the future largely 
comes down to its purpose. During the Pastoral and Power Waves education wasn’t 
even about education. It was little more than childcare that allowed parents to 
work in the factories of an industrialised society. Later it became a box ticking 
exercise to comply with regulation that allowed the children to work in those same 
factories and contribute to the larger economy. When society doesn’t really value 
education and sees it as childcare or an enabler for the workforce, then teachers’ 
well-being doesn’t matter either. Often a woman pulled from the factory foor to 
‘educate’ the children was all that was required. What’s even more alarming is that 
some are suggesting that AI may make teachers nothing more than babysitters once 
again. 

George Bernard Shaw once said, “Those who can, do; those who can’t, teach.” 
It’s still a sentiment that is banded about today. The phrase is a corruption of Aris-
totle’s “those that know, do. Those that understand, teach.” But that truth is left on 
the cutting room foor. When education was little more than childcare, then the job 
of teacher fell to those that were valued less, in this case women. 

The fact that there are so many female teachers is even being blamed for the lack 
of discipline in modern school and the fact that boys are falling behind. Because 
somehow having a female teacher disadvantages boys. But this is just one of many 
unintended consequences born out of the fact that genuine education was neither 
wanted nor needed. And even though the purpose of education has changed, the 
status of teaching has sadly not improved a great deal. 
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Researchers at Brown University and the University at Albany compiled and 
analysed decades’ worth of national data from more than a dozen sources about 
factors like teachers’ morale, the perceived prestige of the profession and interest 
in entering the feld to create an annual profle of the profession between 1970 and 
2022. What they found was a job that’s steadily declined in prestige and attractive-
ness.20 It’s hard to imagine the results would be much better in the UK. 

We are now in the unenviable position where the National Curriculum is no 
longer ft for purpose, and teacher’s delivering it know this but often lack the agency 
to change it or how they deliver it. The world does not need obedient people to 
slot into factory jobs, not least because there are fewer and fewer factory jobs to slot 
into. Mechanisation, roboticisation and technological transformation is completely 
upending the labour market. The education that children are leaving school with, 
is not equipping them to meet the needs of society today let alone navigate the risks 
and opportunities of tomorrow. 

The instructional approach still reigns supreme through a standardised curricu-
lum and teachers are simply expected to race through it. Lessons are no longer just 
dominated by the textbook, but also PowerPoint presentations and detailed lesson 
plans. Teachers receive a set of slides to match the curriculum content, in line with 
the learning outcomes that leads towards the test content, question type and out-
comes. Lesson plans or ‘learning plans’ outline the lesson down to the last minute 
and become little more than a daily teacher drudgery. Whilst the lack of agency 
for learners has restricted creativity and curiosity, and therefore confdence, this is 
now mirrored in those who must deliver the right content at a frenetic pace. There 
is no space. How can a teacher feel confdent or curious about their own subject if 
it is formatted and handed to them digitally? The energy a teacher turns up with is 
key to creating the right state, context and connection to motivate and engage the 
young people. Yet teachers are being funnelled into a performance system as much 
as learners and their connection with learners is suffering as a result. No wonder 
teacher morale is at an all-time low and the profession is struggling to attract and 
keep the best and brightest teachers.21 It’s hardly surprising that so many are lured 
away into other sectors, with less stress, more pay and less abuse! 

If we don’t’ learn and build from the past, we’re destined to repeat it. And we 
can certainly see history repeating itself now. Prior to the 1840 Grammar Schools 
Act, the state was not very active in education. It had largely been the preserve of 
the Church, religious charities or philanthropic individuals. But grammar schools 
were in crisis. The curriculum was considered too narrow to cater to the needs 
of the Industrial Revolution. The 1840 Act made it legal to use grammar school 
income for more than simply teaching classic languages and religion. The school 
curriculum opened to teach English reading, writing, maths, science and languages. 
As such the system adapted and provided the education that was needed at that 
time. As we wrestle with the realities of the 4th Industrial Revolution, we face the 
same urgent need to pivot and the space and resources to do it. 

But we’ve done it before so we can do it again. 
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1 Current Reality  
in Education 

If we look at education in the UK and around the world, most systems are locked 
in an ideological battle with two profoundly different waves (Principle Wave and 
Performance Wave) smashing against each other, with pupils and teachers caught 
in the cross currents and undertows. The Principle Wave seeks to impose an adher-
ence to the rules through a prescriptive path of learning. The Performance Wave 
advocates measuring the success of learning or knowledge transfer via an endless 
battery of tests to determine the performance of the learner and the system. This 
endless tug of war between the waves is counter-productive, draining resources 
and creating chaos. 

If we want to reset the system, we must start by addressing the purpose of edu-
cation. Many believe the purpose of education is ‘learning’. In the UK we have a 
‘knowledge rich curriculum’ and a focus on ‘lifelong learning’ with lots of dis-
cussions about the learning environment, learning styles and readiness to learn. 
Unsurprisingly, teachers tend to stick with traditional chalk and talk methods, and 
are often afraid to switch pedagogical approaches within sessions. In many ways, 
a focus on learning makes logical sense. Surely, education exists to teach chil-
dren knowledge that will prepare them for adulthood and how to be a productive 
member of society. But what does a productive member of society really mean, 
especially when that society has changed dramatically since the education system 
emerged. 

In the Power Wave, a productive member of society was someone who worked 
insanely long hours in a mill or factory, and that included children. Their educa-
tion, if it existed at all, was designed to get them back to their machine faster. Or 
education was an apprentice style teaching from adult to child that allowed that 
child to work the machines. To that end education did prepare the child for adult 
life. But it wasn’t education as we understand the term today. 

Obviously, any modern educational system must teach children how to read, 
write and be capable of basic arithmetic. This minimum standard is as relevant 
today as it ever was. Such skills are necessary to enable children to make sense of 
the world around them and interact with others. But being a productive member of 
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society today is very different to what was required during the Power Wave of the 
Industrial Revolution. 

In 1904 while the Board of Education created the frst standard curriculum 
available to all, there were no standards on how to teach each subject. It was left to 
the discretion of the teacher, which had advantages and disadvantages. The curric-
ulum and how subjects should be taught wasn’t formally updated and modernised 
until 1988 via the Education Reform Act, which introduced 14 compulsory sub-
jects. This introduced a more prescriptive way these subjects should be taught, at 
the time, via textbooks that aligned with the ‘essential knowledge’. However, the 
use of textbooks has been replaced by cheaper online resources,1 the quality and 
fnancial intention behind which remain a concern, as does the use of even more 
prescriptive practice papers that further narrows what needs to be known to pass 
exams. 

The laying out of rules on how subjects should be taught and the creation of a 
National Curriculum both emerged from the Principle Wave. It was embraced by 
the hyper-rational, pragmatic Performance Wave as a way to deliver better results 
and improved productivity. It also provided a way of assessing teachers against a 
set of criteria. Performance Wave advocates are driven to understand how things 
work and will often break a system down into its component parts. In education 
that meant deconstructing what knowledge children needed to learn into the rel-
evant subject areas, and further distilling this into what would be covered in each 
subject. 

Whilst the current version of the English National Curriculum (2013) states that 
schools should “promote the spiritual, moral, cultural, mental and physical devel-
opment of pupils at the school and of society” and “prepare pupils at the school for 
the opportunities, responsibilities and experiences of later life”,2 the focus remains 
on academic outcomes. This reductionist thinking fed into another Performance 
urge – the desire to test, separate and rank individuals based on capability. Sadly, 
the performance system that was built, and rolled out to all schools, is far from 
perfect, with good evidence that many exam papers are being mis-marked.3 Never-
theless, a National Curriculum and a standardised syllabus has allowed a testing 
regimen to fourish. 

When we look at education through this lens of evolving waves underpinned by 
different value systems. the upside and downside of our current system make much 
more sense. The problems with the current system are not due to bad intentions or 
bad actors. Most educational innovations are created with the best intentions, and 
the National Curriculum is no exception. It made sense at the time. But it doesn’t 
anymore. One of the unintended consequences of the Performance Wave, which is 
increasingly causing educational and societal problems, is the ‘Cult of the Expert’. 

In most primary school systems in the world, one teacher teaches everything 
to all the children in the class. But in secondary school, each subject is taught 
by a ‘subject expert’. If that child goes on to university, they often experience a 
micro-specialisation with lectures from a super expert. The general philosophy 
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and direction of travel is that we increasingly encounter someone who knows more 
and more about less and less. 

At each level from secondary school onwards, it would be a stretch to say that 
the teachers were experts in their specifc subject. This isn’t an insult to teachers. 
We know many teachers wouldn’t consider themselves experts in their area. That’s 
not what’s being asked of them. Their job is to teach a prescriptive package of infor-
mation to their students, so that those students can regurgitate the material in an 
exam and demonstrate the successful transfer of knowledge. 

But often the curriculum teachers follow is ten or more years old. The National 
Curriculum in England for example, hasn’t been updated since 2014.4 To illus-
trate, in economics Milton Friedman is still taught as good economic theory, even 
though his thinking has been discredited and is seen as wildly out of date. Freid-
man is largely to blame for the systemic maximisation of shareholder value that 
even the most ardent hard-nosed capitalists acknowledge has been an overreach 
and has been counterproductive to economic sustainability. 

In addition, the narrowing of knowledge transfer around the topics that will 
show up in an exam means there is virtually no cross-fertilisation of subjects. 
Knowledge remains siloed. A history teacher is unlikely to know about the geo-
graphic constraints on a society throughout history and how this may have evolved. 
They wouldn’t be expected to know about the progress of mathematical thinking 
throughout history or how changes in artistic opinion affected culture and the per-
ception of historical facts. All these subtle subject interactions are largely ignored. 
Such richness in understanding is not available to most pupils simply because 
education isn’t thought of as an interdisciplinary sport. Education is seen as a col-
lection of independent knowledge villages that are disconnected with few if any 
connecting roads, bridle paths or walkways. 

The Performance Wave’s desire to stick with the Cult of the Expert when knowl-
edge is constantly changing seems both naïve and futile. Things we thought were 
true, even ten years ago, especially in science, are no longer accurate. Back in 
1981, before the 4th industrial revolution with its digital acceleration, AI (artifcial 
intelligence), machine learning and large language models, futurist and inventor R. 
Buckminster Fuller proposed something called “the knowledge doubling curve”. 
He’d noticed that the more knowledge we accumulate, the faster we create and 
accumulate even more knowledge. 

For example, until 1900 human knowledge doubled every one hundred years 
or so. By 1945 the complete knowledge of mankind doubled every 25 years. By 
1982 knowledge was doubling every 12–13 months.5 IBM predicted that knowl-
edge would double every 11 hours.6 No one has attempted to update this fgure 
probably because it’s now impossibly complex, but it’s safe to assume it’s even 
faster than that.7 

And yet we’re still teaching children about a world that existed when the 
National Curriculum was created in 1988 or at best 2014. Besides, do children 
really need to know that the stratosphere is the second layer of the atmosphere of 
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Earth, located above the troposphere and below the mesosphere. Or what the cap-
ital of Nigeria is? They may need to know if they plan to specialise in climate sci-
ence or want to backpack through Africa but does that piece of knowledge need to 
live in their mind at 14 years old? Is anyone made wiser or more capable because of 
that knowledge? It may be useful in a school quiz, but there are much more useful 
things for teenagers to know. Anyway, in the unlikely scenario that they do need to 
know such a specifc piece of information, they have Google. 

We are all now connected to the internet, the world’s largest library via our 
smartphones 24 hours a day. Technological advances are obsoleting the National 
Curriculum. In addition, advances in AI are already making it impossible for teach-
ers to tell the difference between an essay created by a student and one created by 
ChatGPT. In one study of students over 18 years old, 89% confessed to using AI to 
complete study tasks.8 

We no longer need the simple transfer of information from one brain to another. 
The urgent requirement is for critical thinking, problem solving and teaching chil-
dren how to assess the accuracy and validity of the tsunami of information they 
are privy to every day inside a system that is dedicated to development and not 
just learning. 

Learning on its own is now relatively pointless. Learning must be applied and 
used for it to be relevant. Little wonder that most adults struggle to tell you any-
thing they learned in school that they use every day except reading, writing and 
arithmetic! 

We must guide students to use the vast reserves of knowledge that are available 
to them, to make their lives better and to better prepare them for a world that is 
immeasurably different to the one even their parents grew up in. In the teenage 
years, learners are shaped and distracted by information that is increasingly fake 
or polarising. No wonder youngsters today feel lost and ‘mental health’ problems 
are on the rise. 

How Does the Current Reality Impact Young People? 

Education today seems to be a very effective method for crushing pupil’s spirit and 
natural curiosity, and this can lead to a host of negative consequences. 

According to social psychologist Thomas Curran, many of our young people 
are in the grip of escalating perfectionism. This endless quest for perfection, used 
as an indicator of self-worth, has been increasing at an alarming rate over the last 
25 years. And yet perfectionism conceals a host of psychological challenges, 
including depression, anxiety, anorexia, bulimia and suicide ideation. Rates of 
suicide in the US alone increased by 25% in the last two decades. And there are 
similar trends in Canada and the UK.9 

Mental illness among young people is higher now than ever before, largely 
because of the collision between two converging trends. First, education became 
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a constant litany of tests, exams, metrics, rankings and league tables. And these 
measures are used as the yardstick of success. Individuals and schools are now 
quantifed, ranked and sorted based on a very narrow set of capabilities. 

And as Curran reminds us, this measurement starts young. Young people in 
America’s big city high schools take around 112 mandatory standardised tests 
between pre-kindergarten and the end of 12th grade. This means about nine exams 
a year, or roughly one every month. If the educational system doesn’t serve that 
student’s way of learning, that’s a monthly reminder of what a failure they are. 

Ever since the Performance Wave came to dominate education, testing has been 
so widespread and relentless that pupils are now brain washed. Many pupils 
defne themselves in very narrow terms, based on grades and percentiles. Parents 
are often drawn into such metric obsession and often see their own children as 
worthwhile if they remain a ‘straight-A’ student. With the disintegration of other 
social markers, parents often live vicariously through their child’s success. 

In addition to perpetual measurement and ranking, social media is the other 
major disruptive trend that puts massive pressure on young people to be perfect. 
Data from the Pew Research Centre show, for example, that young people born in 
the US in the late 1980s are 20% more likely to report life goals that include being 
materially rich compared to their parents or grandparents. Young people borrow 
more and spend more of their income on image goods and status possession to be 
displayed on social media to present the illusion of perfection, not just in the real 
world but now also in the virtual world too.10 

The convergence of these two trends is destroying self-worth and setting far 
too many children up for failure and low self-esteem. Children who are assessed 
and compared all the time either by an education system, society or their peers 
are constantly classed as winners or losers, and of course most of them fall into 
the latter category. Little wonder then that most children are feeling left behind, 
rendering them vulnerable to extremist behaviour. This is particularly true of dis-
enfranchised young men, in search of a sense of belonging and purpose who are 
now at risk of grooming by misogynistic infuencers like Andrew Tate. Tate’s reach 
and sway over millions of young boys is so alarming that schools across the UK are 
having to work out how teachers can respond.11 

Although some of his ideology is straightforward personal development, his atti-
tude towards women is abhorrent. The idea being that if women were subjugated 
again and forced back into the home and out the workplace, it wouldn’t matter that 
so many of the boys ‘failed’, they would still be able to get a good job. The same 
hate of ‘the other’ extends beyond incel (involuntarily celibate) communities who 
hate women but also people of colour in white nationalism. 

Of course, these are the extremes, but they are having a signifcant impact. These 
modern examples of outdated attitudes suggest we must challenge such arcane 
unpleasantness otherwise their infuence may grow. There are now millions of 
polarised or marginalised individuals, particularly young men who feel inade-
quate and left behind. And they are being left behind, but so are millions of young 
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women who are also being unfairly judged and pigeon-holed based on an insanely 
narrow defnition of capability (or beauty) that is measured by tests (or likes) that 
are supposed to prepare them for a world that no longer exists! 

The idea that if a pupil can remember facts and repeat them under exam con-
ditions, they are a winner and if not, they are a loser is preposterous. Besides, 
the exams are rigged to ensure that only 60% can pass each year! There are 
two types of grading: grading on a bell curve and grading to a standard. Grading 
on a bell curve is grading by position. In other words, a student’s grade depends 
on where they are in relation to the other students taking the test, with the top 
x% getting an A, the next y% getting a B and so on. Grading to a stand-
ard is when every student that scores say, 80% or more gets an A, 
70–79% gets a B and so on. Most large-scale exam systems like the English 
GCSE and A levels use elements of both. The GCSE & A levels are mainly stand-
ards based, but some element of grading to the bell curve is used to fnalise the 
grade boundaries, because while exam diffculty may vary from year to year, the 
abilities of large entry cohorts do not change much. So, roughly, the same num-
ber of A grades or Level 1s, etc. are considered deserved each year. Everyone in 
education knows this, and yet the government still beats up the profession for 
falling standards, even though it is the government that implements and adjusts 
the standards! 

And a move to continuous assessment didn’t help either. Instead of being 
stressed for a few weeks before the exams, young people are now stressed all the 
time, with the corresponding impact on mental health and well-being. In addition, 
continuous assessment disproportionately favours girls, who tend to be more dil-
igent than boys, thereby inadvertently increasing the risk of more boys failing in 
education. Continuous assessment is also an extrinsic motivational driver, applied 
from outside, and yet we already know from motivational theory that extrinsic 
drivers only have an impact on simple tasks over a short period of time and contin-
uous assessment is neither (more on that in chapter 10). 

There are also many types of human intelligence, so disproportionately favour-
ing maths, English or science and under rewarding musical, visual-spatial or kin-
aesthetic/sporting capability, to name just a few, seems completely outdated given 
what we now know about the predictors of success and fourishing. 

Even the minority of pupils that succeed in the system and are rewarded, are 
also being groomed towards perfectionism, with the corresponding pressure on 
mental health. We are living with a system that can potentially render all students’ 
losers in the longer-term game of life. 

In addition, there are thousands of children that are excluded from school 
in the UK every year. Of those that re-enter post exclusion, many are just going 
through the motions and remain disengaged and uninterested – patterns that often 
become entrenched if they subsequently seek to enter the workforce. These pupils 
have been conditioned to believe that they have no value and can expect nothing 
more than poorly paid positions or zero hours contracts, perpetuating or widening 
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the poverty gap. They are the equivalent of the factory workers in the Industrial 
Revolution, having to endure poor conditions because they didn’t believe they 
had a choice. 

Ironically, those who are the so-called winners may not do much better. They are 
no more prepared for the world than their less academic peers. They may secure 
a university placement and gain their degree but that’s no longer a guarantee of 
future success. 

As the late Sir Ken Robinson pointed out, when Baby Boomers and Gen Xers 
went to school, they were kept there with a story that if they worked hard, did well 
and got a university degree, they would get a good job. But children today don’t 
believe that anymore and they are right not to.12 For many graduates all they have 
to show for their efforts is massive student debt, crushed dreams and a disenfran-
chised outlook. 

Robinson also reminds us that the way schools were set up, baked in the idea 
that there were academic people and non-academic people into the system. Over 
time this was simplifed into those who were smart and those who were not. 
As a result, millions and millions of bright, gifted children left school believing 
they were not.13 We are seeing this bias to narrow academic success amplifed in 
the cost-of-living crisis, as scarce resources in state schools are increasingly pulled 
away from non-academic pursuits, further diminishing the perceived value of 
those subjects. 

No one is cutting funding to maths. In fact, if former UK Prime Minister Rishi 
Sunak got his way everyone in England would have been forced to study maths 
until 18 years old. Sunak said he wanted people to feel confdent when it came to 
fnances!14 Forget for a moment that there is a national shortage of maths teachers 
or that maths is not necessary for every profession or that not everyone has a brain 
that is wired for maths, maths does little to help students understand how money 
works. That’s an entirely different topic normally completely missed out of the 
curriculum or covered as an afterthought as part of personal, social, health and 
economic education (PSHE). 

Perhaps worst of all, for both the winners and the losers, school, and by associa-
tion learning, is largely viewed as something to be endured, in the hope that it will 
improve the future. The educational system fosters a disillusionment with the very 
idea of learning. The reductionist bent of the Performance Wave breaks knowledge 
down into subjects, but in doing so the subjects are separated from each other and 
from life. This can make them sterile, abstract and boring. Is it any wonder that 
children are desperate to bring their learning to an end and get on with life? 

Even if a student goes on to university, they instinctively breathe a sigh of relief 
when the learning is over, and they have the qualifcation. The ‘winners and losers’ 
end school or university with a poor impression of learning and little experience, 
if any of development, which can limit their prospects. If this isn’t addressed, we 
perpetuate the incredibly low expectations subsequent generations may have of 
the educational system. Besides, we live in an accelerating world where learning 
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and development can never be over. We need to inspire young people and adults 
to become insanely curious, and sustainably commit to lifelong learning and devel-
opment, not just as buzzwords but as a way of life. 

How Does the Current Reality Impact Educators? 

Burnout and disillusionment. 
Given the educational cultural wars between the Principle Wave and the Per-

formance Wave, it’s little wonder that teachers become highly focused on separate 
but interconnected issues including workload, pay, cut-backs, constant assessment 
and student behaviour. 

A performance-obsessed system addicted to endless data collection and testing 
isn’t just stressful for the students, it’s terrible for the teachers too. Even if the 
knowledge transfer was a useful cornerstone of the educational system, massive 
class sizes make it virtually impossible to go back over material to make sure every-
one has understood and further undermines classroom relationships. 

Perhaps unsurprisingly, the latest workforce survey from the UK’s Department 
for Education (DfE) found that of 40,000 teachers, almost 9% of the workforce, 
resigned from state schools in 2022, the highest number since DfE began publish-
ing the data in 2011. And a further 4,000 retired.15 

Of course, teachers leaving in their droves also puts additional pressure on the 
teachers left behind. Class sizes are expanding and it’s inevitable that delivery, 
agency and relationships suffer, especially when the funding has been cut for class-
room assistants to help in classes of mixed ability. Unfllable staff vacancies add 
even more pressure. Increasingly teachers are expected to work longer and longer 
hours, all while having to contend with poor public perception of their profession, 
a historical hangover from the days of teachers as child minders, certainly in the 
UK and US. Often the assumption is that teachers have it easy because they have 
so much time off. As a result, we are entrusting our society’s future to a pool of 
demotivated, disenfranchised, under-resourced, under-paid, under-trained, under-
developed albeit committed individuals trying their best inside a crumbling sys-
tem. No wonder so many are resigning or thinking of a career change. It makes no 
sense that educators are valued so little when their role is to shape young minds in 
the present and build the future. 

During 2022 and 2023 teachers in the UK, along with many other public sec-
tor workers, engaged in a series of strikes to demand fairer pay. According to the 
unions supporting the strike, high infation and a cost-of-living crisis meant teach-
ers were enduring a 20% cut in wages since 2010.16 

But it’s not just their pay that’s so depressing for teachers; decades of underfund-
ing have seen resources and budgets slashed, school buildings are often not ft for 
purpose and yet they are expected to provide world-class education. An estimated 
700,000 children in England alone are being taught in unsafe or ageing school 
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buildings which is negatively impacting the quality of their education. The UK’s 
National Audit Offce (NAO) report says the DfE has since 2021 assessed the risk of 
injury or death from a school building collapse as “very likely and critical”. Teach-
ers have expressed concerns about risks posed by sewage leaks and asbestos.17 

The situation for those with special educational needs and disabilities (SEND) 
has additional hardships. The care given by staff facing some of the most challeng-
ing behaviour and learning needs in the sector is truly courageous. It is often done 
without recognition of the true progress these young people make against outcome 
metrics. Despite incredible efforts by employment and social groups such as Project 
Search and an understanding of the long-term fnancial impacts of a lack of early 
intervention and support into employment, there is still an almost complete lack 
of purpose and direction in the SEND agenda. Special needs provision is currently 
nothing short of immoral. It has been chronically underfunded, and many local 
educational authorities actively obfuscate their legal responsibilities and abandon 
parents, all while claiming to be engaged in ‘parent partnerships’. The government 
and therefore budget holders are constantly moving the goal posts to avoid having 
to fund those that are already struggling with developmental delays or needing to 
access appropriate educational provision. 

The profound lack of leadership at senior levels, the incredibly poor co-
ordination at the local and national level and the shrinking budgets for anything 
outside maths, English and science is frankly shameful. Art, music and drama 
amongst others have been pushed to the margins creating what some have called 
a ‘Creativity Crisis’.18 

And, if the day-to-day life of a teacher wasn’t stressful enough, Offce for Stand-
ards in Education, Children’s Services and Skills (Ofsted) inspections add to the 
pressure. Ofsted is notoriously rigid; it is a product of the Principle Wave and 
there’s very little nuance. A school is given a very short, graded assessment of 
either grade 1 (outstanding), grade 2 (good), grade 3 (requires improvement) or 
grade 4 (inadequate). In March 2023 Ruth Perry, headteacher at Caversham Primary 
School in Reading for 13 years, killed herself following a report that downgraded 
her school from outstanding to inadequate.19 Sadly, Perry is not the frst person to 
take her own life because of draconian Ofsted assessments. Like so many ideas in 
education, Ofsted sounds logical. Its intention was to give parents a way to easily 
assess and compare schools in their area. But the reduction of the enormous com-
plexity of what happens in a school, across so many pupils and so many subjects, 
into a single grade, effectively renders the report meaningless. It may be simple but 
it’s profoundly unrealistic to imagine that everything in a school is outstanding 
all the time. Every school – the good, the bad and the ugly – are evolving. What is 
accurate today may not be accurate tomorrow, and yet these assessments impact 
student numbers and therefore funding. 

Collectively this has exacerbated existing recruitment and retention problems. 
The National Association of Head Teachers has identifed this as a “school lead-
ership supply crisis”, which has far-reaching consequences on the ability of the 
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system to deliver the quality of education needed to ‘right the ship’ after the pan-
demic, let alone achieve the ambitious targets set by the government for 2030.20 

Add student absenteeism (22.5% of pupils are persistently absent post-pan-
demic21) and disruptive behaviour into the mix and it’s hardly surprising that 
teachers are seeking alternate employment options. According to the National 
Association of Schoolmasters Union of Women Teachers (NASUWT), physical and 
verbal abuse (from pupils and parents) and online harassment are now common in 
primary and secondary schools.22 

How Does the Current Reality Impact Parents? 

It creates confusion and stress. 
The impact on parents very much depends on the parents and the geography. 

In England, families rank either three or six school preferences for their children. 
Local authorities then act as clearing houses using an algorithm to match applicants 
to schools on the basis of parental preferences, admission criteria and the availa-
bility of places. Enshrined in law since 1988, it was meant to give parents more 
choice, but it’s just led to greater stress. According to a study by the Social Market 
Foundation, greater school choice has left parents feeling more “cynical, fatalistic 
and disempowered” than parents in Scotland, for example, where students are 
simply assigned a place in their nearest school unless their parents decide to apply 
to a different one.23 

Because of the choice, parents are stressed about making the right choice, even 
more stressed when one child goes to one school and another child goes to another 
or when they must move house to access the school they want. And that’s before 
the child sets foot on the premises. 

Once in school, parents are worried about the quality of education, their child’s 
academic performance, whether their child is falling behind and whether they 
would be notifed if they were. If their child has learning diffculties, these con-
cerns are amplifed as cutbacks have meant delayed assessments, lower fnancial 
support for interventions and fewer classroom assistants. Every parent hopes that 
their child will develop socially, be happy and make friends, but there are also 
increased peer pressures and bullying to contend with. Today, social media gives 
bullies unfettered access to their targets 24/7. This access is also a concern when 
worrying about how to keep children safe. 

Parents are often anxious about homework, whether there is too much or too lit-
tle. Helicopter parenting doesn’t help development, and we can see the downside 
of too much parental oversight in many of the Asian countries where ‘Tiger Moms’ 
have adopted an uber-performance driven approach to education. The term ‘Tiger 
Mom’ is used to describe a parenting style that is characterised by strictness, high 
expectations and an emphasis on academic and extracurricular achievement. Par-
ents labelled as Tiger Moms are deeply involved in their children’s lives, closely 
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monitoring their academic performance and pushing them to excel in various 
activities, such as music, sports and other pursuits. 

Critics of the approach say that it stops the child from being a child, increases 
stress, heightens pressure to succeed and potentially harms the child’s emotional 
well-being.24 In her memoir, Battle Hymn of the Tiger Mother, Amy Chua outlined 
the draconian methods she employed to raise her daughters and created some 
controversy. Chua it seemed was not interested in raising ‘prizeless slackers’. She 
wanted prodigies, even if it meant nonstop, punishing labour. The book chroni-
cles the author’s constant demanding, wheedling, scolding and screaming around 
seemingly never-ending piano and violin sessions.25 An endless series of extra-
curricular activity on top of crushing amounts of homework is not always good for 
the individual or society. 

This uber-performance Asian mindset has been instrumental in what Japan calls 
‘Karoshi’, death from overwork. And as many as one million deaths in China can 
be attributed to the same philosophy.26 

How Does the Current Reality Impact  
Society and the Economy? 

Fosters inequality and low productivity. 
If we look at the levels of educational attainment in the UK and internationally, 

the performance-obsessed systems have not necessarily delivered more rounded, 
compassionate, kind students that parents can be proud of, employers want in 
their organisations or contribute to better economic outcomes for society. 

It may be true that the number of students achieving at least fve GCSEs 
or equivalent increased from under 40% in the early 1990s to a high of 82% 
in 2012. And the number of people with a degree in the working-age population 
has more than doubled since 2000. But despite these rising qualifcations, England 
stands out internationally for nearly non-existent improvements in skills when 
making comparisons across generations. In virtually all Organisation for Economic 
Cooperation and Development (OECD) countries, literacy and numeracy skills are 
substantially higher among young people aged 16–24 than among the older genera-
tion (aged 55–65). England is the exception to the rule: while its 55- to 65-year-olds 
perform relatively well, especially in literacy, young people in England have not 
improved on these skills at all. That has left England ranked 25th out of 32 coun-
tries in terms of the literacy skills of its young people.27 And literacy is one of the 
basics schools focus on! 

This is clearly concerning for businesses and employers who are not getting 
access to a labour supply that can meet their needs. According to a poll con-
ducted by the CBI, more than 40% of employers reported being forced to pay for 
remedial training to bring school leavers’ basic skills up to scratch. The survey 
of 566 employers also found that 42% were concerned about basic literacy 



34 Reinventing Education  

  

 

 

  

standards while 35% were worried about numeracy among recent school 
leavers.28 

There is little doubt this education shortfall is playing a role in the UK economy 
which has underperformed the most, compared to other similar economies after 
2008. This has been exacerbated by the global fnancial crisis, Brexit and the pan-
demic.29 But an education system that is no longer ft for purpose and is failing all 
the stakeholders is certainly not helping. 

Every economy needs a skilled workforce. Currently, the UK’s relatively high 
proportion of low-skilled adults means it performs well below average for both the 
OECD and the EU.30 

And to make matters worse, despite decades of policy attention, there has 
been virtually no change in the ‘disadvantage gap’ in GCSE attainment over the 
past 20 years. Although GCSE attainment has increased over time, 16-year-olds 
who are eligible for free school meals are still around 27% less likely to earn 
good GCSEs than less disadvantaged peers. Children from disadvantaged back-
grounds also make slower progress through secondary school. And these gaps get 
even wider when looking at more rigorous benchmarks for attainment. Pupils who 
were not eligible for free school meals are around three times as likely as their more 
disadvantaged peers to achieve above the expected level at age 11 and at GCSE. 
They were also three times more likely to attend one of the most selective higher 
education institutions.31 The system clearly sustains societal inequality. 

This inequality starts early in the current education system, and the gaps have 
certainly been exacerbated by endless cutbacks. This inequality also threatens 
social cohesion in many countries, including the UK. We need education sys-
tems that encourage social cohesion, which as the OECD suggests, “looks beyond 
the enrolment and achievement rates and takes into account the inclusiveness 
of the education system . . . to enhance the sense of belonging in a society and 
improve the quality of education for better prospects of upward mobility.”32 With-
out the opportunity of upward mobility that good education should provide, adults 
are too often resigned to poorly paying jobs and endless fnancial struggle and the 
mental health challenges this can bring. And without intervention the poor attain-
ment and subsequent poverty cycle repeats across generations. 

Finally, it’s worth noting that education is suffering because it is a political foot-
ball. In the last 20 years, there have been 15 Secretaries of Education in the UK, 
each in post for less than two years, and six from 2021 to 2023!33 This creates 
too much instability, resulting in endless course corrections as governments lurch 
from one quick fx, short term ‘solution’ to the next. 

Education as a Wicked Problem for the 21st Century 

The challenges we have outlined so far are by no means exhaustive, but they are a 
glimpse into the lived experiences and issues that face the various stakeholders in 
education. Education is certainly a wicked problem for the 21st century. 
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 Figure 1.1 Defnition of a Wicked Problem 

The term ‘wicked problem’, originally coined by Professor Horst W J Rittel in 
1967, was not used to suggest that the problem was somehow evil, although the 
consequences of these challenges can certainly appear so, but rather that there is 
a distinct difference between a ‘tame’ solvable problem and a ‘wicked’ intractable 
problem that is diffcult or impossible to solve.34 

A wicked problem has six key properties (Figure 1.1): 

1. Multi-dimensional 

2. Multiple stakeholders 

3. Multiple causes 

4. Multiple symptoms 

5. Multiple solutions 

6. Constantly evolving 

Multi-Dimensional 

All problems are multi-dimensional. Philosopher Ken Wilber was perhaps 
the frst academic to clearly defne the idea of the multi-dimensionality of life 
(Figure 1.2). 
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 Figure 1.2 Original All Quadrants All Levels (AQAL) Model 

He suggested that every aspect of human experience and every second of that 
experience occurs in more than one dimension. Therefore, all problems, wicked 
and otherwise, can be viewed from these dimensions. 

He described these dimensions as the rational objective observable world of 
individual action (‘IT’), as well as collective action and systems or processes (‘ITS’). 
But he also pointed out that there were two interior dimensions: a subjective per-
sonal interior (‘I’) and an ‘inside of the collective’ dimension of interpersonal relat-
ing where all cultural norms exist (‘WE’). 

When it comes to wicked problems, the common tendency is to exclusively 
look at behaviours (‘IT’) or systems, processes (‘ITS’) in the world of ‘doing’. What 
are people doing about the problem? What systems and structures do we need to 
put in place? We ignore the interior subjective ‘I’ or ‘being’ and ‘WE’ or ‘relating’ 
dimensions. 

We will unpack these dimensions in more depth in Part Two, but for now, just 
remember that wicked problems exist in all four dimensions: ‘I’, ‘WE’, ‘IT’ and 
‘ITS’. Each dimension has its own truths, its own values, its own perspectives. And 
all of them are incredibly signifcant. If we don’t recognise the multi-dimensional 
nature of education as a wicked problem from the very start, then our attempts to 
solve it will continue to fail. 
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Multiple Stakeholders 

Not only are wicked problems multi-dimensional, but they involve multiple stake-
holders, each of which is multi-dimensional. 

Wicked problems are wicked mainly because they involve people – usually 
a lot of people. Clearly there are a lot of people affected by the education sys-
tem, including parents, students, teachers, business leaders, politicians, policy 
makers and researchers. Each stakeholder, as we discussed earlier, has a differ-
ent experience, different hopes and aspirations, fears and concerns about the 
system. Each stakeholder sees the world in their own unique way and therefore 
has different ideas about the problems we face and how to tackle them. The 
relationships between stakeholders have also changed, and in education systems 
locked in the Performance Wave, many stakeholders are seen as something close 
to customers. 

Each stakeholder group views the problem differently; they have different 
motives, opinions and objectives and will invariably stand behind a version of 
‘the truth’ that suits their purpose, while simultaneously dismissing others’ views 
on the problem and their solutions. If we can’t defne the problem or the defni-
tion varies wildly depending on the stakeholder we ask, then there can’t be an 
accepted objective determination of the problem let alone an agreement about a 
quality solution. 

Stakeholders’ inability to effectively collaborate or even manage the differ-
ences of opinion from different people makes all attempts to improve education 
incredibly diffcult. Until we mature as human beings and develop the ability to 
work skilfully with differences of opinion and drop the ‘I’m right you’re wrong’ 
stance, we will forever struggle. Entrenched differences of opinion create factions 
and division that makes fnding sustainable solutions nigh on impossible. Wicked 
problems always cut across many groups of people who can’t easily be aligned on 
a narrative around the cause of the problem, let alone the solution. 

Building sustainable solutions therefore comes down to skilful integration 
of multiple views and side-stepping superfcial arguments on what’s ‘better’ or 
‘worse’. 

Multiple Causes 

Not only are wicked problems multi-dimensional and involve multiple stakehold-
ers, but they have multiple causes. And of course, the multiple stakeholders never 
agree about the multiple causes! 

What causes the numerous problems in the education system? It really depends 
on whom you ask. When there are multiple causes, it becomes very diffcult to sep-
arate those causes and identify those that are having the biggest impact. Plus, they 
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are often so intertwined and interdependent it’s impossible to know for certain 
what is causing the wicked problem. This is certainly true in education. 

Of course, whatever the suggested cause is, this will undoubtedly infuence the 
views on what constitutes the optimal solution. For example, a stakeholder group 
that believes that the teachers are to blame will propose solutions around teaching. 
Those who believe that government is to blame will propose a different set of solu-
tions that involve policy change. 

Ironically, it’s often only when we’ve implemented a solution, which takes time, 
effort and money, that we more fully appreciate the real causes. Normally frst 
implementations fail, nothing changes or perhaps the situation is made worse. See-
ing an implementation failure as part of the solution to the wicked problem runs 
contrary to the way we’ve been taught to solve problems. Traditionally we’ve been 
told that to solve a problem we need to gather all the relevant information, analyse 
that information, and decide on the best course of action to solve the problem. 

Such an approach doesn’t work with wicked problems because we can’t under-
stand the problem without knowing its context, and we can’t meaningfully search 
for all the information we need without frst having some idea about what we think 
the cause is and therefore what we think the solution might be. In other words, for 
wicked problems, everything is back to front. Only when we have implemented 
solutions based on our best judgement and some informed assumption around 
cause do we fully appreciate the far-reaching interdependent complexity of the 
problem in the frst place. 

Plus, we’re encouraged to avoid failure at all costs from an early age. And yet 
when it comes to solving wicked problems, we absolutely must be comfortable 
with failure so we can get closer to success. It’s through the failure that we learn 
what we really need to learn. Paradoxically when it comes to wicked problems, 
failure can cause success, which may itself be one of the reasons we can’t seem 
to solve them because we are so obsessed with success and perfection that the 
very notion of failure has become so unpalatable that we have simply stopped 
trying. 

Multiple Symptoms 

Not only are wicked problems multi-dimensional, involve multiple stakeholders 
and have multiple causes that are diffcult to agree on, they also have multiple 
symptoms. It’s often these multiple symptoms which muddy the water and prompt 
the multiple stakeholders to lurch in different directions as each seeks to address 
the symptoms that are particularly relevant to them, while ignoring other symp-
toms that seem less pertinent. To add to the complexity, many of the symptoms of 
one wicked problem are separate wicked problems in themselves. 

If you think about poverty and poor education, for example, both are wicked 
problems, and each is a symptom of the other. Poverty can be a symptom of poor 
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education because unless an individual can gain at least a basic education where 
they can read, write and count, then it becomes much harder to secure a well-
paying job. 

Conversely poor education can also be a symptom of poverty because if a child 
is continuously sent to school without food because the parents can’t afford break-
fast, then that child will probably not have the concentration necessary to attain a 
good education that could help lift them out of poverty. Plus, in many developing 
countries there may not be a school nearby or the children may be removed from 
school and sent out to work to supplement the family income because the family 
is so poor. Of course, those children then never get the education that could help 
them to break the poverty cycle. 

Earlier we talked about the marginalisation of young men, left behind by a sys-
tem they believe is now rigged against them. This phenomenon outlines multi-
ple symptoms inherited from multiple causes. Declining behavioural standards in 
schools is also a symptom with multiple causes. 

Wicked problems are incredibly challenging to handle because of the inter-
dependencies between causes, symptoms and potential solutions. If our overall 
approach, from the beginning, is geared to multiple dimensions and interdepend-
encies in virtually all realms, then we are much more likely to be able to spot – and 
address – these multiple complexities from the start. 

Multiple Solutions 

Clearly if a wicked problem is multi-dimensional, involves multiple stakeholders, 
has multiple causes that no one can agree on and displays multiple symptoms, 
then there will inevitably be multiple potential solutions. 

If, for example, a stakeholder believes that poverty is caused by low educational 
attainment, then their conviction will infuence their choice of potential solution. 
When sourcing a solution, they’ll only look at education and how they can ‘fx’ 
education from their perspective. Of course, many different stakeholders have pro-
posed many different solutions for fxing education. For example, school league 
tables were introduced in the UK to rank all schools against each other based on 
student results. The idea was that if performance was measured and ranked it 
would improve education, but as discussed, this solution is fraught with prob-
lems. School league tables don’t improve student performance in the same way 
that health care waiting lists don’t improve the performance of the health care 
profession. What waiting lists and league tables really do is allow those within the 
various systems to take their eye off the real objective to effectively manipulate 
the outward appearance of performance. This drift towards the ‘gamifcation’ of 
any metric has become a huge, time-consuming activity. But just because we can 
manipulate the data to look like performance is improving, either by refusing to 
add people to waiting lists until the very last minute or by lowering the level at 
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which an exam or assessment pass is granted, does not mean that performance is 
improving. It just means it looks like it’s improving. 

Initiatives designed to improve performance have, in many cases, achieved 
the exact opposite, as people spend their time fxing or fudging the results rather 
than improving them. In education, the introduction of ‘continual assessment’ in 
schools is another ‘solution’ to raise educational attainment. And yet like so many 
‘solutions’ to wicked problems, it just made matters worse. Clearly the idea was to 
ensure that children who didn’t cope well with the intense stress of single tests or 
examinations were not unduly penalised. To some extent it was a valid idea, but a 
wicked problem is complex and interdependent, which means that any attempts 
to solve it often result in negative unintended consequences elsewhere. As a result, 
now all children are often stressed all the time, not just once at the end of the term 
or the end of the year! 

Wicked problems don’t exist in a vacuum. Because the causes, parameters and 
objectives vary, often the solutions end up exacerbating the problem or creating 
new additional problems. If we look again at education, is the objective to prove 
that something useful is taking place in school? Or, is it to cultivate our children’s 
innate curiosity and work with what they know to develop a life-long passion for 
learning? Is the objective to impart information about the world or equip children 
with transferable life skills that will grow and develop as they grow and develop? 
A lot of what happens in modern education systems seems to be more focused on 
pouring information into children’s heads and then rewarding them for regurgitat-
ing that information, rather than genuinely educating them and preparing them for 
the world we live in today or the world they will live in tomorrow. 

Constantly Evolving 

Ultimately whether a solution is ‘good enough’ or not will largely depend on the 
social context, who is making the assessment, and what the stakeholder’s interde-
pendent values and objectives are. The interconnected nature of all the causes and 
symptoms also means that binary ‘right’ and ‘wrong’ assessments are impossible. 
When it comes to making progress on wicked problems, we must look for that 
‘most workable solution for now’. Because the problem itself is constantly evolv-
ing, so must the solution. 

The risk in doing this is that it leaves an enormous range of possible interven-
tions, some of which can make things much better, some much worse. The goal is 
to develop much more complete answers that must embrace multiple purposes and 
integrate multiple perspectives, multiple areas of knowledge, multiple capabili-
ties and multiple capacities if we’re to improve the educational outlook for future 
generations. Opening up to multiple possibilities doesn’t mean we must engage in 
some political fudge. Rather we must lay out a developmental pathway that can be 
invested in, and that can fex according to a world that is changing rapidly. 
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As we move forward with these evolving solutions, we must always remem-
ber that all the dimensions of all wicked problems, including the stakeholders 
tasked with solving the wicked problem, are constantly changing. Some stakehold-
ers leave departments or lose power, particularly when there’s a political regime 
change. The stakeholders themselves are also personally evolving as their under-
standing, views and opinions morph over time. In addition to evolving stakehold-
ers, the causes of wicked problems are also constantly evolving. New causes are 
identifed and new symptoms manifest. 

Plus, each solution usually highlights a new, different and often conficting 
aspect of the nature of the problem, so there is no end point. We will never reach a 
point where we can, for example, tick off ‘education’ as a task that has been solved 
and a wicked problem that has been eradicated. The problem-solving process, as 
well as the problem itself, is constantly shifting and evolving, so it only ends when 
we run out of resources, be that time, money, the desire to solve it or the extinction 
of humanity. Successive governments, for example, may shift their focus from one 
area to another because of their political persuasion, but the problems themselves 
are still there. 

Trying to solve a wicked problem is often like trying to hit a moving target. Par-
adoxically solving wicked problems requires us to appreciate that all we can really 
do is constantly try. All we’re ever able to do it to get a better or worse handle on 
a wicked challenge at a given point in time. Any solution therefore will probably 
be out of date or even obsolete by the time it’s evaluated and implemented. And 
yet instead of attempting, failing and turning away from the problem, we need to 
attempt, fail and turn back to the problem armed with fresh insights and a new, 
better understanding of what we face. 

There is no end because the landscape is evolving so quickly that it’s impossible 
to know when we’ve ‘fnished’ or been successful. The fact that there’s no end is 
itself not a bad thing. Evolution has no end, and we still consider that to be a pow-
erfully positive phenomenon. And just because there is no end does not mean we 
shouldn’t bother. 

The ultimate paradox is that if we are ever to really solve wicked problems: 
we need to accept that we will never solve wicked problems! We will only ever 
be able to solve and re-solve them repeatedly. This constant evolution is part of 
the very fabric of life. We don’t need to fear it; we just need to embrace it with a 
more complete understanding of what we are truly up against. 
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2 Glimmers of Change 

Fixing the educational system is diffcult because, like all wicked problems, the 
issues are constantly evolving. Fortunately, there are three basic phases that apply 
to the evolution of anything, whether that’s a new product, a new idea or a new 
education system. 

O	 Emergence 

O	 Differentiation 

O	 Integration 

Everything starts with emergence. Things seem to spontaneously appear – 
new recruits, a new genetic variation, ChatGPT, different thinking about educa-
tion. It’s not that these things arise from nothing and nowhere. Rather they break 
through from the substrate of what previously existed and then they appear in our 
awareness. 

Once something appears, there’s a lot of work to do. In the second phase of evo-
lution this means differentiating the new from the old. The dimension, quality or 
feature of the new thing must be suffciently different from what’s gone before in 
order to add substantial new value compared to what already existed. If the differ-
ence isn’t great enough, then evolution will delete it. However, if the new thing is 
too radically different from what already exists, it won’t make sense or it will be 
impossible for it to align or integrate with what already exists. 

The ability to differentiate the new from the old matures as we move from the 
Power Wave through the Principle Wave into the Performance Wave. The decon-
struction of education into a set curriculum, with multiple subjects that must be 
learnt is an example of differentiation or what some call reductionism. 

We also see this reductionist deconstruction in modern scientifc medicine. Our 
understanding of the human body has advanced signifcantly over the last 150 
years. For most of that time, scientists and physicians have been unravelling the 
complexity of the human body by systematically reducing it to ever smaller parts 
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for study and analysis. This reductionism has been incredibly successful. Differ-
entiating smaller and smaller parts has shed new light on how the human body 
works. It has generated an enormous amount of new information, spawned whole 
new areas of medical research and created a new language to articulate the myriad 
of discoveries being made. 

A by-product of this differentiation is that it’s become impossible to keep pace 
with all the new data and discoveries on health or human anatomy. As a result, 
each part of the human body developed its own expert. Each expert is a separate 
‘ologist’. These ologists now publish increasingly sophisticated insights in their 
own specialist journals or attend specialist conferences to share increasingly fner 
details about their specialism. Physicians often become not just specialists but 
super-specialists, contributing to the Cult of the Expert we mentioned earlier. 

The differentiation phase of evolution, while necessary, often creates unin-
tended consequences. In medicine, for example, we have largely mastered the 
emergence part of the evolutionary process, we are skilled at the differentiation 
element, but we have a long way to go to master integration. In fact ‘integrated care’ 
and ‘interdisciplinary research’ have only really emerged in the last 20–30 years 
as a concept, let alone matured as a practice. This is made even more challenging 
because the stakeholders involved must have knowledge of multiple felds which 
is rare, and they must be mature enough to build bridges between them. 

In education the unintended consequences of breaking learning down into 
subject areas and requiring teachers to teach a standard set of facts around those 
subjects has resulted in knowledge being separated from life. Many subjects have 
become sterile, less relevant and even more boring. 

Relevance to life is just one critical aspect of a fourishing educational system. 
Another is to ensure WHAT is being taught and HOW it is being taught is interest-
ing to WHO is being taught. A few years ago, Alan was asked to give a keynote to 
an educational conference in Kauai. Unusually for an educational conference there 
were children present. In a session taught by a teacher from an alternative educa-
tion school in America, ten children were asked what interested them. This was 
the start point of the lesson. The teacher asked the children, who ranged from six 
years old to 14 years old, if they had any questions. Of all the questions the chil-
dren had, the one asked by an eight-year-old was chosen as the most interesting, 
and funny. The question the lesson started with was: Do fsh fart? 

What followed was a true masterclass in engaging the audience, while conduct-
ing a detailed exploration of the topic that embraced maths, physics, biology and 
chemistry. The teacher discussed what bacteria produced gas in the intestines of 
a fsh, the chemical make-up of the gas, how it was possible to see a gaseous bub-
ble in a liquid and how to measure the size of that bubble. It was hilarious. And 
because it was a question that the children wanted to know the answer to, they 
understood the concepts and remembered so much more and could even gener-
alise the information to their own lives. This is what good education should look 
like – building bridges that learners can use to explore the world, armed with tools 
that help them make sense of their experiences and add value. 



Glimmers of Change 45  

 

 

 

  

 
 
 

 

Such new thinking is what is required to solve the wicked problem of education. 
If we can integrate the very best of the differentiated thinking that has emerged 
over the years, then we have a real chance of architecting a workable solution for 
education based around emerging patterns. Here are some examples. 

John Dewey 

John Dewey (1859–1952) was an infuential American philosopher, psycholo-
gist and educational reformer who made signifcant contributions to education. 
Despite starting his working life as a teacher, Dewey moved into academia after 
only three years, and his ideas and theories, collectively known as “progressive 
education”, revolutionised the way education was approached in the 20th century. 
A man clearly ahead of his time, Dewey advocated for seven key elements to be 
included in education for the frst time: 

1. Experiential Learning: Dewey emphasised the importance of learning through 
experience. He believed that students should actively engage with the mate-
rial, rather than passively receive information from teachers. Experiences and 
hands-on activities were seen as central to the learning process, allowing stu-
dents to understand and internalise concepts better. 

2. Learning by Doing: Dewey advocated for a curriculum that focused on practical 
and real-world applications. He believed that students should learn by doing, 
solving problems and participating in meaningful activities. This approach 
aimed to bridge the gap between theory and practice, and prepare students for 
active participation in society. 

3. Child-Centred Education: Dewey emphasised the individual needs, interests 
and experiences of students. He believed that education should be tailored to 
each child’s developmental stage and that teachers should adapt their teaching 
methods accordingly. This child-centred approach sought to foster a love of 
learning and encourage students’ natural curiosity. 

4. Democracy in Education: Dewey saw education as a fundamental component 
of a democratic society. He argued that schools should be refective of dem-
ocratic principles, promoting active citizenship, critical thinking and social 
responsibility. He believed that education should not only prepare students 
for the workforce but also equip them to be informed and engaged members 
of society. 

5. Social Interaction and Collaboration: Dewey emphasised the importance of 
social interaction in the learning process. He believed that students should 
work together in cooperative learning environments, fostering communication 
and collaboration skills. Dewey saw schools as microcosms of society, where 
students learn to interact and engage with others from diverse backgrounds. 
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6. Continuous Learning: Dewey’s approach to education focused on lifelong learn-
ing rather than simply acquiring knowledge for passing exams. He believed 
that education should be a dynamic and ongoing process that extends beyond 
the classroom and throughout a person’s life. 

7. Integration of Subjects: Dewey advocated for an interdisciplinary approach to 
education. Instead of compartmentalising subjects, he promoted an integrated 
curriculum where different disciplines are interconnected, allowing students 
to see the relevance and interconnectedness of various knowledge areas (like 
farting fsh). 

Dewey was one of the most prominent American scholars in the frst half of 
the 20th century, and despite being over 100 years old, his insights are as relevant 
today as they were then. His ideas have had a profound and lasting impact on edu-
cational philosophy and practice. 

Jean Piaget 

Jean Piaget (1896–1980) was a Swiss psychologist known for his groundbreak-
ing work in developmental psychology and cognitive theory. Piaget placed great 
importance on the education of children, declaring in 1934 that “only education 
is capable of saving our societies from possible collapse, whether violent, or grad-
ual”. His work signifcantly impacted the feld of education, and his ideas have 
been instrumental in shaping modern educational practices. 

The core of Piaget’s theory is that children are born with a basic mental structure, 
which makes future learning and the accumulation of knowledge possible. Piaget 
was the frst to separate learning from development and suggested that develop-
ment was the progressive reorganisation of these mental structures. A process facil-
itated by biological maturation, as well as environmental factors. 

His key contributions to education were: 

O	 Theory of Cognitive Development: Piaget’s most infuential contribution to ed-
ucation is his theory of cognitive development. He proposed that children go 
through distinct stages of cognitive development, each characterised by differ-
ent ways of thinking and understanding the world. These stages include the 
sensorimotor stage, preoperational stage, concrete operational stage, and formal 
operational stage. Educators use this theory to understand students’ cognitive 
abilities and design appropriate learning experiences based on their develop-
mental level. 

O	 Constructivism: Piaget’s theory is considered constructivist because it suggests 
that learners actively construct knowledge based on their experiences and in-
teractions with the environment. According to Piaget, learning is not a passive 
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absorption of information but an active process of constructing mental models 
and understanding. This idea has infuenced modern teaching methods that em-
phasise hands-on learning, problem-solving and critical thinking. 

O	 Student-Centred Learning: Piaget’s constructivist approach to education plac-
es the learner at the centre of the learning process. He believed that education 
should be tailored to individual students’ needs and interests, allowing them to 
explore and discover knowledge on their own. This student-centred approach 
encourages active engagement and fosters a deeper understanding of concepts. 

O	 Scaffolding and Zone of Proximal Development: While Piaget’s work primarily 
focused on the development of children, his ideas have also been applied to the 
education of learners of all ages. Educators use the concept of scaffolding, a term 
introduced by soviet psychologist Lev Vygotsky, to provide appropriate support 
and guidance to students as they tackle tasks that are just beyond their current 
level of understanding, in what is known as the Zone of Proximal Development 
(ZPD). This helps learners develop their skills and knowledge with the help of a 
knowledgeable instructor or peers. 

O	 Discovery Learning: Piaget advocated for discovery learning, where students 
actively explore and experiment to construct their own knowledge. Instead of 
simply being told information, learners are encouraged to observe, hypothe-
sise and test their ideas. Discovery learning promotes a deeper understanding 
of concepts and encourages students to become independent and self-directed 
learners. 

O	 Importance of Play: Piaget recognised the signifcance of play in children’s cog-
nitive and social development (something completely dismissed by the Tiger 
mom). He believed that play is not merely a pastime but a critical mechanism 
through which children learn and develop problem-solving, language, and 
social skills. This insight has led to the integration of play-based learning in 
early childhood education. 

His ideas have had a lasting impact on educational philosophy and pedagogy, 
shaping how educators understand and facilitate learning processes. Again, it’s 
very hard to argue against any of Piaget’s ideas and insight and yet they do not 
represent the norm in mainstream education, certainly not in the UK or the US. In 
many cases, what is experienced in schools is the exact opposite! 

Howard Gardner 

The next luminary in the feld of education is probably Howard Gardner, an 
American developmental psychologist and the John F. and Elisabeth A. Hobbs 
Research Professor of Cognition and Education at Harvard University. He is best 
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known for his Theory of Multiple Intelligences. Gardner states our “educational 
system is heavily biased towards linguistic modes intelligence and assessment 
and, to a somewhat lesser degree, toward logical modes as well”.1 We still see this 
bias in school today. And it’s why Sir Ken Robinson said that millions of bright, 
gifted children left school believing they were not smart.2 

Essentially the curriculum is too narrow and doesn’t account for different types 
of intelligence. Initially Gardner identifed eight different intelligences to articu-
late a broad range of potential in children and adults. 

1. Linguistic Intelligence (word smart) 

2. Mathematical Intelligence (numbers smart) 

3. Spatial Intelligence (picture smart) 

4. Kinesthetic Intelligence (body smart) 

5. Musical Intelligence (music smart) 

6. Interpersonal Intelligence (people smart) 

7. Intrapersonal Intelligence (self-smart) 

8. Naturalistic Intelligence (nature smart) 

According to Gardner the frst two are highly prized in our education system. 
The next three are often associated with ‘the arts’, the next two are personal intelli-
gences and the fnal one is a new addition – nature smart. Gardner has considered 
adding more intelligences, existential/spiritual Intelligence (ultimate issues smart) 
and Pedagogical (teaching smart) and Digital (digital smart), but the jury is out on 
whether they will make his defnitive list. We must also be wary of falling into the 
trap that creativity can only exist in certain subjects. In fact, it is often the merging 
of these intelligences, that allows creative thinking to emerge in what we would 
consider ‘standard’ subjects. 

Gardner‘s work has had a signifcant impact on education. His theory challenges 
the traditional view of intelligence as a single, general ability and instead proposes 
that there are multiple types of intelligences and that they can integrate with each 
other. 

Unsurprisingly Gardner’s theory promotes individualised instruction and a per-
sonalised approach to teaching and learning. By acknowledging that students have 
different types of intelligence, educators can tailor their teaching methods to cater 
to various learning styles, preferences and strengths, whether they are genetic or 
nurtured. This can lead to a more inclusive, effective and textured learning envi-
ronment. By recognising broader defnitions of intelligence, schools and educators 
can place a greater emphasis on developing and supporting a variety of talents, not 
just those traditionally assessed by standardised tests. 
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Essentially, Howard Gardner’s work brought a more inclusive and personalised 
approach to education. By recognising and valuing the diverse talents and abilities 
of students, educators can create learning environments that cater to individual 
strengths and foster creativity, critical thinking and lifelong growth. At least, that’s 
the theory, but again, in practice his insights have never been baked into the main-
stream experience. 

Montessori, Steiner and International Baccalaureate (IB) 

It’s not just individual contributions that have emerged to inform education and 
advance its evolution. The differentiation process in education is well established, 
and this differentiation has already resulted in new integrations such as Montes-
sori, Steiner or International Baccalaureate. These approaches represent new edu-
cation methodologies. 

A Montessori school, for example, is an educational approach that follows the 
principles and methods developed by Dr Maria Montessori, an Italian physician 
and educator. The Montessori method differs from traditional educational settings 
in several ways: 

O	 Child-Centred Learning: Montessori schools prioritise the needs and interests 
of individual students. The curriculum is designed to meet the developmental 
needs of each child, allowing them to learn at their own pace and follow their 
natural curiosity. 

O	 Mixed-Age Classrooms: In Montessori classrooms, students of different ages 
(usually spanning three years) are grouped together. This multi-age setup allows 
younger children to learn from older peers and older children to reinforce their 
learning by helping younger ones. It promotes cooperation, collaboration and a 
sense of community. 

O	 Prepared Environment: Montessori classrooms are carefully prepared to en-
courage independent learning and exploration. The environment is flled with 
developmentally appropriate materials that are accessible to students. These 
materials are designed to be self-correcting, allowing children to learn through 
hands-on experiences. 

O	 Self-Directed Learning: Montessori education emphasises self-directed learn-
ing, where students choose activities that interest them and work on them 
independently. Teachers act as guides, observing and providing support when 
needed, but the primary responsibility for learning lies with the student. 

O	 Focus on Practical Life Skills: Montessori education places a strong emphasis 
on teaching practical life skills, such as cleaning, budgeting and preparing food. 
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These activities not only help children become more independent but also de-
velop their fne motor skills and concentration. 

O	 Absence of Traditional Grading and Testing: Montessori schools general-
ly avoid traditional grading and testing systems. Instead, progress is assessed 
through careful observation and documentation of each child’s development 
and accomplishments. 

O	 Respect for the Child: Montessori educators view children as competent indi-
viduals capable of directing their learning. They respect each child’s unique 
qualities, interests and learning styles, fostering a positive and supportive learn-
ing environment. 

O	 Emphasis on Peace Education: Montessori education often includes peace ed-
ucation, promoting empathy, confict resolution skills and a sense of global cit-
izenship. The focus is on cultivating peaceful and compassionate individuals 
who can contribute to a harmonious society. 

O	 Limited Use of Technology: Montessori education generally limits the use of 
technology in early childhood settings. Instead, the focus is on hands-on, senso-
rial experiences to enhance learning. 

But even within this, much improved system, there is a wide range of Montes-
sori schools and the implementation of the Montessori method can vary. Some 
schools may adhere more closely to Montessori principles, while others may incor-
porate elements of the approach alongside other educational methods. 

A Steiner school is a different approach to Montessori and is based on the philos-
ophy and teachings of Rudolf Steiner, an Austrian philosopher and social reformer. 
In Steiner schools the focus is on: 

O	 Holistic Education: Steiner believed in the holistic development of students, 
addressing their intellectual, emotional, physical and spiritual needs. The cur-
riculum is designed to nurture the whole child, fostering creativity, imagination 
and critical thinking alongside academic knowledge. 

O	 Developmentally Appropriate Curriculum: Steiner schools emphasise age-
appropriate education that aligns with the developmental stages of children. The 
curriculum is structured to support the natural progression of a child’s physical, 
emotional and cognitive abilities at each stage of development. 

O	 Arts-Integrated Learning: Steiner education places a strong emphasis on the 
arts, including music, painting, drama and handcrafts. These artistic activities 
are integrated into the academic curriculum to enhance learning and stimulate 
creativity. 

O	 Main Lesson Blocks: Steiner schools use a unique approach called main lesson 
blocks, where students have an extended period (usually two hours) each morning 
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devoted to in-depth exploration of a single subject. These blocks can last for sever-
al weeks, allowing for deep immersion and understanding of the material. 

O	 Role of the Teacher: Steiner teachers, often referred to as ‘class teachers’, ide-
ally stay with the same group of students for several years, developing a strong 
relationship and understanding of each child’s individual needs and learning 
style. The teacher is seen as a guide and mentor rather than an authority fgure. 

O	 Minimal Use of Technology: Steiner schools typically limit the use of technolo-
gy in the early years, aiming to foster creative play, imagination and real-world 
experiences. In later grades, technology may be introduced in a limited and 
intentional manner. 

O	 Delayed Introduction of Formal Academics: Steiner schools prioritise a play-
based and experiential approach in the early years. Formal academics, such as 
reading and writing, are introduced later, generally around the age of seven, 
after a foundation of social and emotional development has been established. 

O	 Cultivation of Imagination: Steiner education values the cultivation of a child’s 
imagination and creativity. Fairy tales, myths and storytelling are often used as 
a means to engage children’s imaginations and stimulate their curiosity about 
the world. 

O	 Community Involvement: Steiner schools emphasise the importance of com-
munity and cooperation. Parents are encouraged to be actively involved in the 
school, and a sense of community is fostered among students, teachers and 
families. 

Overall, a Steiner school provides a unique and alternative approach to main-
stream education, centred on the holistic development of the child and fostering 
a love of learning that extends beyond academic achievement. It places a strong 
emphasis on creativity, arts and the individuality of each student. It’s often referred 
to as a Waldorf education after the frst school Steiner established in 1919 at the 
Waldorf-Astoria factory in Germany. 

In addition to Montessori and Steiner, the International Baccalaureate (IB) has 
become relatively widespread in Europe as an alternative approach to education. 
The IB is internationally recognised and offers a distinctive approach to education 
for students aged 3 to 19. It’s designed to develop students who are knowledgea-
ble, caring, open-minded and well-rounded global citizens. Again, there are key 
differences and unique features of the International Baccalaureate compared to 
traditional educational systems: 

O	 International Focus: The IB program has a strong international focus, promot-
ing an understanding of different cultures and global issues. It aims to develop 
students who are internationally minded and can communicate and collaborate 
effectively with people from diverse backgrounds. 
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O	 Learner Profle: The IB program emphasises the development of the whole per-
son through its Learner Profle attributes. These attributes include being inquir-
ers, knowledgeable, thinkers, communicators, principled, open-minded, caring, 
risk-takers, balanced and refective. The Learner Profle guides students’ personal, 
social and academic development. 

O	 Holistic Education: The IB program takes a holistic approach to education, con-
sidering the intellectual, personal, emotional and social growth of students. 
It aims to nurture students who are not only academically competent but also 
emotionally and ethically aware. 

O	 Curricular Framework: The IB program offers four educational programs: the 
Primary Years Programme (PYP) for ages 3–12, the Middle Years Programme 
(MYP) for ages 11–16, the Diploma Programme (DP) for ages 16–19, and the 
Career-related Programme (CP) for ages 16–19. Each program has a well-defned 
curriculum and assessment framework designed to meet the needs of students 
at different stages of development. 

O	 Inquiry-Based Learning: Inquiry-based learning is a fundamental aspect of the 
IB program. Students are encouraged to explore and inquire into real-world is-
sues and topics, fostering critical thinking, problem-solving skills and a deeper 
understanding of concepts. 

O	 Creativity, Activity, Service (CAS): The DP and CP programs include a compo-
nent called CAS, which requires students to engage in a range of extracurricu-
lar activities that promote creativity, physical ftness and community service. 
CAS encourages students to become active and responsible members of their 
communities. 

O	 Theory of Knowledge (TOK): The DP program includes a unique course called 
Theory of Knowledge, which explores the nature of knowledge and how we 
acquire it. TOK encourages students to question the basis of knowledge and 
consider the ways in which different disciplines approach understanding. 

O	 External Assessment: The IB program employs rigorous external assessment 
methods, including examinations, which are moderated internationally. This 
ensures consistent standards and recognition of the program’s academic rigor 
globally. 

O	 Emphasis on Language Learning: The IB program places a strong emphasis on 
language learning, fostering multilingualism and intercultural understanding. 
Students are typically required to study at least two languages throughout their 
IB education. 

The IB program’s emphasis on critical thinking, community service and lan-
guage learning sets it apart from traditional educational systems. IB also offer 
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state-of-the-art home-schooling options where students from all over the world 
join a virtual classroom. 

The point here is that there are already several examples of great education being 
offered around the world. But the excellence lives in pockets, it’s not joined up 
and it’s certainly not available to all. The rare exception to this might be Finland. 

Finland’s Education System 

As mentioned in the introduction, Finland’s education system is often hailed as 
one of the best in the world. What makes it different and almost certainly contrib-
utes to its impressive track record are: 

O	 Focus on Equality: Finland’s education system is known for its commitment to 
equity and equality. There are no private schools, and all students, regardless 
of their socioeconomic background, have access to free, high-quality education. 
The system aims to reduce disparities in educational outcomes and provide 
equal opportunities for all students. 

O	 Minimal Standardised Testing: Unlike many other countries, Finland places 
minimal emphasis on standardised testing. There are no high-stakes tests or 
exams until the end of secondary school. Instead, assessment is largely based 
on teacher-led evaluations, continuous assessment and individualised feedback. 

O	 High-Quality Teachers: Finland places a strong emphasis on teacher profession-
alism and requires rigorous training for teachers. All teachers are required to 
have a master’s degree, and teaching is a highly respected profession in Finnish 
society. This focus on teacher quality is considered a crucial factor in the suc-
cess of the education system. 

O	 Teacher Autonomy: Teachers in Finland have a high degree of autonomy in 
their classrooms. They have the freedom to design their own curricula and tailor 
their teaching methods to meet the individual needs of their students. 

O	 Play-Based Early Education: Finnish early education is play-based and empha-
sises learning through play and hands-on experiences. Formal academics are 
introduced gradually, and the focus is on fostering creativity, social skills and 
emotional development in young children. 

O	 Shorter School Days and Less Homework: Finnish schools have shorter school 
days and less homework compared to many other countries. This approach is 
intended to reduce stress and promote a healthy work–life balance for students. 

O	 Emphasis on Well-Being: Finland values the well-being of students and places a 
strong emphasis on promoting physical and mental health. Physical education 
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and outdoor activities are integrated into the curriculum, and there is a focus on 
providing support for students’ emotional and social needs. 

O	 Collaborative Learning: Finnish classrooms promote collaborative learning and 
teamwork. Students are encouraged to work together and share ideas, fostering 
a cooperative and supportive learning environment. 

O	 Integrated Special Education: Special education is integrated into mainstream 
classrooms in Finland, rather than being separated. This inclusive approach 
aims to support the needs of all students and create an environment of respect 
and understanding. 

And what makes Finland so special and so outstanding is that, as a country, 
it has managed to take the best of the best and integrate it back into a country 
wide system. And whilst they remain open to policy advice from international 
organisations like OECD and the EU, the Finnish system has remained relatively 
immune to the GERM virus. GERM has emerged since the 1980s and has increas-
ingly become adopted as an educational reform orthodoxy within many education 
systems throughout the world, including in the US, England, Australia and some 
transition countries. 

Since the 1980s, at least fve globally common features of education policies 
and reform principles (standardisation of education, focus on core subjects, the 
search for low-risk ways of reaching learning goals, the use of corporate manage-
ment models and test-based accountability policies) have been employed to try 
to improve the quality of education and fx the apparent problems in public edu-
cation systems. None have been adopted in Finland in the way they have been 
adopted by many other countries including the UK. Instead, the Finnish system 
places high confdence in teachers and principals as high professionals, encour-
ages teachers and students to experiment, putting curiosity, imagination and cre-
ativity at the heart of learning and pursues happiness of learning and cultivating 
development of the whole child.3 And these unique features have contributed to 
Finland’s reputation for having one of the most successful and equitable education 
systems in the world. Their focus is on improving the learning environment, so 
learners are nurtured. 

When it comes to education, a great deal has emerged. Differentiation has 
allowed us to better understand what works and what doesn’t. But without the 
third phase of evolution, namely integration, we get the fragmentation and even 
dis-integration we see in the UK education system and beyond. Fragmentation of 
the educational system means excellence is available to some but not to every-
one. It is easy to argue that the current education system, available to the major-
ity, has already fragmented and disintegrated – another symptom of a wicked 
problems. 

We believe it’s time to integrate all the wisdom and best ‘parts’ of all the myr-
iad of educational innovations to design and build a more complete educational 
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system for today and tomorrow. One that understands the pressing issues we face 
and is greater than the sum of the parts. 

When we don’t appreciate the three-steps of evolution, then we don’t really 
understand the complexity of the world. This means our ability to handle that 
complexity is severely limited and any system can easily become a mess. 

If this complexity is mis-managed, the wicked problem of education seems to 
defy solution, which is roughly where we are right now. Wicked problems are 
simply the product of our evolution – they are a product of our escalating complex-
ity. Our ability to understand that escalating complexity and fnd a framework to 
untangle and comprehend that complexity is the part we’ve not yet mastered. The 
good news is wicked problems are solvable, they just need a more sophisticated 
approach and a far greater understanding of how to effectively navigate human 
interactions and fnd common ground from which to orchestrate workable answers 
in real time. If we can understand the complexity and reach a new level of integra-
tion, then new and beautiful things emerge and the whole magnifcent evolution-
ary process begins again. 

In May 2023, the OECD Schools+ Network was launched with representatives 
from some 40 countries, 25 organisations, over 160 schools experts, leading think-
ers and innovators. The aim to get schools and educators, who are already innovat-
ing together, to seek better and create more joined up solutions that help everyone. 
There’s already a deep understanding of what is termed ‘broken’ in education and 
a deeper understanding of what works. What’s missing is a map to connect the two 
and duplicate and even improve on the pockets of excellence that already exist.4 

As Carl Ward, Chair of the Foundation of Education Development (FED), said in 
his open to the 2023 FED Report: 

It’s time to stop tinkering around the edges making incremental changes which 
don’t make a jot of difference on the big issues and start thinking about what 
we want the next evolution of our education system to look like . . . Education 
must evolve over time, like everything else. As John Dewey said, “if we teach 
today’s students as we taught them yesterday, we rob them of tomorrow.5 

Notes 

1 Gardner HE (1993) Multiple intelligences: the theory in practice Basic Books, New York. 
2 Robinson K (2010) RSA Animate: changing education paradigms, YouTube. 
3 Sahlberg P (2012) Global educational reform movement is here! Pasisahlberg.com. 
4 OECD Schools+ https://www.oecd.org/education/school/oecdschoolsnetwork.htm. 
5 FED (2023) National Education Consultation Report 2023 Building forward together: 

Towards a long-term plan for education. 
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3 Awareness Before Change 

When most of us encounter a problem, we often instantly fip into solutions mode. 
What can we do? What needs to be changed? How can I move this forward? But 
this conditioned refex, to act before thinking, can be counterproductive and may 
be a signifcant reason why the problems in education have become so entrenched. 

We need to pause. In the space of no action, we take the opportunity to think 
very deeply to make sure we better understand the problems we are seeking to 
solve. Awareness is the frst step toward change but just being aware of the problem 
doesn’t mean we are clear about the solution. 

In education there’s already, as outlined in Part One, a thorough appreciation of 
the many problems that need solutions in the education system. Most stakeholders 
are acutely aware of the breadth and depth of these problems. What’s missing how-
ever is an appreciation of the architecture that creates those problems and keeps 
them in place. 

We’ve already shared a framework for understanding how the values of all the 
stakeholders in the system evolve. This values evolution framework gives us a 
better understanding of what’s happened and is continuing to happen in the educa-
tion system. When we can see the underlying framework or theoretical scaffolding, 
that underpins our experiences in the real world, it’s far easier to appreciate the 
task ahead. 

Instead of getting into discussions or arguments about who is to blame we can 
see that the outputs are just the logical consequence of a series of values-based 
inputs that were relevant at that time. And when we can see that framework, or 
theoretical scaffolding, we have a map that can ensure the education system we 
design today is relevant for today as well as the future. 

Dewey was right, “if we teach today’s students as we taught them yesterday, we 
rob them of tomorrow.” And right now, we are certainly robbing them of tomorrow. 

In addition to understanding the evolution of stakeholder motivations through 
the values frame, we also considered the three meta-steps of evolution using the 
EDI frame. EDI stands for emerge, differentiate and integrate. Everything from the 
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chair you sit on, to the page you’re reading went through a process of emergence, 
differentiation and integration. The education system is no different. 

There are now countless examples of brilliant insight that have emerged that 
could, if applied, make our education system world leading. There’s also been 
some exceptional differentiations around education methods, with new adapta-
tions from previous models. The issue we have is that we are failing to successfully 
integrate all that’s emerged and been differentiated into a coherent new approach 
ft for the 21st century. 

And the third meta-frame we touched on was to describe the topography of 
wicked problems. Anyone who’s paying even the slightest attention to education 
will immediately recognise that the failure of the education system is a wicked 
problem. It’s multi-dimensional, has multiple stakeholders, multiple causes, mul-
tiple symptoms, multiple solutions and is constantly evolving. As a result, it is 
incredibly diffcult to solve. This third framework enables you to see clearly why 
education is such an intractable challenge. 

In Part Two we are going to offer a few more ways to dissect the problem to make 
solving the problem easier. Specifcally, we’ll dive more deeply into one of the 
wicked characteristics – the multi-dimensional nature of the education problems 
and how to tackle each dimension systematically. 

To help us use Ken Wilber’s AQAL model, Alan rotated it anti-clockwise and 
placed the leader, or in this case any number of educational stakeholders, at the 
centre looking forward into the rational objective world.1 Standing at the centre 
of their world (Figure 3.1), the leader’s attention is drawn to the front left, and 
the unbelievably long list of operational challenges that exist in every school. 
These issues seem so urgent and pressing that only the most resolute leaders have 
the discipline to look to the longer-term leadership issues in the front right quad-
rant. Most educational leaders feel so compelled to solve the operational issues, 
in the front left, that the rarely look over their right shoulder, to the myriad of 
cultural, people leadership issues that exist in every school in the interpersonal 
world of ‘WE’. And even fewer leaders look over their left shoulder to the inner 
subjective world of ‘I’ and their personal performance. 

When it comes to wicked problems, the default tendency is to focus obsessively 
on the operational, system and process issues in the world of ‘IT’/‘ITS’ or ‘doing’. 
If we notice the people issues at all, we think they may need a new ‘IT’ process to 
address them, rather than addressing the deeper, cultural or intersubjective dimen-
sion or ‘relating’. And we almost never consider how our own maturity, resilience 
or quality of thinking in the inner world of ‘being’ would change outcomes. 

But if educational leaders mature and the strength of the relationship bonds in 
their leadership teams improve, then the collective ability to solve the ‘I’, ‘WE’ 
and ‘IT’/‘ITS’ problems in education are transformed. If that team then connects 
more effectively with staff below the leadership team, this helps them develop and 
strengthen their relationship bonds with colleagues and learners then real change 
right across the organisation becomes possible. 
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 Figure 3.1 Complete Leadership Model Applied to Education 

In essence, this is what the OECD is seeking to do with their OECD schools+ 
Network but it’s not yet clear whether they fully appreciate all the ‘I’, ‘WE’ and 
‘IT’/‘ITS’ hurdles that are blocking progress and how a better understanding of 
the scaffolding of these problems and the right frameworks can create the space to 
help them to navigate the issues successfully. But at least the OECD recognise that 
there’s a serious problem needing a more complete solution. 

What’s clear, from decades of failed attempts, is that the problems of educa-
tion won’t be solved in a silo. And they won’t be solved unless we appreciate the 
multi-dimensional nature of the problems we face. We see this perpetual failure in 
business all the time. The executive team will fx the business process, but things 
don’t improve because the ‘WE’ of culture is still broken. Or a business consultant 
may advocate redundancies to cut costs in the business which makes the business 
look better on paper, but with low morale and no one to do the work, then the 
business still fails. Removing cost may be right for proftability, but it can make the 
‘I’ and ‘WE’ problems worse. This can create a potentially even more fatal problem 
than the redundancies were designed to solve. 

Here’s the kicker – you can’t deal with the dimensionality of a problem if 
you don’t even realise the problem has multiple dimensions to begin with. This 
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four-quadrant framework clarifes that all the challenges, not just operational, 
must be addressed. 

It’s clear the education system won’t be improved by piece-meal, disconnected 
interventions or by grand sweeping reforms. What’s needed is multiple inclusive, 
comprehensive solutions that meet the needs of multiple stakeholders, today and 
tomorrow. Solutions that remove the symptoms and causes across all dimensions 
and are fexible enough to evolve as needs change. 

Part Two explores the frameworks and scaffolding that you need to implement 
solutions in each dimension and walks you through examples so you can see 
how that solution works in real life. Ultimately, it’s what changes on the ground, 
in schools, that matter. When there’s a perennial disconnect between academic 
research, much of which is locked inside impenetrable scientifc papers or written 
up in obscure journals, and what’s happening on the ground, it’s obvious that noth-
ing will change anytime soon, without a more integrated approach. 

But with a more complete, multi-dimensional approach, one that integrates 
the vast treasure trove of insights that have emerged in the last few decades from 
human physiology, neuroscience, emotional intelligence, behavioural science, 
child and adult development, plus AI, we could already be implementing solu-
tions and honing their impact in real time. 

The purpose of Part Two is to show how the right frameworks deliver real pro-
gress in real life and increase all stakeholders’ ability to contribute to a better 
future. So whether you are a parent looking to make a more positive input into 
your child’s education, or a teacher looking to get better results in the classroom or 
a head teacher looking to improve a school, or a policy maker, or leader looking to 
drive systemic change, your ability to see the connection between the multiplicity 
of causes and symptoms can be the difference that helps our educational system 
transform. 

Once we have the right frameworks or scaffolding in place to understand the 
problem and the evolving solutions needed, we can get on with the job of deliver-
ing the developmental blueprint. By actively dismantling the ineffective aspects 
of the old architecture that were holding the dysfunction in place and building on 
the effective parts we salvage, something new and better can emerge in its place. 

What we are suggesting is not a sticking plaster solution, but total reinvention. 
A move from a system built around knowledge to a system build around develop-
ment supported by a proven map of development that applies to every stakeholder. 

A Word on Change 

Before we dive into the solutions needed to develop the ‘I’ dimension, it is also 
worth bearing in mind just how challenging change is. We are programmed for 
homeostasis or the maintenance of a state of steady internal, physical, chemical or 
social conditions. In other words, we are programmed to avoid change. Change is 
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often perceived as a risk. This risk is often exaggerated because our understand-
ing of change is limited. We are not taught how to develop change capability so 
we simple revert to throwing solutions at the wall to see what sticks. This has 
been the reality in the education system for decades. Our approach to change itself 
therefore needs to change! 

All the educational stakeholders need to become students of change. The good 
news is there is already a framework for better management of change, thanks 
largely to the work of Joseph Campbell. 

Campbell was the American professor of literature who introduced the world 
to the Hero’s Journey – essentially a road map for change. By studying myths and 
stories from various cultures around the world, Campbell suggested the existence 
of what he originally referred to as a Monomyth, becoming known more commonly 
as the Hero’s Journey, a universal pattern common to heroic tales in every culture. 
As well as drawing the reader’s attention to the basic stages of this mythic change 
cycle, Campbell also explored the common variations in the Hero’s Journey. 

Campbell was the frst person to identify the universal nature of individual and 
collective change while also giving us clearly identifable signposts of that process. 
In essence, there are three general stages: “Departure” (sometimes called Separa-
tion), “Initiation”, and “Return”. Departure deals with the hero venturing forth on 
the quest, including the call to adventure. Initiation refers to the hero’s adventures 
where he is tested along the way. And fnally, the Return which follows the hero’s 
journey home. Of course, the hero is now forever changed by the journey. 

The basic research to his fndings were thousands, possibly hundreds of thou-
sands, of stories from multiple cultures and countries around the world. Whether 
fairy tales or mythology, they talk about the human condition and how it changes. 
Too often, we get attached to the surface story. In the case of education, the good 
story is the woeful headlines that populate the media or the stakeholder forums 
that lament the state of modern education. But in the telling and re-telling of the 
familiar story, it’s too easy to miss the underlying meta-frame and message. And 
that’s the gift that Campbell provided to the world. He brought the underlying 
meta-frame or scaffolding for successful change to the surface. When we can push 
past the surface story or headlines to better appreciate where we are in the change 
process and what lies ahead, change becomes less stressful and fraught, and we are 
more mentally prepared to embrace that change. 

Campbell’s map allows us to make sure we are on the right track and are not 
veering off course. This meta-frame is also an allegory of the human condition. 
Knowing that there will always be trials and tribulations is strangely comforting. 
Knowing there is always a way through can be liberating. 

Campbell’s initial path is however, over 70 years old. Figure 3.2 is an integrated, 
up-dated version that consists of 12 steps and four stages. 

Standing on the shoulders of a giant (Campbell), adding in the phases gives 
more precision. There are three steps in each of the four stages of discover, decide, 
develop and deliver. 
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 Figure 3.2 The Change Wheel 

These four stages correspond to the stages of human development. First, we 
must discover and ‘wake up’ to our current situation and ‘wake up’ from the delu-
sion of control and power. Next, we must decide to ‘own up’ to our own part in the 
situation as well as ‘own up’ to the parts of our nature that we may dislike or that 
are holding us back. As we move into the develop stage, we ‘grow up’ through 
the lessons we must learn and the introspection this often triggers. Once we reach 
the deliver stage we are called to ‘show up’ differently, armed with new insights, 
lessons and growth. We are literally a different person to the one who started the 
journey. When we ‘wake up’ and ‘grow up’, this evolution alone can make a dra-
matic difference to how we ‘show up’ as a change agent which, in turn, can help 
us develop still further. If we refuse to make this personal journey, then we simply 
stagnate and become obsolete. We must evolve. All of us. 

Each cycle of change alters us in a new way as we become more sophisticated, 
more inclusive, creative and capable. As such, we become change warriors and 
can successfully harness and utilise the increasing complexity, intensity and dis-
ruption in education rather than be debilitated by it. If we want to succeed long 
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term and build an enduring legacy, becoming brilliant at change is the only way. 
Something new is emerging all the time but with this enhanced change capability, 
change is not only possible but constantly planned for and successfully executed 
for the betterment of all the stakeholders.2 

This change journey is extremely relevant as we assess the whole education sys-
tem. There is no one blanket solution that is going to fx everything. Instead, there 
is going to have to be a rolling timetable of change across the board that is managed 
and implemented step by step. 

Successful change always follows a path, but that path is rarely linear. As Goethe 
once said, “Progress has not followed a straight ascending line, but a spiral with 
rhythms of progress and retrogression, of evolution and dissolution”.3 Behavioural 
scientists have also confrmed Goethe’s original insight. Progress is almost always 
followed by faltering progress, stagnation or regression.4 But when we don’t realise 
this, we assume the faltering progress, stagnation or regression we’re experiencing 
is a sign that change isn’t working and that we should return to the comfort zone. 
This is not true; the confusion is just the next step on the way to the following step. 
The key is to become familiar with the 12 steps so that you can self-diagnose and 
take the right action toward successful change. 

Navigating change isn’t easy. But no-one said it would be. Besides, easy isn’t 
where the joy is. As Joseph Campbell once said: “Where we stumble there lies our 
treasure”. 

Hungarian psychologist Mihaly Csikszentmihalyi said something similar when 
he said: 

Contrary to what we usually believe, the best moments in our lives, are not 
the passive, receptive, relaxing times – although such experiences can also be 
enjoyable, if we have worked hard to attain them. The best moments usually 
occur when a person’s body or mind are stretched to its limits in a voluntary 
effort to accomplish something diffcult and worthwhile. Optimal experience 
is thus something that we make happen. 

This is true for all of us – it’s the human experience. 
Famous for his work on ‘Flow’, Csikszentmihalyi goes on to remind us that 

such experiences are not necessarily pleasant at the time they occur . . . Get-
ting control of life is never easy, and sometimes it can be defnitely painful. 
But in the long run optimal experience adds up to a sense of mastery – or 
perhaps even better, a sense of participation in determining the content of 
life – that comes as close to what is usually meant by happiness as anything 
else we can conceivably imagine. 

We need to reframe these challenging experiences as simply pitstops on our devel-
opmental journey and encourage all stakeholders from students to employers to 
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turn away from the course of least resistance or distraction and embrace the chal-
lenge of individual and system change so we can develop resilience and tenacity – 
critical skills for a life well lived. 

Notes 

1 Watkins A (2021) Coherence: The science of exceptional leadership and performance, 
2nd Edition, Kogan Page, London. 

2 Watkins A (2022) Step change: the leader’s journey, Routledge, London. 
3 Phipps C (2012) Evolutionaries: unlocking the spiritual and cultural potential of sci-

ence’s greatest idea, HarperCollins, New York. 
4 Prochaska JO, Norcross JC and Diclemente CC (1994) Changing for good, Avon Books, 

New York. 
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4 Individual Development  
in Theory 

When we work with leaders all over the world, we often ask them which leader 
has had the most positive infuence on humanity in the last 100 years. The answer 
is always the same, whether we’re asking leaders in Asia, North America, Aus-
tralasia, Africa or Europe – Nelson Mandela. One of the most fascinating things 
about his life is that the ‘doing’ world wasn’t available to him for 26 years. He 
was imprisoned on Robben Island. In addition, he engaged in very little ‘relating’, 
only chatting to a couple of inmates, a few guards and potentially the odd visitor. 
He spent 26 years of incarceration mainly focused on his own development, the 
maturation of his ‘being’. Therefore, it shouldn’t be any surprise that when he was 
fnally released and able to do something in the world that he was an incredibly, 
mature, compassionate and charismatic individual who went on to have a mas-
sive impact on the world, South Africa specifcally and virtually everyone he met. 
This reinforces the view that is consistent across thousands of books and articles – 
leadership is an inside-out game. In other words, it starts with the inner ‘I’ and who 
we are as human beings. 

But for our own leadership to improve, we need more details. What exactly 
did Mandela develop within himself to ensure he became such an inspiration to 
millions? And can any of us develop the same things without having to spend 
26 years in solitary confnement? Fortunately, the answer to this question is now 
well known, rooted ironically in educational research and studies on how children 
develop. 

There have been many signifcant contributions to understanding child devel-
opment. The early pioneers mapped the specifc stages of child development that 
all of us go through. Academics in the feld soon realised that development was 
not confned to children. And development didn’t necessarily stop when we left 
school. They discovered that there are levels of development that adults can go 
through. And these levels are just as consistent as the levels of development that 
children go through. The defnition of the levels of adult developmental is one of 
the most robust fndings in scientifc literature. 

DOI: 10.4324/9781003530831-7 
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It builds on the research of Piaget1 and Kohlberg2 and extends the work of Jane 
Loevinger3 to luminaries such as Ken Wilber, Robert Kegan, Eliot Jacques, Kurt 
Fischer, Susanne Cook-Greuter, William Torbert and Clare Graves. Each researcher 
describes the various levels of adult development from a different perspective. 

Wilber, for example, looks at the evolution of awareness or consciousness of self. 
Cook-Greuter studied the development of ego maturity. Torbert defned what sort 
of “action logic” was available to adults as they developed and how these levels 
play out in business. His collaborations with Cook-Greuter have been especially 
insightful when looking at behaviour. Professor Clare Graves’ described the evolu-
tion of value systems, which we’ve already briefy explored. 

Collectively this work offers incredibly useful insight into how we can con-
tinue to mature as human beings, from our earliest days at school through young 
adulthood and for our entire lives. This work provides us with a developmental 
frame that can help us navigate the various stages of our lives and handle the chal-
lenges we encounter with more grace and understanding. It would not be an over 
statement to say that this research can change the world. And it can certainly help 
us transform the educational system and solve all the dimensions of this wicked 
problem – all whilst keeping the learners at the centre knowing that this golden 
thread of development runs into their future. 

Even though this research grew out of child development, most teachers, and 
educators ironically, are unfamiliar with the idea of adult development. As such, 
incredible insights remain largely trapped on the shelves of academia, known only 
to a tiny minority of leaders and treasure hunters. 

But any parent, or individual who’s spent any time with a child will have 
noticed that children move through well-defned developmental stages. These 
stages impact a child’s physical growth; the way a child thinks; how they 
develop socially and emotionally; their ability to understand right from wrong 
or their moral development. In fact, virtually all aspects of a child’s life, includ-
ing how they make sense of themselves and the world around them, can be 
tracked through these developmental levels. Given the transformational power 
of this research we believe it’s worth explaining, via another whistle stop tour, 
the full development journey from infant to young adult, to mature adult and 
enlightened leader. The specifc research fndings are, on their own, unremarka-
ble. But when they are put together, what emerges is the most dazzling array of 
insights that may just change your entire view of teaching and the very purpose 
of the educational system. 

Once again, let’s start at the very beginning. Initially, a baby has no appreciation 
of the fact that they exist separately from their parents or their environment. They 
are sensing and responding to their world, but they don’t yet know they’re alive. 
This is a pre-conscious level of development. 

Then at around one year old the most incredible breakthrough occurs, and the 
frst level of consciousness emerges. A baby bites its thumb and it hurts. But when 
they bite their blanket, it doesn’t hurt. They repeat the experiment by putting their 
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foot in their mouth. The baby can feel their gums and their foot. In contrast when 
the baby bites the table it can’t feel the table. They start to realise they exist – ‘I am 
the thing that hurts when I bite it’. This frst level of awareness is rooted in physical 
sensations. At this level of development, all that matters are physical needs. Eat, 
sleep, bodily functions and repeat. 

Once the baby has developed the ability to objectify their physical self as sep-
arate from others, the next level of development requires an infant to objectify 
something much more subtle – their emotional self. 

Initially, a baby has little or no control over their own emotions – which is why 
parents experience what they call ‘the terrible twos’. When the baby is hungry, 
they believe everyone in the world is hungry and we should all eat. They haven’t 
yet developed the ability to see their emotions as separate from their parent’s emo-
tions. This is the point of maximum egocentricity. 

Then around two to three years old something magical starts to emerge, and you 
can witness this in supermarkets across the world. A young child is having a tan-
trum, screaming in rage because their dad won’t buy them a chocolate. They look at 
their dad totally baffed by the fact that he’s not also crying at the lack of chocolates. 
Their ‘1,000-yard stare’ testifes to the fact that the second level of development is 
beginning to emerge. They are beginning to realise that not only are they physically 
separate from their dad and others but they’re also emotionally separate. 

At this second level of development, children are emotionally, highly conta-
gious because they only have the most rudimentary level of emotional regulation. 
They can easily spark each other into fts of laughter or foods of tears. They’re also 
massively infuenced by the mood of the adults around them, even though most 
of those adults are also largely unaware of their own emotions. This is part of the 
reason why adult carers are so infuential at this age. 

With the developing ability to objectify, frst their physical existence, then their 
emotions, an infant’s world begins to open-up and become two-dimensional (the 
physical world of ‘IT’ and the inner world of ‘I’). An infant’s emotions give depth to 
their experience, and at this stage their self-identity is based on how ‘I’ feel. At this 
basic level of awareness, children don’t really understand how the world works. 
Their thinking is still magical, for example, a child of this age believes the clouds 
follow them. 

Level 3 of child development changes everything. This third level blossoms 
around three to six years old, although it may start earlier. At this third level of 
development the child’s ability to objectify extends beyond their own physicality 
and their own emotions to things ‘out there’ in the world. This third level is the 
emergence of the ‘conceptual self’. The main thing that comes online is language. 
A child starts to use sounds, images, symbols to represent the concepts in the 
world around them. The world moves from two-dimensional (the physical and 
emotional self) to three-dimensional, for the frst time. 

During this developmental phase, children acquire words at a phenomenal rate, 
roughly six new words a day. This is why reading to children from a very young 
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age is so powerful for their development. Children at this stage start to ask ques-
tions about what things are and label everything. This helps them navigate their 
world and a child starts to make sense of the world and themselves in it. 

As a child starts to objectify and label things, cat, dog, ball and even their own 
emotions, their thinking moves from magical to mythical. This means they move 
from not knowing how the world works – “it must be magic” to creating a story or 
myth – to explain how things work. For example, emotions, previously simply felt 
and acted upon as impulses, are conceptually represented as feelings albeit sim-
ple ones such as ‘happy’, ‘worried’ or ‘sad’. And a child begins to create a story to 
explain those feelings. A child starts to consciously appreciate that their feelings 
belong to them and may or may not be shared by others. 

The child realises they can’t boss the world around (magical), but someone can 
(mythical). This third level of development can be a little frightening, as a child 
realises that they are no longer in control of the world, someone else is. Worry or 
anxiety may appear for the frst time. Concerns about being abandoned by their 
parents in play group or reception class at school is seen as separation anxiety. 
Such experiences need careful handling if we want to avoid mental health issues 
later in life and can infuence many transitions to come. 

Still largely operating from the frst person perspective, a child at this level of 
development is still concerned primarily with ‘me, my, mine and I’. They have 
some awareness about the fact that they may be feeling sad, but they still hav-
en’t been taught or developed much self-regulatory capability. They’re still largely 
driven by their own egoic needs and desires. ‘Mine’ is a very strong concept in 
children at this stage. They tend to believe everything belongs to them. Everything 
is ‘mine’. Which is why children at this age can’t really be accused of theft. They 
don’t understand the idea of possession. If everything is ‘mine’ they don’t under-
stand the problem when they pinch their brother’s lunchbox. 

If something goes wrong at this stage of development, then the child may con-
tinue to age but their inner maturity doesn’t. This is why we can see adults stuck at 
this ego-centric level of development. Such adults often believe they’re above the 
law, or the laws don’t really apply to them. Kohlberg wrote beautifully about the 
development of morality and ethics which doesn’t really kick in until late in level 3 
and beyond. 

Consider just one of the indictments against former US President Donald Trump 
over government documents including classifed documents. His response to 
requests by the National Archive to return countless boxes of documents taken 
from the White House was that they were ‘Mine’, “the boxes are mine”. When the 
US Department of Justice subpoenaed Trump for the return of the documents, he 
allegedly obstructed justice and sought to hide the boxes.4 Why? Because “they are 
mine”. Of course, they were never his, they belong to the US government. This is 
not the behaviour of a mature adult, it’s the behaviour of someone stuck at level 3! 
But Trump is by no means the only one. Board rooms are littered with middle-aged 



Individual Development in Theory 71  

 
 

 
 
 

 
 
 

 
  

 

men and women who regularly throw temper tantrums, engage in power battles 
or bully their colleagues in behaviour teachers wouldn’t tolerate in a school yard. 

Having begun to understand the world is full of things, dogs, cats, bats, balls, 
mummies and daddies as well as emotions, the next level of child development is 
concerned with the rules that govern such concepts. The three-dimensional world 
of language, symbols and concepts becomes much more solid, more concrete. 
At this fourth level of development, a child’s identity is also more solid and this is 
called the ‘concrete self’. 

At level 4 the new rules that have emerged must be learnt and obeyed. A child 
begins to understand what’s ‘right’ and ‘wrong’, ‘good’, ‘bad’, ‘acceptable’ and 
‘unacceptable’. They begin to conform and will rehearse various social scripts as 
a way of learning the social rules or ways of behaving. At play school or recep-
tion class, children are taught to share the toys, for example, as not all the toys 
are theirs. This is a crucial developmental stage because it’s the foundation of 
relationship building and success in the ‘WE’ dimension and sets the stage for 
all future relationship dynamics as adults. The fourth level can overlap signif-
cantly with the third level, but the fourth level mainly blossoms from fve years 
old, when most children start school, and continues until they are nine or ten 
years old. 

As children become more well-established as individuals, they start to make 
friends. Their need to belong is now more social than physical. Children at this 
fourth level are very susceptible to peer pressure and herd mentality. Rationality 
and ‘self-talk’ also begin, largely for the frst time. Children at level 4 become much 
more sophisticated at justifying their behaviour, good or bad. Their ability to objec-
tify the world and themselves in it becomes much stronger. 

Unfortunately, this is where the developmental journey ends for many people as 
they live out their days in this concrete three-dimensional world, with rules and 
regulations to be followed or ignored. There is a degree of self-consciousness, but 
life’s largely concrete and materialistic. The game is to work out the rules, decide 
if they are going to conform (join the maths club) or rebel (be a Goth). Just getting 
through school can become the primary objective and this may be repeated when 
they start working. Many people seek to simply get through their shift. Work is 
something to be suffered and life happens outside of work – these are the rules 
many operate within, without even knowing whose rule they are or where they 
came from. The rule or recipe for life at this fourth stage of consciousness is Have/ 
Do/Be. ‘If I have an Xbox, I’ll be able to play (do) with my friends and then I will 
be happy’. ‘If I have an iPhone, like all my friends, I’ll be able to message them (do) 
and I’ll be popular.’ 

Most children experience the next level of development to some extent, simply 
as part of their physical development. This ffth level of development overlaps 
with the fourth level but when it occurs, the ffth level is present from the age of 
nine to fourteen years old. 
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One of the main things that happens physically at this age is the front part of 
our brains speed up. The nerve tracks myelinate. This means that the wiring in 
the executive part of our brain becomes insulated, enabling the messages to travel 
much faster. This produces a massive upgrade in cognitive capabilities. It’s the 
human equivalent of going from analogue to digital. 

With much faster brain speed we’re able to think in abstract terms properly 
for the frst time. Prior to this upgrade, most children think linearly and literally. 
Abstract thinking enables more sophisticated analysis, greater reasoning ability 
and a more advanced ability to objectify things. This means children can compre-
hend algebra. If this abstract thinking hasn’t kicked in, then algebra wouldn’t make 
sense. Fortunately, these new abstract cognitive capabilities coincide with changes 
to the high school or secondary school curriculum. 

As level 5 thinking comes online, it becomes obvious that the rules of level 4 
don’t always work or make sense. The pre-teens that make it to level 5 start to 
understand that they’re not the centre of the universe. They’re aware that some-
thing’s going on beyond themselves and they become less ego centric. Level 5 
awareness is characterised by the emergence of the transpersonal self. 

This transpersonal level of development is a pivotal moment in everyone’s 
developmental journey. For the frst time, we have the ability to pull back the veil 
and think about the nature of thought. What are thoughts? Where do thoughts come 
from? What determines what we think and what determines how well we think it? 

In such questions there’s great opportunity. We can begin to understand that the 
quality of our thinking isn’t just dependant on our knowledge, experience or our 
access to data. It’s entirely dependent on what level of development we are oper-
ating from. 

At level 5, self-awareness reaches a new height. A child at this level will start 
to question the who and why of rulemaking. They often start rejecting the rules of 
their parents or teachers in favour of their peer group. Sadly, their peer groups, par-
ents or teachers seldom operate from a more sophisticated level of development, so 
broader consultation rarely helps. 

The battle of wills around rules and boundaries leads to classic teenage confict, 
as youngsters everywhere start to realise that the rule book, given to them by their 
parents or teachers, is a work of fction. Sometimes the battle for control, author-
ity or obedience can be quite intense, particularly if parents and teachers have no 
sense that the questioning of the rules, and the defance that often goes with it, is a 
normal developmental milestone, not a game of ‘chicken’. 

As they struggle to make sense of their role in the world, many teens become 
self-absorbed. This isn’t the same as the egocentricity of infancy. It’s an attempt to 
understand the complicated, abstract, social rules created by someone who they 
don’t know or understand. 

If as young adults, they don’t get caught up in anti-social behaviour or drug-
induced anaesthesia, they may realise that there’s more to life than just fghting or 
following the rules and roles laid down by parents, teachers or society. A surge in 
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curiosity about how the world really works means that teenagers think more. The 
ability to judge and criticise lands with a thump, and young people at this stage 
often become very critical, hyper-judgmental and intolerant of both themselves 
and others. 

In this transpersonal turbulence, several abstract and existential questions arise, 
such as the meaning of life, who am I and how can I change the future of the planet? 
Some teens pour their hearts out on the pages of a diary as they try to process the 
complexity of a world they clearly no longer control. Some seek answers in the 
security of a club, gang or ‘in-crowd’ allegiance. Many try to deal with their strug-
gle by getting ‘wasted’ with drugs and alcohol. Such behaviour is a distraction or 
anaesthetic to the pain of their struggle. 

The bad news for teenagers is that regardless of who wins these teenage wars, 
as soon as they leave home, a much more powerful parent called ‘society’ imposes 
its own rules. Society tell these young adults they must get a job, fnd a fat, have 
a relationship, work hard, pay taxes and contribute to a society they barely under-
stand. If they capitulate to this more powerful parent, the opportunity of the 
transpersonal moment recedes and they fall asleep, returning to the concrete world 
they left as a pre-teen, usually oblivious to their own regression. Falsely soothed 
by their obedience to a system they can’t see. They have effectively taken the blue 
pill and returned to the Matrix.5 To paraphrase Henry David Thoreau, they fall back 
into conformity, accept the rules and “lead lives of quiet desperation”. 

The more rebellious may refuse the blue pill, but with little or no understanding 
of development, they are unlikely to make it through the transpersonal swamp. 
They end up stuck in its nihilistic night, in limbo, feeling despondent and hope-
less. We see this in young people all the time, especially if they’ve been marginal-
ised in school or don’t ft the cookie cutter box of ‘academically bright’. 

Most people never glimpse the opportunity of real development again in their 
lifetimes. The system has them, and they don’t even know it.6 

Years later a lucky few may glimpse again the opportunity of transpersonal sal-
vation. Rarely by choice, usually because they’re forced to by an incredibly painful 
event – usually in mid-life. This may be the loss of a job, the loss of a marriage, the 
loss of a loved one, the loss of purpose or the loss of self-esteem through a period 
of depression. Whilst this ‘midlife crisis’ is typically something that happens to an 
individual in their 30s or 40s, it can also happen in our mid-20s or after a signif-
cant disruption in our lives. The crisis can be a moment in time, or it can creep up 
on us and can last for months or years. It may be better described as a ‘disease of 
meaning’. 

The pain of this affiction, whether acute or festering, causes us to realise that 
we’ve been following a set of rules and playing a certain role on the implicit ‘under-
standing’ that our obedience to these rules would yield a certain reward. Only the 
health, wealth and happiness we were ‘promised’ has never materialised! 

When troubled by the disease of meaning, we ask ourselves, ‘What’s the point?’ 
We feel despondent because we’ve kept our side of the bargain. We’ve been a dutiful 
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husband/wife, father/mother, leader, worker, friend and colleague and things still 
didn’t work out. We feel cheated. We followed the rules, but the reward never 
arrived. Or, if it did, it wasn’t nearly as good as we were led to believe! The disap-
pointment is more profound now than it used to be because we’ve spent so much 
of our life living in the concrete world of false promises after we fell back into 
the Matrix and society’s systems. Many people with the same symptoms resort 
to the same solutions to dull the pain. The same anaesthetics (drugs and alcohol) 
and the same distractions (workaholics, shopaholics, sexaholics or affairs, gym 
junkies, social media addicts). But the results are no better. They may soothe us 
temporarily, but they can’t cure the disease of meaning. 

The only real solution is to fully wake up and start to grow up. Start really devel-
oping ourselves as adults. Escape the transpersonal swamp and discover the life 
we were meant to live. 

But if we are comfortable in the Matrix, in our slumber, and we agree that the 
‘World is run by the Man’7 so it’s better just to give up, there is no ‘burning plat-
form’ or strong need for us to develop any further. This is the life that billions 
of people in the world now live. We look like an adult on the outside but we’re 
still effectively operating from an individual interior level of a teenager, some-
times even younger. We have not unlocked the levels of adult development that 
are available to all. We’ve settled. We’ve surrendered. And in so doing we may 
never discover the promised land of our own potential, abiding happiness and 
fulflment. 

Most people leave school or university thinking that their learning or devel-
opment is over. But by 15 years old, we’ve only achieved the most basic levels of 
development from baby to child to teen and physical adult. For most, the move 
from immature adult to mature adult has yet to happen, and yet maturity is where 
all the really good stuff comes online. 

Society and the law consider 18-year-olds to be adults. An 18-year-old or even 
a 21-year-old is at most an adult in name only. An 18- or 21-year-old may look 
physically mature on the outside, but most are ‘stuck’ at 14 or even eight years old 
on the inside. There’s no doubt they may have scaled various ‘learning curves’ at 
school, university, during apprenticeships or at work, but they’re far from fully 
developed adults. They’ve not ‘woken up’ and developed much self-awareness 
and have certainly not ‘grown up’, matured or reached the levels of development 
available to them. 

What’s even more troubling, in the context of education, is that this explanation 
does not end with students, it describes the developmental journey we all must 
travel and that includes all the stakeholders involved in education. Far too many 
parents are tasked with developing independent, mature and productive adults 
when they themselves are yet to access the adult maturity levels. Instead, they too 
are operating from the developmental level of a 14-year-old. It would be easy to 
argue that parenting is regressing not developing. Just look at the rise in single par-
ent families, predominantly single mothers. No one is talking about absent fathers. 
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All the negative headlines are reserved for single mothers, who stay and raise their 
children while the father disappears physically, emotionally and fnancially. How 
much did personal, social, health and economics (PSHE) really prepare any of us 
for relationships, never mind parenting? 

The social media pressure to be perfect is also fuelling a superfcial surface 
approach, rather than a deeper, inner maturity, that is stunting parental develop-
ment. Parents, often with different values, are consumed about how to bring up 
their children to be ‘just right’. We are bombarded with social media expectations 
to continually broadcast about our gifted children, putting unrealistic pressure on 
us as parents and the children themselves. In our collective failure to meet such 
unrealistic and misguided expectation, we often seek someone or something to 
blame. Often this ends up being the education system. 

And what about the teachers. How is it even possible for individuals, regardless 
of how well they might be trained, to adequately prepare children for this accel-
erating world when they themselves haven’t done the inner development to take 
them past the basic awareness level of a functioning 15-year-old? The same is true 
of all the stakeholders trying to fnd solutions. Education is, indeed, a wicked prob-
lem! Do we honestly expect all the educational stakeholders, who are themselves 
only developed to a teenage level of awareness, to be able to solve all aspects of this 
wicked problem? Not without development. 

What’s required is a concerted effort to elevate all stakeholders’ internal capa-
bility to match the external complexity and sophistication of the world around us. 

The Disconnect Between Learning and Development 

Currently the educational system is built around the idea of learning. It is a learn-
ing or knowledge transfer system. The primary goal is for students to learn a set 
of facts and acquire knowledge that they will then be tested on. This is the central 
tenant of the National Curriculum. 

Development, if it’s considered at all, isn’t really part of the thinking or the 
construction of the education system. Yet it’s development that holds the key to 
unlocking the vast reservoir of human potential in children, teachers, leaders and 
all educational stakeholders. 

If we put development, not learning, at the heart of the educational system, 
there’s a massive opportunity to completely transform the entire system. With a 
focus on development, we can start to map, prepare and guide every stakeholder 
through the gradual unlocking of human potential. 

As we’ve already discussed, rote learning and the regurgitation of information 
in an exam isn’t preparing young people for today’s world. It’s not providing chil-
dren with a meaningful education that sets them up for life. And it’s certainly not 
delivering young adults with the attitude or abilities that they will need to succeed 
or even the abilities that employers are looking for. In addition, our obsession with 
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learning isn’t providing the next generation with the tools to evolve their capabil-
ities, as the world changes. 

Part of the problem is the lack of understanding of the critical difference between 
learning and development. Many assume that development automatically follows 
the acquisition of knowledge. But learning doesn’t necessarily lead to any devel-
opment. For learning to convert into development it’s necessary to understand the 
levels of development that exist in children and adults. 

To clarify the importance of this distinction, we can consider learning to be a 
‘horizontal’ change and development as a ‘vertical’ change. Horizontal learning 
is the acquisition of skills, knowledge and experience. This is what teachers are 
trained to deliver. Clearly, every child needs to acquire some basic skills, knowl-
edge and experience, but that’s really only the start of the developmental journey 
and a tiny fraction of what they really need in the modern world. 

‘Horizontal’ learning is very different from ‘vertical’ development. Horizontal 
learning is like pouring water into an empty glass, whereas vertical development 
expands the glass itself.8 Professor Robert Kegan calls vertical development a 
“quantum shift in mental complexity, a transformation of the underlying operat-
ing system itself”.9 Such a transformation of our personal operating system ena-
bles new skills and capabilities to emerge as each new level of development is 
unlocked. 

With these new capabilities our mind can operate much faster, we can process 
much greater levels of complexity and generate wiser, more compassionate and 
sophisticated solutions to the increasingly challenging problems we face. Someone 
who has unlocked more levels of potential and therefore capability can transform 
the outcomes in whatever part of the educational system they’re working in. 

Let’s dig a little more precisely into vertical development. When we talk of 
developing increasingly sophisticated capabilities, what sort of capabilities are we 
really referring to? It’s possible for a human being to develop hundreds of different 
capabilities. The question is which ones are crucial in the educational system? We 
believe there are fve main capabilities that humans can seek to develop: 

1. Technical Capability: This requires learning and content knowledge. This is 
what the current educational system has been built around. It’s what teacher 
training is focused on – developing technical ability. But with the explosion 
of knowledge and the emergence of AI systems like ChatGPT, teachers and 
students are increasingly unable to differentiate themselves based on technical 
ability. And as AI becomes much more widely adopted, the technical capabil-
ity that work and society requires from individuals will be increasingly pro-
vided by AI, not by human beings. We’re already seeing a switch to generative 
AI models in the legal, medical and accounting professions and many other 
areas too. Educational systems that are built around technical capability are 
therefore setting children up to fail. 
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2. Operational Capability: Teachers need to develop this capability to plan and 
execute a lesson effectively. To run the classroom and manage the children in 
the classroom, a teacher needs operational capability. Students too need to fos-
ter operational capability so they can get the most out of self-managed learning, 
especially if they go on to university where this is essential. This capability is 
usually best developed and fne-tuned in the workplace. 

3. Strategic Capability: Strategic capability is useful for everyone as they plan 
their life and make decisions about goals and how to achieve them, but it is 
crucial for head teachers and leaders within the educational system. This is the 
ability to make choices that accelerate the growth of an individual, team or a 
system. If head teachers are going to maintain the relevance of their school and 
create a compelling future that attracts and retains the best staff, they need this 
capability. 

4. Personal Capability: This is the game changer for all stakeholders. Personal 
capability isn’t about what information an individual knows. It’s about the 
quality of their interpretation based on that information. There are many types 
of personal capability (and information). We will explore these in more detail, 
shortly, because they are the primary driver of the transformation that the edu-
cational system needs. 

5. Change Capability: This could be conceived of as a subset of personal capa-
bility, but we call it out separately because it can be applied to the ‘WE’ and 
‘IT’/‘ITS’ domains just as readily as the ‘I’ domain of personal capability. 

If we restrict our deeper exploration, for the moment, to personal capability, 
we discover that there are hundreds of ways an individual can develop. As we 
discussed in chapter 2, this has been known, since Howard Gardiner’s Theory of 
Multiple Intelligences highlighted the fact that most education systems privilege 
linguistic and numeric intelligence over all other types of intelligence.10 Today, 
these different ‘intelligences’ are thought of as ‘lines of development’. Most of the 
lines of development that Gardiner spoke of were lines that enhance technical 
capability (verbal, mathematical, visuospatial, kinaesthetic, musical). There are 
different lines that transform personal capabilities. Five of these probably make 
the greatest differences to virtually all the stakeholders in the educational system 
(Figure 4.1). None of these fve key lines of development are formally assessed 
in educational systems. When we assess these capabilities within the personal 
domain, we’re assessing them in a very different, and often more fundamental, 
way than when such things are assessed in the technical domain. 

For example, if physicality is assessed at all, in the current educational sys-
tem, it’s more to do with assessing sporting prowess, technical ability or poten-
tial in a specifc sport. In contrast, assessing the sophistication of an individual’s 
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 Figure 4.1 Five Key Lines of Development for Personal Capability 

physical development within the personal capability domain is about quantifying 
the amount of energy an individual has, and defning the quality of that energy. It’s 
not about their physical prowess or capability in the gym. Assessing the amount 
and quality of energy someone has is a more fundamental way of assessing phys-
icality than defning technical prowess. Doing so often triggers a deeper con-
versation about their ability to sense and regulate their energy levels. Assessing 
physicality in this way is relevant to all sports, and even non-sporting activity. 
If we’re exhausted with no energy left, we can’t perform in our sport or complete 
non-sporting activities like our maths homework. 

The second line of development, within personal capability, that’s central to 
all students and educational stakeholders is emotional and social intelligence 
(ESQ). Most schools are now aware of the importance of ESQ. But often the think-
ing around the topic remains theoretical or, ironically, cognitively driven. There’s 
rarely any training to help children or teachers develop their emotional and social 
intelligence in the classroom and ESQ isn’t usually integrated into lesson plans. 
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Part of the problem is that there are more than 200 different assessments in the 
marketplace that claim to quantify ESQ. We’ve reviewed all of them and more 
than 650 academic papers that explore such measures. We’ve analysed more than 
2,400 individuals ESQ questions and more than 800 separate constructs that relate 
to ESQ. From all this research it’s clear that there’s a massive amount of confusion 
about how to accurately assess the 12 levels of ESQ. Most of the 200 assessments 
only address, at best, half of the 12 levels of ESQ, often in a random rather than 
sequential way. Also, many of these 200 questionnaires are contaminated with 
concepts, such as introversion, that have absolutely nothing to do with ESQ. 

The third line of development, within personal capability, is cognitive sophis-
tication. Since the 1988 Education Reform Act, when the compulsory National 
Curriculum was rolled out, most schools and local educational authorities bought 
into the idea of performance-based league tables. It’s now compulsory to assess 
children’s cognitive capability before they leave primary school using a ‘standard-
ised assessment test’ (SAT) at age 11 at the end of Key Stage 2, in year 6. This SAT 
test was rolled out between 1991 and 1998 to assess the impact of the National 
Curriculum. 

Originally the plan was for compulsory SATs at the end of Key Stage 1 for 
7-year-olds, in year 2, and SATs in Key Stage 3 as well. But testing such young 
children is met with signifcant resistance from teachers and the National Union 
of Teachers (NUT). The NUT described SATs for seven-year-olds as “unfair and 
unworkable”. Consequently, SATs in Key Stage 1 are now optional but are still 
taken by most learners. In 2008 the plan for Key Stage 3 SATs was also abolished 
as it was thought to cause way too much stress for children at this age. And in 
September 2017, following a consultation period, the government announced that 
Key Stage 1 SATs would be scrapped in the 2021–22 academic year to be replaced 
by a ‘Reception Baseline Assessment’ test, administered when children entered 
reception. This started in 2021. 

SATs for 11-year-olds are used to assess both the school and each child’s progress 
in English and maths to determine whether children have achieved the expected 
standard, fallen below it or exceeded it. All children are scored between 80 and 
120, with 100 being the expected standard. 

As mentioned in chapter 1, the government updated the National Curriculum in 
2014. And this was refected in an upgrade to the SATs in 2016 which introduced 
more differentiated tests in maths and English. English tests now assessed reading, 
spelling and grammar. Maths test assessed arithmetic and mathematical reasoning. 

In 2016 the way SATs were scored was also changed, from reporting ‘levels’ 
of capability to a ‘scaled score’, although a child’s raw SAT scores were also 
available. The idea of a scaled score was to enable comparison across years, pre-
sumably because the diffculty of questions may vary across years and the percent-
age of pupils achieving a certain level would also vary. In addition to the SATs 
results in English and maths, children may also be assessed by their teachers in 
English, maths and science. All this testing is then fed into National League Tables 
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to enable schools to be compared against each other. And secondary schools use 
the Key Stage 2 SAT score to stream year 7 children in English and maths. How-
ever, most secondary schools use their own methods to stream pupils using Year 7 
SATs, teacher assessments and other cognitive ability tests. Private schools are not 
required to use SATs, although approximately 20% do. And some authorities still 
use an ‘11+ exam’ for admission into grammar schools – all without considering 
the context of the learner and the relevance of the progress they’ve made. 

All this testing simply assesses technical capability in two subjects – English 
and maths. SATs don’t assess the level of cognitive sophistication, which is rel-
evant to all subjects. The understanding of cognitive sophistication and how it 
develops in children and adults, and how to assess it is now understood. And it is 
way beyond the blunt and biased IQ testing that has existed since 1905. But sadly, 
this understanding hasn’t been taken up by educational systems, as most are still 
obsessed with knowledge and learning. 

Although there is a growing appreciation that this endless testing isn’t deliv-
ering and that simple knowledge transfer isn’t preparing children from the world 
we live in, change on the ground is slow. There are plenty of educators who 
believe that instead of teaching knowledge and testing memory via exams, the 
system should be shifting what is taught from knowledge to capacities such as 
critical thinking, problem solving and teaching children how to differentiate 
fake news and content from reality. For example, the 4Cs: Creativity, Critical 
Refection, Communication and Collaboration11 or the 6Cs of 21st century living12 

which includes the four already mentioned and character and citizenship. There 
is little doubt these are far more important skills to learn in school if our young 
people are to be equipped for the world they will enter as employees. These skills 
are also far more important to them as they become partners and parents and seek 
to maintain friendships over the long term. These are developmental capabilities 
that help us in the ‘I’, ‘WE’ and ‘IT’/‘ITS’ dimensions and cross many lines of 
development, not just cognitive. 

The point here is that there is currently no real attention paid to the cognitive 
line of development beyond trying to measure knowledge transfer – which is very 
low hanging fruit on the cognitive tree. There is no sophistication about the levels 
of cognitive capability and no effort to expand those levels. And whilst there may 
be an appreciation that knowledge transfer is obsolete, in most schools there is no 
workable solution on how to develop creativity, critical thinking, communication 
or collaboration skills. Or how to develop character and create upstanding citizens. 
Instead, creativity is ticked off by ‘the arts’. And the rest are largely ignored or left 
to the parents. 

In addition to assessing an individual’s physicality, their emotional and social 
intelligence and their cognitive development, we believe it’s vital to also assess the 
evolution of their values and their ego maturity. Understanding the motivation of 
a child or an adult can transform their ability to progress in life. Motivation is a 
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primary driving force for children and adults. How many times have we heard that 
children are ‘bored’ by school or staff are disengaged. 

Similarly, one of the primary roles of education is to help children develop a 
healthy sense of identity and sense of self. This is exactly what assessing ego matu-
rity can deliver. 

It may seem counter-intuitive to suggest we assess all fve ‘internal’ lines of 
development when there’s already a massive cultural resistance to measurement in 
education. But if such assessment were to be developmental instead of reduction-
ist, they would transform the quality of the educational system. Such an approach 
would enable teachers to have much greater autonomy and impact which correlates 
with the transformation of classroom outcomes. As such, the resistance to techni-
cal capability assessment may give way to an enthusiasm for personal capability 
assessment. Once teachers and educational leaders understand these fve lines of 
development and the various levels of sophistication within each line, they appre-
ciate that this can be one of the key levers to transform the entire educational 
system. 

These lines of development are personal, so everyone is more engaged in 
addressing their own resistance which then creates a culture of development. They 
connect the dots and can see how their early experiences shape them as human 
beings and therefore how that then shapes their approach to learners. And, more 
importantly how they can self-author something better for themselves that ripples 
out far beyond the school gates. 

The benefts of unlocking new levels of development are non-linear. Each line 
of the fve key lines of development has a different number of available levels to 
be unlocked. Moving from one level to the next in any line of development isn’t 
as easy each time. For example, development up the ego line is initially straight-
forward, and largely automatic as we grow from a child into an adult, but there are 
huge gains to be made if ego maturity is developed in the teen years into adult-
hood.13 And huge losses if it is not. Unlike the physical development from child 
to adult, the maturity development from adult to mature adult is not an automatic 
process – it requires conscious effort and attention. 

To develop we must frst learn about development. But a theoretical understand-
ing of development isn’t the same as developing, in the same way as knowing there 
are four more levels in a computer game doesn’t mean you can access those levels. 
To unlock levels beyond where we currently operate from requires hard work and 
often skilful guidance from a coach that knows how to facilitate that evolution. 

The playbook to unlock our own potential changes depending on which lines of 
development we’re talking about, in addition to which level we’re talking about. 
For example, if children or adults want to gain greater mastery over their energy 
levels then they must frst cultivate something called interoception, or body aware-
ness. This means developing awareness of the different physiological signals their 
body generates. Then they must be able to accurately quantify how much energy 
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they have. Fortunately, this can be precisely quantifed using heart rate variability 
technology and various wearable devices. Having cultivated much better aware-
ness of the amount of energy they have available, it’s possible to then develop an 
awareness of the quality of their energy. Increasing the sophistication of their energy 
regulation goes way beyond simple platitudes about the importance of sleep and 
trite statements about relaxation techniques. 

To help children mature in their physicality we should give children the tools to 
recognise and manage their energy. 

Understanding the Mental Health Crisis 

Similarly, if we want children to develop their emotional and social intelligence, 
we should teach them properly about the 12 levels of ESQ and massively expand 
their emotional literacy. Even in schools that are dedicated to working with chil-
dren who have social, emotional and mental health (SEMH) needs, we rarely edu-
cate children about the thousands of possible emotions we can feel. And we don’t 
equip children or teachers with the tools to self-regulate. No wonder there is a 
mental health crisis! 

We urgently need to change the narrative on mental health in schools. This 
starts with acknowledging that the problem is not typically ‘mental’ and it’s not 
‘health’.14 Mental health is not mental because, in the most part, cognition is nor-
mal in the person who perceives they’re suffering from a ‘mental health’ problem. 
The content of their consciousness may be darker, but the processes of cognition 
are intact. Schizophrenia is a ‘mental’ problem because normal cognitive processes 
are disordered. The problem is emotional not mental. They are not the same thing. 
And this misdiagnosis of the issue as ‘mental’ is causing stigma and many suggest 
that the stigma results in more suffering than the negative emotion, be it anxiety, 
overwhelm, stress or whatever. 

Also, mental health is not a ‘health’ problem any more than being unable to 
read is a health problem. If we’ve never taught children to develop their ability to 
handle negative emotions, then it shouldn’t surprise us that they are overwhelmed 
when life becomes complicated by diffcult challenges. 

Mental health, as we understand the term today, is essentially a failure of devel-
opment. A failure of education. Just like failing to teach a child how to read or 
write, we’ve failed to teach children to be emotionally literate or regulate their 
emotions effectively. And we could completely change the mental health narra-
tive by correctly identifying the problem – a failure of emotional development. If 
we help children develop their emotional and social intelligence, then we could 
largely eradicate the mental health epidemic. 

Imagine the positive impact on children’s emotional and mental state if emotional 
literacy and self-regulation were built into the National Curriculum and became 
central to the education system. Imagine the positive impact on behaviour and 
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performance and the knock-on effect that would have on teachers, parents and 
eventually employers. Imagine the impact on relationships between children and 
between adults if developing emotional and social intelligence became a central 
part of the curriculum. Such a shift is supported by research such as the Harvard 
Study of Adult Development which has followed the lives of 724 men since 1938. 
This study proved that what makes a good life isn’t money or fame, or an impres-
sive job title, or even good health. It’s the quality of our relationships.15 Surely, we 
should be giving our children the knowledge and tools to be happy and healthy in 
themselves and with others, now and into the future. 

By focusing on development rather than learning, we can massively expand 
personal ‘I’ capabilities for all stakeholders involved in education. Right now, this 
isn’t even on the radar of educational reform because there’s very little understand-
ing around vertical adult development despite educators seeking what is best for 
the learner. 
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5 Individual Development  
in Practice 

Whether you’re a student looking to extract more value from your education, a 
teacher looking to improve the way you teach and cope better with the stresses of 
the job, or a leader or policy maker seeking to fnd systemic improvements, you 
must frst look at yourself and how you can change if you want to alter system 
outcomes. In our experience many teachers are so pupil-centric they tend to look 
for things they can ‘do’ to or with the students rather than look at themselves 
frst. Often to do so feels ‘selfsh’. But step-changing your capability can make a 

Figure 5.1 Integrated Performance Model 
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dramatic difference to educational outcomes. If we want to develop ourselves, we 
must understand, more precisely, how the human system works. 

It’s very clear that the results we achieve are down to what we do, our actions and 
our behaviour. Which is why we often focus on leadership behaviour or anti-social 
behaviour in schools. 

But changing teachers’ or pupils’ behaviour is not easy. Why? Because visible 
behaviour is driven by things that aren’t visible. These things sit below the sur-
face. Like an iceberg where 80% of its mass is below the waterline. What’s driving 
behaviour is below the waterline (Figure 5.1). 

The frst thing that determines what we do is thinking. What we think deter-
mines what we do. 

If you’re reading this and thinking, “What are these guys on about?”, it’s unlikely 
you’re going to do anything different as a result of reading this book. But if you’ve 
made it this far, then you may be thinking that there might be some value in what 
we’re saying. So, your behaviour – continuing to read the book or not – is deter-
mined by what you are thinking. 

But our thoughts don’t occur in a vacuum. Every thought we’ve ever had, what 
we think and how well we think it is determined by something more fundamental 
in the human system. And that’s how we feel. How we feel changes what we think. 

There is, of course, a reciprocal relationship between thinking and feeling. How 
we think changes how we feel; and how we feel changes how we think. But if 
thinking and feeling got into an arm wrestle, feeling would win every time. This is 
why feeling, rather than thinking, is really the primary determinant of what we do. 
We all know this instinctively. 

A teacher may get to the end of the week and think ‘I have to mark those last 
fve essays’. But if she ‘doesn’t feel like it’ – what wins? Thinking or feeling? Feel-
ing wins – almost every time. Of course, it’s possible to override our feelings with 
sheer will power, but feelings dictate our actions most of the time. This is espe-
cially true for children, who have yet to develop any sophisticated capacity to 
override their feelings. 

So, if we want to change what someone thinks or how well they think it, then we 
need to change how they feel. But changing how we feel isn’t enough because how 
we feel is determined by something even more fundamental in the human system, 
and that’s raw emotion. 

The reason it’s so hard to change the way people feel is because we pay so little 
attention to our emotions and most people are emotionally illiterate. When asked 
how we feel, most of us don’t really know. We say, ‘I’m fne’. But we don’t know 
whether we really feel fne, maybe we are ‘OK’ or ‘relaxed’ or even ‘compliant’, 
but most of us can’t distinguish these emotions as separate entities. Effectively 
when we’re asked how we feel, we’re guessing. Most adults only experience about 
a dozen emotions on a regular basis. If we don’t really know how we feel, because 
we’re not paying attention to our emotions, then it’s not surprising we can’t change 
how we feel. Even if we were more aware of our emotions that still wouldn’t be 
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enough, because there’s something even more fundamental driving our emotions. 
At the bottom of the iceberg, at the base of the human system, is physiology – all 
our biological reactions and processes. 

Physiology is just data or information streams that each bodily system generates all 
the time. As you read these words, your body is taking care of a million little details 
that keep you alive – there is constant activity. Vast streams of data are being sent and 
received from one body system to another in the form of electrical signals, electro-
magnetic signals, chemical signals, pressure, sound and heat waves. And we don’t 
have to think about any of it; the human body is the ultimate performance machine. 

All of us experience this constant traffc of physiological information fowing 
around our body 24/7. But very few people understand its impact, and fewer still 
have learnt how to control the traffc and generate better quality outcomes. This 
is why the physical and emotion lines of development in the ‘I’ domain are so 
important. They give us far greater control of our system. If we develop the ability 
to manage our physiology, emotions and how we feel, we start to develop much 
greater control over our thinking and our consciousness. We can’t think our way 
to better thinking, but we can get a better grip of our system which improves the 
biological and emotional context in which all thoughts emerge. With better think-
ing we make better choices and take more constructive action. All these levels are 
intimately connected, but the untapped potential exists in the bottom three levels, 
which have been largely ignored. Most schools favour approaches that predomi-
nantly focus on cognition. 

We are suggesting that the fastest and most sustainable way to transform the 
education system is to help all the stakeholders embark on a developmental jour-
ney, transforming themselves, step changing their maturity, their ability to think 
faster and at a whole new level of sophistication. 

Of the fve key inner lines of development, the cognitive line requires less atten-
tion than the others, largely because the level of cognitive sophistication in most 
teachers and education leaders is good enough. Most are smart enough to drive the 
transformation required. What’s preventing the transformation of education from 
happening has much more to do with the other lines of development. Teachers are 
exhausted, there is insuffcient emotional regulation. Values and motivations are 
misunderstood and not leveraged or integrated. And we need to step change the 
levels of personal maturity to unlock the potential in the system. 

Let’s dig in a little and explore how to accelerate development in the other four 
lines of development that will help deliver the transformation: physical, emotions, 
values and ego maturity. 

Developing Greater Physical and Emotional Intelligence 

Developing a much more sophisticated awareness of, and ability to regulate, our 
energy levels and our emotional and social intelligence can be addressed together. 
The two phenomena – physiological energy and emotions – are intimately related. 
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The quickest way to understand this relationship is to use the metaphor that 
our bodies are like an orchestra. Each bodily system, like the heart, lungs, guts, 
muscles, etc., are equivalent to the different sections of that orchestra. We could 
consider the heart to be the string section and the guts to be the wind section, for 
example. Within each orchestral section we have different players. Thus, in the 
string section we have a violin, a cello and double bass. These could be the differ-
ent physiological signals that the heart generates. Thus, the electrical signal of the 
heart is the violin; the electromagnetic signal of the heart could be the cello; the 
blood pressure waves would be the double bass. 

The orchestra has many players, in the same way that our bodies create many 
physiological signals. This metaphor clarifes the difference between our phys-
iological energy, our emotions and our feelings. The energy is the individual 
signals that each orchestra member creates. The emotion is the signals from all the 
‘energy-in-motion’ or composite of the entire orchestra playing. And the feeling is 
the awareness of the tune the orchestra is playing. 

Every child, every teacher and every educational stakeholder has an emotion 
every single second of every single day, because their ‘orchestra’ is always playing 
a tune. What most individuals don’t have is a feeling. Simply because most adults 
and children are not aware of the tune their bodily systems are playing. They are 
not paying attention to these internal signals, they are paying attention to external 
signals whether it is the TV, a computer game, the screen on their smartphone, a 
spreadsheet or a social media feed. We’re distracted by the noise outside and pay 
scant attention to the tune inside. 

If we shift our attention to what’s happening inside of us, some people can tune 
into the noise a single player in their orchestra is making. For example, some people 
may be aware that they’re sweating. Others might notice their temperature or that 
they feel warm. Some people notice their posture when they’re sitting or standing 
for long periods. Some are aware of some aspects of their breathing. But for most 
people such awareness is, at best, rudimentary and almost always transient. 

There are, as we mentioned in the last chapter, 12 levels of emotional and social 
intelligence (Figure 5.2). 

These levels embrace both the physical and the emotional lines of development. 
The 12 levels are divided into three sections. Every section starts with awareness 
because there is no change without awareness. Each section also describes a set of 
capabilities that come online as we unlock that developmental level. 

Level 1 of ESQ – Energy Awareness 

Teaching can be an exhausting experience. It’s not just the responsibility of help-
ing society’s most precious resource, the next generation, it’s also the amount 
of preparation that must now be done out of school hours to prepare each les-
son. Teachers spend hours constructing lesson plans that can withstand the scru-
tiny of school inspectors, as well as hours spent marking homework. It’s not 
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 Figure 5.2 The 12 Levels of Emotional and Social Intelligence 
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surprising then that, in a survey of nearly 1,500 teachers, 58% say that they expe-
rience frequent job-related stress. This is nearly double that experienced by other 
workers in the comparison group. Also, 20% of teachers reported experiencing 
symptoms of depression. A quarter of teachers said they were likely to leave their 
job within a year. Teachers also reported the main stress in their job came from 
managing children’s behaviour and a quarter said they even feared for their own 
physical safety.1 

Accurately quantifying our energy levels is vital to ensuring we don’t slip into 
a state of exhaustion. The best way to do this is to assess heart rate variability (HRV) 
for one to three days while at work. We’ve been measuring leaders’ energy levels 
using HRV for more than 25 years. In our experience, teachers either massively 
over or underestimate how much energy they have, because like many people their 
awareness of their energy levels are wildly inaccurate. We are also not very per-
ceptive about the different parts of our orchestra. Some people can only ‘hear’ one 
member or one section of the orchestra. For example, we may be very tuned into 
our heartbeat. Or we may be very sensitive to the rumblings, tone or spasms in our 
guts. Others, like yoga teachers, may be very aware of their posture. 

Furthermore, most people have very little idea where their energy comes from 
and where it goes. It can be very helpful to make a list of all the things that boost our 
energy levels and all the things that drain our energy. We call this the E-Bank skill. 
Once we have identifed the people, places, processes or things that boost or drain 
us, it’s important to review our energy bank account so we can see the patterns that 
we are creating in our own lives. Once we can see these patterns in our E-Bank, we 
can set ourselves some goals for how to plug the leaks in our energy and amplify the 
deposits in our account. This is a big part of the work of ESQ level 1. 

Level 2 of ESQ – Energy Management 

Once we have greater awareness of our energy levels we need to cultivate a much 
greater control of our energy – the quantity and the quality. Here we can, again, use 
HRV to determine whether our energy management skills are working. We can also 
use HRV biofeedback to confrm whether we’re able to improve the quality of our 
energy. Are we generating coherent or chaotic HRV. 

When we’ve worked in schools, we’ve seen children very quickly pick up HRV 
biofeedback, using our Complete App to self-regulate. Using a sensor that clips on 
the child’s earlobe, which is connected to a phone or iPad, the App has a breath 
pacer that the children follow to shift their heart rate from a ‘red zone’ chaotic sig-
nal into a ‘green zone’ coherent signal. 

Often after a tumultuous experience at home or lunch break, children would 
come into the classroom and purposefully shift their energy from a state of physi-
ological chaos into a coherent state. This meant they were in a much better energy 
state for the afternoon lessons and much less disruptive in class. Such proactive 
self-regulation was game changing for many teachers and the pupils themselves. 
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 Figure 5.3 Rhythmic Even Breathing Creating a Coherent HRV Signal 

Most children enjoyed seeing with their own eyes whether they were chaotic and 
‘in the red zone’, or coherent and ‘in the green zone’. Imagine live data to inform 
zones of regulation! 

The skill that enabled them to shift from chaos to coherent was learning to 
control their breathing in a very specifc way. There are 12 different aspects to 
our breathing that we can control. Rather than take a few ‘deep breaths’, which 
does very little to help brain function, we taught children to breathe rhythmically, 
evenly through the centre of their chest via the breath pacer on the App. 

This BREATHE skill (Breathe Rhythmically Evenly And Through the Heart 
Every day) is a very effective way to plug the leaks in our energy account.2 When 
our breathing is chaotic, our HRV signal is also chaotic and we lose energy very 
quickly. But when we use the BREATHE skill, we can plug the leaks in our energy 
because our HRV signal becomes much more coherent (Figure 5.3). 

Developing coherence in the classroom enables pupils and teachers to maintain 
self-control even in highly charged situations. It prevents our brains from shutting 
down under pressure and allows us to think clearly. It’s a highly effective skill for 
pupils to use in an exam, or for teachers to use when a school inspector is sitting 
in observing their lesson. The BREATHE skill stabilises our physiology, the bot-
tom level of the performance iceberg. With a stable physiological platform, we can 
progress to the third level of emotional and social intelligence and start working 
directly with our emotions. This moves us from just dealing with the ‘lead violin’ 
in the body’s orchestra (the electrical signal of the heart as seen in our HRV) and 
making sure it’s playing coherently, to making sure the whole orchestra is playing 
coherently and ‘in tune’. 

Level 3 of ESQ – Emotional Awareness 

The third level of emotional and social intelligence is focused on helping us to 
understand the nature of our emotions. This is vital because much of the confusion 
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about mental health, and even emotions themselves, is because we’ve largely mis-
understood emotions as an idea. This is particularly true in the way we educate 
young boys about emotions. 

Boys are taught to ‘toughen up’ and suppress their emotions, or worse, deny their 
emotions even exist. We still hear this in adult leaders. Girls often talk to each other 
about how they feel, and it’s much more socially acceptable for girls to express their 
emotions than it is for boys, yet women in leadership roles often reveal how they’re 
infuenced to adopt the ‘male persona’. But neither boys nor girls are educated to 
understand the nature of emotions and the central role they play in our lives. It’s 
hardly surprising then to hear adults say things like ‘we need to take the emotions 
out of this’. Not only is this not possible, it’s not advisable. Such comments refect 
how much we misunderstand the nature of emotions, in all walks of life. 

For example, emotions are what enable us to make decisions. In fact, if we 
were to summarise ffty years of academic research into the neuroscience of 
decision-making, it could be summed up with the single phrase ‘all decisions are 
feelings justifed by logic’. 

Even the most hard-bitten neuroscientists would now acknowledge that ‘ration-
ality’ doesn’t exist without emotion.3 Rather than suppress, deny or ignore our 
emotions, we should study them. We should understand what emotions are, how 
they work and clarify their purpose in our lives. 

Essentially emotions are just composite physiological signals that are designed 
to provoke appropriate action. If we don’t understand the emotional signal our 
bodies create, then we’re more likely to take a wrong turn. If we don’t hear the 
message of our emotion, we will keep making the same mistakes. 

In summary, emotions are central to decision-making; they drive our behaviour, 
they underpin our motivation, they determine the clarity of our thinking, they can 
transform our ability to learn and they are central to all our relationships, our abil-
ity to manage change, our health and our quality of life. Emotions alter our ability 
to be present and enjoy the moment. They give our life meaning and purpose. 
They determine our sense of self and our identity. Emotions are so important to all 
aspects of our lives, there’s a very strong case to make emotions a subject in school 
as important as maths or computing. 

Level 4 of ESQ – Emotional Intelligence 

Most of us have heard of the ‘fght or fight’ physiological response. In fight our 
system releases adrenaline, which gives us a boost of energy so we can run away! 
In contrast, when we fght, our body releases adrenaline’s sister, noradrenaline, 
which readies the body for battle. If rather than psyching ourselves up to deal with 
a threat we freeze, play dead or faint, we are activating a very different physiolog-
ical response. 

All three responses are common before walking through the school gates or in 
the classroom. Most of us have experienced the fight response in an exam when 
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we read the frst question, or the freeze response when we panic because we don’t 
know the answer. The fght response is equally prevalent in schools, as most 
children must learn to stand up for themselves or deal with bullying. Disruptive 
behaviour in class is often the consequence of triggering these defence reactions 
to threats. 

All three physiological responses are equally prevalent in teachers. We recently 
had a design session with a well-being team in a school. We saw how the staff 
struggled to overcome unruly pupil behaviour simply because the pupils didn’t 
feel safe and their physiology was triggered. Any conversation that the teachers 
wanted to have about trust building were a waste of time until these basic physio-
logical threats were dealt with, and only then could psychological safety become 
established in the classroom. Now we encourage teachers to start every meeting 
with an emotional check-in before we try to achieve anything else. We must frst 
deal with our physiology and emotions before we have any hope of having an effec-
tive meeting or lesson. 

While most people have heard of adrenaline, which is seen as our ‘accelerator 
fuid’, very few people have heard of the brake fuid, which is a chemical called 
‘acetylcholine’. In general terms, heating our system up requires adrenaline, and 
cooling the system down requires acetylcholine. These chemicals are created by 
our autonomic nervous system (ANS), which determines our levels of activation, 
arousal or animation as well as our levels of relaxation. 

Figure 5.4 Henry’s Axis Underpins Performance 
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But contrary to popular belief, getting psyched up or being chilled under pres-
sure doesn’t determine the quality of our performance. Whether we perform well 
or fail is much more determined by our hormonal or ‘neuroendocrine system’ (NE). 
Our NE system underpins our emotional state, whereas the ANS determines the 
degree of our arousal. 

If we put the ANS activation axis together with the NE emotional state axis, we 
get a much clearer picture of what underpins our ability to succeed (Figure 5.4). 
The relationship between these two profoundly important physiological systems 
was frst described by James P. Henry, professor of physiology at the University of 
Southern California School of Medicine in Los Angeles.4 

Level 4 emotional intelligence requires us to develop a sense of whether we are 
activated or relaxed, positive or negative. This very basic level of self-awareness 
is critical to our health and performance. If we are on the left-hand side of Henry’s 
axis our body creates anabolic steroids that build us up, improve our health and 
our performance. If we’re on the right-hand side of the axis our body pumps out 
catabolic hormones, particularly cortisol, which is the body’s main stress hormone. 
This causes our system to go into a ‘breakdown’ state. 

When our bodies produce too much cortisol, we get depressed. And when we 
get depressed, we produce high levels of cortisol. Cortisol creates low mood which 
creates more cortisol. It’s a vicious cycle. Negative emotions massively impair our 
ability to learn, and persistently high cortisol levels can render us unable to make 
progress for months or even years. 

In contrast, when we are on the positive side of the NE axis, our body produces 
a range of anabolic hormones, particularly dehydroepiandrosterone (DHEA). 
DHEA is known as the ‘performance’ or ‘vitality hormone’, and the body’s nat-
ural antidote to cortisol. It’s associated with more ‘positive’ emotions. When we 
experience positive emotions, we naturally produce more DHEA, which makes us 
feel better, which generates more DHEA. We create virtuous cycles. This is why, 
in sports, teams often have winning streaks, or losing streaks if they generate too 
much cortisol. It’s why if children do well in their frst exam, they might get ‘on 
a roll’ and outperform expectations on all their exams. If they do badly in the 
frst exam, they might create cortisol-driven vicious cycles and bomb in all their 
exams. 

The link between physiology and emotions doesn’t just affect exam perfor-
mance. If a child has a diffcult home life or starts their day with confict or bad 
news, before they even get to school, they simply won’t be in a ft state to extract 
any value from the morning lessons. This goes for teachers too. If teachers have 
had a diffcult journey to school, maybe they’ve been delayed by traffc or strug-
gled to get their own children out the door, they may arrive in a less than optimum 
state to teach. If the teachers’ and children’s negative emotions at the beginning 
of the day are then compounded by a negative mood in the staff room or in the 
playground, then cortisol-driven impairment of learning and teaching can become 
endemic. Their emotional state can become a trait, leading to a negative emotional 
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reaction even to the thought of school, creating further disengagement. But what if 
we design the learning environment to create peak experiences? Maybe we could 
create a positive response to the idea of going to school. 

Clearly it’s vital that children and adults know which quadrant of Henry’s axis 
they are operating in. Are they on the positive or negative side of the axis. Is their 
system heated up or cooled down? 

Level 5 of ESQ – Emotional Literacy 

When we start helping school leadership teams to develop, we often ask them to 
spend fve minutes writing down how many emotions they remember experienc-
ing in the last week. Usually in a room of 20 adults, the answer on average is eight 
emotions, and often most of them are negative. Then we ask them to guess how 
many separate emotions it’s possible to experience. Even the most ambitious don’t 
guess more than 500 emotions. The truth is it’s possible to experience roughly 
34,000 different emotions.5 

If teachers are only familiar with eight out of 34,000 emotions, they’re basically 
emotionally illiterate. In fact, we’ve tested this question all over the world, and 
the results are always the same. Most adults are emotionally illiterate. Why? 
Because emotions are not a subject they studied at school. We never learn about 
them. We never learn to understand their role in our lives, and we certainly don’t 
develop the ability to differentiate one emotion from another, or accurately label 
each emotion we do experience. 

To help children and teachers develop their emotional literacy, we have loaded 
more than 2,000 emotions on the Complete App in what’s called the ‘Universe 
of Emotions’. Following the physiology of Henry’s axis, we’ve identifed whether 
every emotion is positive or negative, high energy or low energy. To avoid getting 
overwhelmed by 2,000 choices and to help children (and adults) build up their 
literacy, we can start with the four most basic emotions, the four Superclusters: 
Happy, Sad, Angry and Content. If we zoom in a little more, we can expand our lit-
eracy to the 16 Nebulae: the eight positive nebulae of Passionate, Amazed, Happy, 
Cheerful, Appreciated, Curious, Content and Relaxed; and the eight negative nebu-
lae of Anxious, Angry, Tense, Stressed, Confused, Sad, Tired and Worthless. Once 
children and adults are familiar with these 16 and how they differ from each other 
in terms of energy and positivity, then they can explore the 64 galaxies in the Uni-
verse of Emotions (Figure 5.5). 

Some schools have found it very useful to put this poster on every classroom 
wall, and maybe even the staff room wall, as a reminder that we all spend every 
moment of every day somewhere in the Universe of Emotions. The only question 
is: what planet are we on? It can be incredible useful to keep an ‘E-Diary’ by logging 
how we feel every day, using the Complete App and the Universe of Emotions. 
This shows us what planets we tend to gravitate towards when we’re not paying 
attention, and how little ‘navigational control’ we may have on our own lives and 
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 Figure 5.5 The 64 Galaxies in the ‘Universe of Emotions’ 

how infuenced we are by factors outside of us, rather than retaking control of our 
own emotional experience. 

Obviously to be an effective learner or student, we need to be in the top left-
hand galaxies in the Universe of Emotions. Between lessons, at break or at lunch-
time we should be recovering in the bottom left-hand galaxies. Ideally, we should 
avoid spending too long in the top right-hand galaxies. But most of all we need 
to get out of the bottom right-hand galaxies if we are living there. The bottom 
right is the most dangerous place to be, for pupils and staff. These galaxies are 
pernicious. People operating from these galaxies mistakenly believe they’re not in 
trouble because they are not agitated. But in the bottom-right galaxies we’re still 
producing high levels of cortisol, and this is impairing our performance and ability 
to learn or teach. How many pupils and teachers are living on the planets of dis-
engaged, detached, bored, apathy, inattentive, hopeless, helpless and many of the 
other unhelpful planets in this galaxy? 

When someone is feeling angry, frustrated or anxious in the top-right, it is usu-
ally noticeable, and therefore action is more likely to be taken to shift to a better 
planet. But adults or children living in the bottom-right often go unnoticed. There 
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is much talk in education about psychological safety, but we are not looking at the 
raw data and which emotions or planet we are stuck on every day. 

Children who are stuck on the right-hand side will often experience well-being 
or ‘mental health’ issues, and attendance rates will often be very poor. As men-
tioned in chapter 1, since the global pandemic, school absence has risen dramat-
ically. Now more than 20% of all children have missed more than 10% of their 
lessons. And the data are worse in more deprived areas, which will only com-
pound social inequity over time.6 

And it’s not just the children who are not turning up. In the 2020/21 academic 
year, 68% of teachers took sickness absence with an average of 9.3 days per 
annum. This equates to more than 3.2 million days lost due to illness, a 56% 
rise since above pre-pandemic levels.7 Even allowing for an average educator’s 
salary of £33,000, this works out at £1,255 per year per person and a cost of 
£432 million to the system. Investing in this line of development clearly makes 
sense fnancially and socially. 

Level 6 of ESQ – Emotional Regulation 

Emotional awareness, at level 5, is necessary but insuffcient to change outcomes. 
We must do something with our awareness and expanding emotional literacy. And 
that’s to develop the ability to change how we feel on demand, every day. 

When Matt was a headteacher, he introduced a 20-minute well-being session 
each morning focused on physiological and emotional self-regulation for chil-
dren and staff. It was one of the best decisions he ever made. That and many 
other related interventions produced an 80% decline in negative behaviour 
incidents in a school with a population of complex needs and developmental 
delay. And this occurred despite signifcant initial resistance to using up ‘valu-
able learning time’. Learners had the opportunity to check in on how they felt, 
let go of the challenges from the night before or during the morning transition 
into school and begin the day in a positive state. You can read more about Matt’s 
experience in chapter 12. 

Taking a little time at the start of the day to actively self-regulate also high-
lighted who may need additional support. Also, using the poster to create a com-
mon emotional literacy language with all stakeholders enabled everyone to share 
their experience and progress more easily with each other, starting with the lead-
ership team. 

This may seem like a relatively basic idea, but without frst controlling our 
own emotional state, we can’t even begin to address the wicked problems that are 
deeply embedded right across the education system. 

Matt recalls how this simple initiative transformed student outcomes, even with 
the students who had severe learning diffculties. One young man struggled with 
very aggressive behaviour. Teachers had been sent to A&E with broken noses and 
many teacher’s assistants were too petrifed to work in the same room as this young 
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man. There appeared to be no solution. When discussing this with his mother, she 
was naturally defensive and she claimed, “he’s not like this at home”. 

Matt asked to visit his home to see if there was anything that could be learnt from 
that environment which could be transferred to the school. What he discovered 
was a normal suburban home where the young man was sitting quietly at a table 
with a glass of orange juice. This wasn’t a behaviour they’d seen at school, where 
many cups had been thrown and shattered against a wall. The home visit went well 
and reminded Matt and his colleagues to drop their pre-conceived assumptions 
about what’s possible and remember the vital part that the context plays in infu-
encing emotional state. It reinforced the critical importance of staff frst regulating 
their own emotions before trying to help others manage theirs. Emotions are conta-
gious but leaders often set the climate. 

There were many complexities to this young man’s needs, but Matt and his 
staff worked on physiological and emotional self-regulation strategies, particularly 
at the transition points of the day. The strategies included reducing the sensory 
overload he felt at these key moments. The staff also worked on emotional self-
regulation skills, which his mum was using to great effect at home. With these 
strategies in place, the changes were astonishing. The young man didn’t become 
a perfect student, but the A&E visits stopped, and his diffcult behaviours reduced 
dramatically. He was less prone to aggressive outbursts, more socially engaged and 
could even calm himself down at times. 

It was so successful that these strategies were embedded into the rest of the 
school. Teachers practised and taught the techniques shared in this chapter as a 
foundation for all interactions. And, of course, these techniques aren’t just confned 
to the school setting. They apply equally to public speaking, team discussions, 
learning how to drive a car. They’ve also been incredibly useful in the day-to-day 
interactions of the leadership team, creating a positive environment and a more 
stable emotional base that allows staff to deal with the many challenges they face 
more effectively. They understand that cleaning up the triggers of unwanted emo-
tions helps prevent them from projecting their own experiences on to learners. 
Staff are now empowered to reshape their patterns of perception and their behav-
iour which sets the climate for trust, growth and challenge. We all recall which 
teachers we liked at school. Maybe the emotions that those teachers brought to the 
classroom and the climate they created was a big part of why we liked them? 

One of the key skills of emotional regulation is to be able to sustain more help-
ful emotions once they appear. The diffculty most people have, if you ask them 
to maintain a positive emotional state, is they don’t know how to. Simply because 
they’ve never been taught this skill at school and it continues into adult life, fuel-
ling the cyclical nature of modelling. For most people trying to hold onto a helpful 
emotion is like trying to grasp a cloud. 

To help we’ve developed a skill called MASTERY. The basic idea is that emo-
tional states are subjective. This means we are the subject. The anger has got us. 
We haven’t got it, it’s got us. This is why people are so easily overwhelmed by their 
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emotions, whether it’s anger or excitement. To gain control over any emotion, it’s 
necessary to objectify them. This is what’s called a “subject to object” (S2O) move. 

Rather than experience anger or excitement, we can learn to observe it. Next 
time you feel anything, see if you can sense what it is you’re feeling. To help, the 
MASTERY skill provides a framework. 

First, you can observe the ‘basic features’ of an emotion. Where are you feeling 
it in your body? What shape, size and colour is it? What’s the temperature of that 
emotion? Does it have a sound? This is a fun exercise to do with children. You can 
print out a picture of a body and ask them to colour it in when they feel different 
emotions. The good news here is there is no right answers, so no-one can get the 
answer wrong. It’s a great exercise to do in a classroom, to ask children and teach-
ers to share how they experience different emotions. Not everyone experiences 
anger or excitement in the same way. 

Once we’ve described the basic features of an emotion, we can then move onto 
observing the movement features. How does the emotion move through your body 
or off your body. The more detailed a description you create, the stronger the expe-
rience. Remember this is not a visualisation or an invention or an imagination. It’s 
an observation. When you feel delighted, what is it that you are actually feeling? 
How is the energy moving through you. 

Once we’ve described the movement features of an emotion, we can then move 
onto observing the special features. Does this emotion put a spring in your step, 
does it bring a tear to your eye. Does it make you want to punch the air, clench your 
fst or gnash your teeth? 

The more detailed your observation of your emotion, the easier it is to hold onto 
that emotion for longer. You’ll also fnd it easier to trigger that emotion or re-install 
it when you need it. Once you have a basic description, you can return to it many 
times and add more detailed observations until you’ve completely mastered the 
emotion. When you have mastered an emotion, you can turn it on when you need 
it because you are now very clear what you are trying to turn on. Just imagine being 
able to turn on confdence whenever you needed it and being able to sustain it for 
an hour. What a life changer that would be. Sustaining confdence is possible once 
you mastered that emotion, like any other that could help you. 

To enhance your MASTERY ability even more, you can also use the PEP skill 
(Positive Energy Practice). The idea behind PEP is to identify the rituals and habits 
that you already engage in every day and tag them with a very specifc emotion that 
you want to experience more often. You literally ‘PEP up’ that ritual. 

For example, most people follow a specifc ‘getting up ritual’ every day. So why 
not PEP it up by adding 30 seconds of appreciation into your ritual every morning. 
You can do the same with your shower ritual, adding gratitude to the experience 
because you are fortunate to have warm water in your home. Every day of your life 
could start with appreciation and gratitude. If you add in the PEP of feeling fresh 
when you brush your teeth and satisfed when you have your breakfast, you start 
to practice all these positive emotions without ever really needing to remember 



100 Reinventing Education  

 

 
 

to practice. They just happen as part of your daily rituals. Again, this is a great 
conversation to have with staff and children in schools. Get people talking about 
their daily and weekly rituals and what can be added to them to make the practice 
sticky. It’s fascinating how many rituals we engage in every day. There are so many 
rituals in our life, some academics have even gone as far as to question whether 
human beings have any free will left!8 We believe free will certainly exists but, 
ironically, you must be awake and aware to exercise it. 

If you want to enhance your ability to regulate your emotions even further, you 
can add the Landscaping skill to the MASTERY and PEP skills. Landscaping is sim-
ply a way of more formally diarising the rehearsal of positive emotions throughout 
your day or week. When you look at your diary, you can often identify the possible 
tough moments of your week. Once you’ve done that you can deliberately diarise 
some positive emotions either before or after that tough meeting or experience to 
mitigate its potential negative impact on you. 

Level 7 of ESQ – Emotional Resilience 

With your newfound ability to control how you feel whenever you want, you’ve 
mastered the frst six levels of emotional and social intelligence. The next step is 
to build your resilience. Resilience is simply the ability to quickly bounce back or 
even forward after a setback. 

Resilience builds on the skills you may have already acquired as you’ve devel-
oped your emotional and social intelligence. Thus, without some emotional aware-
ness you won’t realise that you’re experiencing a negative emotion. And without 
some emotional literacy, you may struggle to know whether you’re trying to over-
come anxiety or worry. They are not the same emotion and the antidote to each is 
slightly different. If you haven’t developed the ability to distinguish these planets 
in the Universe of Emotions, you might struggle to get off the planet of worry, for 
example, because you think it’s the planet of anxiety. The more adept you become 
at differentiating planets like anxiety, worry, concern and nervousness, the more 
skilful you’ll be in escaping those planets and getting to a more helpful planet. 

To get to a more helpful planet, and experience a positive emotion, you frst 
need a sense of the planet you’re trying to get to. For example, getting to the planet 
of confdence will be impossible if you have no idea what confdence is as a lived 
experience. This is why the MASTERY skill is key. It helps you objectify the planet 
of confdence, access it and sustain the experience. 

But knowing what planet you may need to reach isn’t enough. You also need to 
develop the ability to move from the unhelpful planet you’re on to one that you 
may have mastered. Changing planets is a separate skill, called the SHIFT skill 
and it’s vital to resilience. This SHIFT skill enables you to change how you feel 
whenever you want. 

Most of the time how we feel is driven by something that happens outside of us. 
The sun comes out and suddenly we feel more cheerful. Or it starts raining and we 
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feel frustrated. Or someone says something complimentary to us, and we feel appre-
ciated. Conversely, a colleague says something that’s unfairly critical and we feel 
judged. A letter arrives telling us we’ve won £1000, and we jump with excitement 
until we realise the letter is addressed to our neighbour. Then we feel defated. 

It’s therefore not surprising that most people believe how they feel is down to 
other people or other things outside of them. If we feel bad, it must be someone 
else’s fault. Our partner, our kids, our friends, our boss, our colleagues, maybe the 
government – someone. If someone else is to blame for how badly we feel, and we 
want to bounce back, it makes logical sense that it’s down to the other person to 
make us feel better. Afterall it was them who made us feel bad in the frst place. 

The truth is no-one is making us feel bad. We are all the architects of our own 
emotion. We create the chemical signals, the pressure waves, the hormones, the 
heart rate changes the sounds waves of every single emotion we’ve ever experi-
enced. If we stop blaming others for how we feel, then our lives will change forever. 
Our resilience depends on it and this resilience is essential for system evolution. 

What’s interesting about all this is we change how we feel all the time. The 
problem is we rarely do this deliberately and consciously. The SHIFT skill is 
the act of changing our emotion on purpose. SHIFT is an acronym that describes 
the steps of the process. 

After we’ve noticed we may be on the wrong planet experiencing an unhelpful 
emotion 

1. Stop what we’re doing and move our attention to the 

2. Heart, which is where most people feel many of their positive emotions. Then 

3. Induce a positive emotion which we must 

4. Feel, not just think a positive thought. We must experience the energy of the 
positive emotion, and if we do it well, we 

5. Turn our brain back on, because it was shut down by the negative emotion we 
were experiencing prior to SHIFT-ing. 

This simple skill has the added advantage of not just moving us to a more helpful 
planet but transforming our ability to solve problems. 

Imagine one evening you’re writing a school report. You’ve been at it for a cou-
ple of hours and you’re stuck. You’re on the planet of frustrated. You’re not sure 
how to say what you want to say. What do you do to clear your mind? We’ve asked 
this question to teachers and educators all over the world. People use a range of 
techniques, which have survived for years because they work, but only sometimes. 
The techniques teachers offer are they: 

1. Count to ten 

2. Take a break 
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3. Go for a walk 

4. Phone a friend 

5. Have a coffee, tea, cigarette, chocolate, glass of wine 

6. Sleep on it 

7. Go for a run 

8. Have a bath 

We analysed why these techniques work sometimes, but not all the time. What we 
discovered is that they all involve the same four steps that are instrumental in their 
success: 

1. Every technique involves you stopping what you’re doing and shifting your 
attention to something else. It doesn’t matter whether its coffee, wine, a friend 
or nature. 

2. Every one of these techniques, when they work, induces a positive emotion. 
When they fail to work, it’s because they induce a negative emotion. 

3. And you must feel that positive emotion not just think positive. This is not an 
affrmation. 

4. If you feel more positive, cortisol levels drop in your body and your brain turns 
back on. And the answer suddenly occurs to you on how to fx your school 
report. 

The difference between all the above techniques and the SHIFT skill is that we’ve 
added an additional step. We’ve inserted a focus on the heart. This simple addi-
tion changes everything. It removes the hit and miss nature of all the previous 
techniques and makes sure that the induction of a positive emotion works. Focus-
ing on the area around our heart makes it much more likely that we can induce a 
positive emotion. Also, it has the added beneft of not requiring us to look outside 
of ourselves for a positive stimulus. We can’t rely on there always being a friend 
available, we may have run out of coffee, wine, cigarettes, or sunshine. But what 
we can learn to rely on is ourselves and our own heart for our positivity. 

Level 8 of ESQ – Self-Motivation 

If we practise the skills offered above, from the frst 7 levels of emotional and social 
intelligence, we will completely transform our ability to self-regulate. We will also 
step change our resilience, our ability to handle challenging situations and our 
ability to think more clearly under pressure. Basically, we will have developed an 
advanced degree of control over our inner Universe of Emotions. 
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Level 8 takes this a step further and enables us to use our emotions to drive 
ourselves forward. Specifcally, the skills at level 8 give us control over our moti-
vation. Emotions and motivation both come from the same Latin origins; ‘emotio’ 
and ‘motio’, both infer movement. Emotions move us and when we have control 
of our own emotion, we can use them to move ourselves. The key skill at level 8 is 
uncovering our personal purpose.9 

Level 9 of ESQ – Optimistic Outlook 

Level 9 is the fnal level of personal emotional development. By the time we reach 
this level we’ve developed massively. We’re in control of our emotions. We can 
use them to motivate ourselves, and we have high levels of resilience. We’re also 
now clear about our personal purpose and we’re not the victim of others. The 
cherry on the personal emotion development cake is to be able to operate from 
the left-hand side of the Universe of Emotion most of the time. This doesn’t mean 
we live on the delusional planet of ‘happy-clappy’, or we’re stuck on the planet 
of ‘idealism’. Far from it, we operate with a degree of optimism because we know 
that no matter how tough things may be, or may become, we have the skills to deal 
with the challenges ahead. 

This doesn’t mean that it’s wrong to live on the right-hand side of the Uni-
verse. All of us get blown off course and experience some less helpful planets. 
And sometimes it’s entirely appropriately to experience anger, frustration or grief, 
for example. It’s just that getting stuck on those planets doesn’t serve us or others. 
Developing the ability to live on the left-hand side of the Universe of Emotions by 
choice improves our health and ability to perform to a much higher level, whatever 
we’re doing. 

We don’t all live on the planet of optimism, we may choose to reside, as a start 
point every day, on the planet of ‘upbeat’, ‘cheerful’ or any of the 17,000 planets 
on the left-hand side. For example, ‘appreciation’ can be a very productive place 
to live. Appreciation has been shown to be a happiness booster. Psychologist Sonja 
Lyubomirsky from the University of California found that those who consciously 
counted their blessing – even just once a week – signifcantly increased their over-
all satisfaction with life over a six-week period.10 

We’ve also found that being in a state of appreciation transforms people’s abil-
ity to learn, at school and in life. Appreciation makes us more receptive to new 
information, more open to novel ideas, more likely to learn and develop. If we 
approach life thinking we already know everything we need to know, then we 
probably won’t even listen. 

Taking an optimistic approach to life and cultivating the trinity of positive emo-
tions; optimism gratitude and appreciation can change our lives. In a social media 
obsessed world where cancel cultures and internet bullying are common and 
where many children live in fear of judgement, the simple act of self-appreciation 
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can be a powerful antidote. Appreciation can boost confdence and enhance capa-
bility. One simple way to increase levels of appreciation is to write down all the 
things we appreciate about ourselves in the six main areas of life; mentally, emo-
tionally, physically, socially, professionally and spiritually (or higher purpose if 
you prefer). We never have to show anyone this list. But if we write down what’s 
defnitely true regardless of whether we’re having a good day or a bad day and 
then we look at this list, often, we’ll discover our sense of appreciation starts to 
increase. When we look at the list, it’s vital not to just acknowledge the statements 
as true, we must FEEL a sense of appreciation for the truth of the statements. Such 
a practice can boost our energy. It may help us access similar emotions such as 
valued, treasured, cherished, revered, blessed, thankful and many others. This is 
a particularly powerful practice for people living in very diffcult circumstances. 
It helps demonstrate awareness and application, highlighting strengths and next 
steps. 

Level 10 of ESQ – Empathy and Rapport 

The frst nine levels of the emotional and social intelligence journey focus on our 
personal ‘I’ energy and emotional skills. The last three levels focus on the social 
skills we need to transform our ability to relate to others in the ‘WE’ dimension 
which we will unpack in greater depth shortly. But for the sake of completeness, 
we’ll fnish the 12 levels of ESQ here. 

Level 10 is about developing greater levels of empathy and rapport. Empathy 
is the ability to sense, understand and resonate with the feelings of others. It’s not 
exclusive to humans. Research has shown that many animals such as chimps, dol-
phins, elephants, dogs, horses and some birds, bats and rats demonstrate proso-
cial behaviour. They will help or comfort distressed members of their group. 
Dogs, elephants and some primates are also known to empathise across species 
including with humans. But human empathy is signifcantly more advanced than 
other species. It’s the sophistication of our empathy that differentiates us from 
other animals and much of this is based on our much more extensive emotional 
literacy. 

Empathy is the ability to sense, understand and resonate with the feelings of 
others. Since emotions drive behaviour, the more we can understand how others 
feel, the more we can predict their behaviour and the more likely we are to be able 
to effectively motivate them. This understanding rarely shows up in behaviour 
management training or policy approaches and is largely considered ‘soft’ by those 
who are not yet able to apply it. 

There are three types of empathy: cognitive, emotional and compassionate. 
Cognitive empathy is the ability to comprehend another person’s thoughts and 
beliefs and their view of the world. It allows us to put ourselves in someone else’s 
shoes and see the world from their perspective. Cognitive empathy also helps us 
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comprehend what someone is going through, without necessarily sharing their 
emotional experience. 

Emotional empathy is the ability to share and vicariously experience the emo-
tions of another person. When we feel emotional empathy, we genuinely feel the 
same or very similar emotions as the person we are empathising with. This type of 
empathy involves mirror neurons, a type of brain cell that creates a similar emotion 
in us even though we’re not doing the same thing as the other person. Emotional 
empathy creates a much greater level of intimacy and much stronger relation-
ships bonds than cognitive empathy. Although, it can cause distress if we over-
empathise with someone who is experiencing something distressing. 

Compassionate empathy goes beyond just understanding what people think and 
believe (cognitive empathy) and beyond sharing what they feel (emotional empa-
thy). It’s defned by a motivation to alleviate someone else’s suffering. This requires 
something more profound than just feeling what someone else feels. It requires an 
understanding of the cause of that person’s feelings and a desire to act if they are 
distressed. 

One of the most profound skills to develop at this level of social intelligence 
is the MAP skill. This skill enables us to connect much more deeply with people 
we speak to, and to do so quickly. We’ve seen this skill totally transform teachers’ 
relationships with parents in a matter of minutes as well as children’s relation-
ships with each other. This skill and many of the earlier ones are described in 
detail in Alan’s earlier book, Coherence: The Science of Exceptional Leadership 
and Performance (2nd Edition)11 but essentially MAP is an acronym for the pro-
cess we go through to ensure that we are really listening at a much deeper level 
than normal. 

The steps are: 

1. Move your attention away from your own thinking and the noise in your head 
to your body and BREATHE through your heart area (not your stomach). 

2. Appreciate the speaker. This means fnd something you can genuinely appre-
ciate about the person you’re speaking to and try to radiate that positive regard 
towards them. If you do this well, they’ll sense your encouragement. Generat-
ing a state of appreciation alters your biology and scientifcally is what enables 
you to hear them at a much deeper level. 

3. Play back the underlying meaning. Once they have fnished speaking, don’t 
just precis or summarise what they said. Play back what you sensed they really 
meant beneath the words and the emotion of their transmission. What was 
their broadcast really all about, what’s really going on for them right now? 

The MAP skill goes way beyond what’s often referred to as ‘active listening’. In 
fact, when you’re good at this skill you don’t need to spend anywhere near as much 
energy as is normally required by ‘actively listening’ to someone’s broadcast. The 
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MAP skill enables us to be signifcantly less distracted by the surface noise and 
the specifc words being transmitted. It enables us to detect the deeper mean-
ing and play that back. This skill signifcantly heightens our social intuition and 
helps build trust. 

Level 11 of ESQ – Social Awareness 

Emotions are contagious. The physiological signals that underpin them don’t stop 
at the skin. We radiate our physiological and emotional energy out to all those 
around us. If we’re in a bad mood, we can drain the energy of those we interact 
with. Conversely if we’re in a good mood we can lift others’ spirits. Even though 
most people are aware of this idea, few use it to beneft themselves or others. 

In fact, most people don’t even realise what a signifcant impact they’re having 
on those around them. To help people better understand their impact on others, 
we’ve built a ‘Team Energy Grid’. This is a 360-degree feedback tool where people 
rate the impact others are having on them using the Universe of Emotions. They 
rate the impact on good days and bad days. They also rate themselves. Even the 
simple act of refecting on their own and other people’s ‘energetic footprint’ is 
helpful. It spawns very rich conversations in schools and tees up the need to move 
to level 12 on the emotional and social intelligence journey. 

Level 12 of ESQ – Social Intelligence 

In many ways, all the previous 11 levels of development of our emotional and 
social intelligence culminate here. Level 12 is all about social intelligence. This 
is essentially our ability to build positive constructive relationships with any-
body, even with people we may not like. Building sustainable relationships is 
one of the most advanced capabilities we can develop as human beings. It’s cen-
tral to our success, fulflment and our health. We are social animals, it’s what’s 
made us incredibly successful as a species. We can consider social intelligence 
and relationship building as the ‘fnal frontier’ of our personal development. 
If we mature in the ‘I’ domain, the success of that maturation must be tested in 
the ‘WE’ domain. 

Social intelligence is all about relationships and being able to consciously step 
in and out of 1st, 2nd or 3rd person perspectives is an advanced capability that 
most people don’t possess. We will cover this in more detail in chapter 7 but it’s 
the ability to control which perspective we’re operating from, that’s the game 
changer. It’s the conscious awareness and deliberate shifting from one perspective 
to another. If you know which perspective you’re in when you’re in it, and you can 
also consciously shift perspectives then this is 4th person perspective taking – the 
ability to take a perspective on a perspective. This ability is strongly correlated 
with ego maturity which we will explain shortly. 
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Understanding Your Values 

We started the book by taking a historical look at the education system through the 
lens of value systems or world views. This enabled us to better appreciate why we 
are where we are, and also understand that the problems we are experiencing are 
no-one’s fault. They are the consequence of what society needed at each point in 
history, based on what that society valued at that time. The evolution of education 
has not always been fast, and it’s not been a smooth journey, but evolution never 
is. The various systems that emerged did, at least, try to meet the changing educa-
tional needs of society. 

As we explained in the introduction, the changing waves of values have been 
brilliantly defned by Professor Clare Graves and his values spiral. In the introduc-
tion we explored these value systems in relation to the evolving system of educa-
tion. Now it’s time to revisit the values spiral as an invaluable tool for helping us 
to better understand ourselves and what motivates us personally. What we value 
changes over time and follows the same path as the values spiral (Figure 5.6). 

One of the gnarly characteristics of a wicked problem is that they involve multi-
ple stakeholders. And those multiple stakeholders often have multiple ideas about 
the multiple causes, symptoms and potential solutions. We can see this in the 
education system where various stakeholder groups perpetually propose certain 

Figure 5.6 The Values Spiral 
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Figure 5.7 How Each Value System Approaches Education 

PURPOSE OF EDUCATION 
PREFERRED APPROACH TO 

LEARNING & TEACHING 
QUALITIES TO ENHANCE 

IN EDUCATION 
PROBLEMS CREATED 

BY EACH VALUE SYSTEM 

T 
To foster a more global 

consc iousness 
and encourage spiritual growth 

Emphasis on systems harmony, 
wellbeing and longevity for all 

Evolution of harmonious systems 
that serve all stakeholders 

Too philosophical and may not meet 
stakeholders w here they are at 

y To understand complexity 
and interconnectedness in systems 

Emphasis on innovation, 
critical thinking & systems 

understanding 

Quality of ideas, systemic 
thinking, critical analysis 

Struggle with traditionalists, compl icate 
things, too many changes at once 

G 
To promote equal ity, social justice 

and environmental awareness 
Emphasis on learning together, 

collaboratively and empathical ly 
C reativity, collaboration & 

community 
Too woke, excess political correctness 

at expense of achievement 

0 To gain knowledge, achieve success 
and outperform o thers 

Competitive environment where 
individual success (grades) is the goal 

Adaptability, pragmatism 
& freedom to work out answers 

Excessive competitiveness, stress and 
burnout, ignore arts and cu lture 

B 
To insti l moral, religious or specific 

values and societal standards 
Structured and predictable timetable 
where hierarchy and rules are clear 

Diplomatic, ski lls, rules to 
enable right answer to be 

discovered 

Rigid adherence to the rules & 
oppressive compliance to structures, too 

traditional 

R A way to be the best, 
or gain power (knowledge is power) 

Via personal authority and sta tus, 
star charts & demerits commonly used 

Fun, play, speed, novelty, 
sell-expression 

May be foster disruptive behaviour 
by indulging excessive individualism 

p To preserve cultural tradit ions 
and pass on ancestra l knowledge 

Through rituals and storytelling, 
in the oral trad ition 

Belonging, togetherness, 
honour, trad itions 

Resistance to change, might exclude 
people from ou tside culture 

B 
To acqu ire su rvival ski lls a nd meet 

immediate needs 
Hands on Meeting immediate needs 

No long-term planning, inability to dea l 
wi th complexi ties of system 
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solutions to specifc parts of the problem, that they believe are the most important, 
rather than suggest a way forward for the whole system. And which part they work 
on and consider important is determined by their own personal values. 

Thus, stakeholders who operate from the Blue value system argue for a ‘back to 
basics’ approach and the importance of discipline in schools. They may also argue 
for the principles of fair pay for a fair day’s work for teachers. In contrast, stake-
holders who operate from the Orange value system suggest that schools must have 
measurement and metrics, otherwise how do we know if the school is improving. 
They would argue for more testing not less. They might also suggest the need 
for more of a ‘market economy’ for schools, where schools compete for the 
best teachers and the best pupils. They may advocate for economies of scale in 
multi-academy trusts with larger revenues to drive better outcomes. Individ-
uals operating from the Green value system might make the case for pupil-
centred learning, with a greater emphasis on well-being and a community 
approach. Individuals operating from a Yellow value system would take a more 
disruptive approach to the problems but critically would seek to integrate the 
best ideas from all of the other value systems. Individuals from a Turquoise per-
spective would align with the integrative approach of Yellow but would seek to 
balance all the forces in the system to enable the system to evolve as rapidly as 
possibly to meet the needs of all stakeholders. 

The nature of the problem and the possible solutions they suggest change based 
on which value system each stakeholder operates from. Figure 5.7 provides a snap-
shot as to what is valued at each level and the likely problems that each level might 
provoke. 

To make things even more challenging there is a distinct divide between the 1st 
tier value systems which are Beige to Green and 2nd tier which is Yellow and Tur-
quoise. As mentioned in the introduction, all those operating from a values level in 
the 1st tier believe that they are right and everyone else is wrong. Those operating 
from the 2nd tier appreciate that every level brings value and therefore a healthy 
educational system should embrace the diversity of every level. 

Currently more than 95% of the global population operate from the 1st tier. 
This often means that the stakeholders who are tasked with fnding solutions can’t 
even agree on the nature of the problem, never mind how to potentially solve it. 
And that won’t change until everyone around the table understands value sys-
tems, where they operate from, and therefore what they value and how that is 
almost certainly different from the other stakeholders in the room. Those func-
tioning from the 1st tier can still add massive value, but it is crucial they under-
stand how they can do this rather than refusing to implement something because 
it’s not their view. 

Most of us don’t understand our own motivations and which value system we 
operate from. Even if we do, we often get defensive about different suggestions 
because we mistakenly assume that if it comes from higher up the spiral it must 
be better. That makes us feel uncomfortable and likely to reject alternative ideas. 
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Higher up the spiral is more sophisticated but not better. A car is more sophis-
ticated than a bicycle, but it isn’t better than a bicycle. It depends on what we 
are trying to achieve. The Green value system feels this ‘better worse, more or 
less sophisticated’ conundrum more acutely than any other value system. People 
operating from Green values have often personally experienced pathological hier-
archies. This is why they tend to see a values hierarchy as some sort of tyranny or 
oppression. 

There is a real risk that the beneft of a values hierarchy is reduce to a fatland 
typology. If we do this, then we remove the very thing that drives progress and 
evolution. If all value systems are mere variations of each other, then we will never 
improve. 

It’s impossible to jump from one level such as Red to a level two rungs up such 
as Orange. We must develop from Red to Blue and into Orange. Every value level 
offers signifcant benefts that can be very useful in certain educational situations 
or environments. However, each level also has its own unique blind spots and it is 

Figure 5.8 Upside and Downside of Each Value System and Wave in the Context of 
Education 

UPSIDE DOWNSIDE 

Planetary 
(Turquoise) 

Impact on context beyond 
school 

Too abstract 

Polarities 
(Yellow) 

Big picture thinking 
Over complicate things 
and hyper changeable 

Progressive 
(Green) 

Whole human 
development 

Fears the potential of 
judgement 

Performance Focused on outcome & A few narrow 'winners ' 
(Orange) effectiveness disengage 'losers' 

Principle 
(Blue) 

Quality standards, 
structured 

Inflexibility, doesn 't evolve 
with the times 

Power 
(Red) 

Self-expression 
encouraged 

Excess autonomy & 
Lack of fairness 

Pastoral 
(Purple) 

Safe Communities Disorientation 
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usually these blind spots that cause a problem which becomes the stimulus for the 
next level to emerge (Figure 5.8). 

It makes sense therefore for all stakeholders, especially teachers, leaders and 
policy makers to understand which value system they operate from when they 
are planning change, executing change or managing others. If, as education sys-
tem stakeholders, we develop an awareness of the assets and liabilities we bring 
to any discussion, it makes it far more likely that we will be able transform that 
system. 

Once we realise that the pain in our current wave is less than the pain that 
awaits us, we will press on into the next wave of education, and we’re more will-
ing to commit to change. Doing this openly also models to other stakeholders that 
this is growth that benefts everyone. Each time we successfully evolve an aspect 
of education, the feeling of inspiring others makes the resistance to the next change 
that little bit easier and we gain the momentum for faster revolutions, shared pro-
cesses and therefore system-wide evolution. 

There are two key points to this process. The frst is to recognise that this is 
a ‘transcend and include’ journey where we evolve upward without losing the 
upside of the earlier stages. The second is recognising the downsides, and the pain 
those downsides create is always mitigated by the upside of the next wave. 

To this end we have developed the Complete Values Profle (CVP) which allows 
educational stakeholders to assess what they value and therefore what’s driving 
their behaviour, their interpretation of the problem and the potential solutions they 
suggest. By taking the CVP, stakeholders can better understand themselves and 
those around them. It reveals what is driving them and allows them to acknowl-
edge and appreciate difference, thereby helping to remove some of the personal 
angst and disagreements that so often occur when stakeholders are seeking robust 
and inclusive solutions to wicked problems. 

Imagine the impact of such an assessment on the recruitment and retention cri-
sis of teachers and leaders or the behaviour challenges of our learners if we were to 
accurately understand what drives our stakeholders and they were able to become 
conscious of how they are showing up and why. 

Ego Maturity 

The fnal line of development in the ‘I’ dimension that delivers an exponential 
return on investment is ego maturity, broadly defned as our sense of self, who we 
really are. Like values, ego maturity evolves, or at least it should through the course 
of normal human development. But like values, it can also get stuck. 

The importance of knowing who we are, our understanding of our ‘self’ and how 
our identity and ego is formed and develops cannot be underestimated. Identity 
and identity politics are hugely important in today’s educational system. 

Our sense of self determines how well we make sense of and navigate the chal-
lenges of the world. To make sense of the world, we often relate it to who we are. 
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Thus, we constantly evaluate whether what we’re experiencing is a threat to our 
survival; our point of view, our role or job; our social standing and our family. 
A strong and mature sense of self is vital to our health, our confdence, our resilience 
and our ability to make a positive contribution to the lives of others. A fractured 
or immature sense of self often impairs our health, our ability to contribute and 
can lead to signifcant suffering for others, particularly if we are in a position of 
responsibility or leadership. 

Mature individuals can more effectively drive transformation because they can: 

1. skilfully break down ‘silo’ structures 

2. facilitate behaviour change 

3. manage greater levels of complexity 

4. step change stakeholder collaboration 

5. align different stakeholder groups much faster 

6. develop more powerful organisational cultures that embrace greater diversity 

7. unlock the wisdom that diversity brings 

8. be more innovative and disruptive in tough environments 

9. drive greater levels of agility in a rapidly changing world 

10. create more powerful and inspiring narratives. 

Greater maturity allows us to let go of old boundaries or out-dated beliefs so that 
new ways can emerge, quietening the anxiety and the need for control. We become 
more comfortable sitting in discomfort. Change is no longer seen as a threat or a 
source of discomfort, it’s welcomed and embraced. 

Renowned authority on adult development theory, Susanne Cook-Greuter has 
spent 45 years researching ego maturity and how this plays out in organisations. 
Her work provides a practical explanation for why there are so many battles and 
‘political manoeuvring’ in organisations. And these battles certainly occur at all 
levels of the education system. It explains why stakeholders keep coming up with 
the same set of answers to the same set of problems and why nothing seems to 
change. Bill Torbert, another well-known theorist in the area, has explored adult 
maturity from the perspective of what drives action. His ‘Action Logic’ describes 
how the various stages play out in organisations and his labels are normally rec-
ognisable to leaders. We have built on Torbert and Cook-Greuter’s work along with 
many others to try to make the key levels more comprehensible.12 There are twelve 
levels of maturity (Figure 5.9) 

Maturity theory is increasingly understood as one of the most powerful maps for 
describing who we are. It’s a much better predictor of human behaviour than per-
sonality tests, typologies or strength fnders. It can certainly deliver a profoundly 
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Figure 5.9 The 12 Levels of Maturity 

insightful and practical framework for understanding much of the dysfunction wit-
nessed in education. 

We can now measure our own level of adult maturity and precisely defne how 
we and everyone around us make sense of the world. The levels of emotional and 
social intelligence, discussed earlier, defne how well we manage our emotions 
and relate to other people’s emotions. The values assessment, which we also dis-
cussed earlier, defnes what motivates each of us. In contrast, the maturity profle 

·- NAME OF 
LEVEL LEVEL OF THINKING 

Tier 
3 12 Illuminated Rea lity Post-post-conventiona l 

Tier 
3 l l Embodied Rea lity Post-post-conventiona l 

Tier 
3 10 Unitive Rea lity Post-post-conventiona l 

Tier 
3 09 Alchem ist Reality Post-post-conventional 

Tier 
2 08 Integrator Identity Post-conventiona l 

Tier 
2 07 Plural ist Identity Post-conventiona l 

Tier 
2 06 Achiever Identity Conventional 

Tier 
2 05 Expert Identity Conventional 

04 Conformist Emotions Conventional 

03 Self-Protective Emotions Pre-conventional 

02 Ego-centric Emotions Pre-conventional 

0 1 Impulsive Emotions Pre-conventiona l 

.. 
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Figure 5.10 Details of the Different Maturity Levels 

--• 12 

NAME OF LFVEI 

Illuminated 

WAY OF OPERATING 

Is a light and a reflection 
of the light of the greater grid 

KFY DRIVF R 

Radiance 

APPROACH 'IO 'I HF GAMF 
OF I IFF 

No more games 

Tier 3 

11 

10 

Embodied 

Unitive 

Reality 

Swims in and creates the ocean of 
boundless energy and particles 

Now understands the evolving nature of reality, and 
the oneness of all things 

Magnetics 

Harmony 

Be the game 

Unite all games 

09 Alchemist 
Experiences reality on a whole new level all answer 

are constructions 
Transformation Change the game 

08 Integrator 
Sees systems and thinks systemically, 

all answers are nested in systems 
Disruption Run the game 

Tier 2 I 07 

06 

Pluralist 

Achiever 

Identity 

Opens up to relationship with people and ideas all 
answers are contextual 

Sees the d ifference between knowledge and 
outcomes, believes in optimal answers 

Inclusion 

Success 

Relrome the game 

Win the game 

05 Expert 
Attached lo own knowledge base, 

believes in one right answer 
Prowess Score points in the game 

04 Conform isl 
Protects by conforming and securing sponsorship 

answers are what the collective agree on 
Protect Role Play the game 

03 

02 

Sell-Protective 

Ego-centric 

Emotions 

Protect sell by hiding emotions, defensive & blaming, 
answers are what maintains security 

Objectifies & justifies own emotions, 
answers are personal beliefs and opinions 

Protect Self 

Assert Sell 

Stoy in the game 

Above the rules or 
makes the rules of the game 

01 Impulsive Live in the moment, driven by own emotions Read in the moment Follow the game 

•... ,, 
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doesn’t defne ‘WHAT’ emotion or ‘WHAT’ motivation it answers the question 
‘WHO’ is the person experiencing the anger, and the motivational drive. And 
‘WHO’ we are is not a static thing that stops at the age of 18. Hopefully, we 
continue to grow up well beyond 18 years of age. Although sadly for many they 
stopped maturing much earlier in life. 

If you want to read more on the detailed description of each level, you can fnd 
that in Alan’s book 4D Leadership,13 but the key point in this context is that all the 
various developmental academics agree that most leaders and teachers in educa-
tion operate from ‘Achiever’ or below. There are clearly leaders who have a more 
expansive perspective and greater maturity, but the current ‘collective central’ ten-
dency,14 is that 85% of leaders are hovering between Level 5 and Level 6.15 And the 
effects of that are being painfully felt in the world today. 

To develop our maturity, we need to know what level we’re operating from 
right now. This is where the Complete Maturity Profle (CMP) comes in. Drawing 
on the best of the various developmental theories the CMP provides educational 
stakeholders, especially those tasked with fnding and implementing solutions, 
with an accurate insight into their own maturity and that of their colleagues. 
Figure 5.10 provides a few brief details of what each level is about. The description 
of the higher levels may seem baffing, particularly if you’ve yet to really experi-
ence that level. Most people in the educational system, as we said, are operating 
from Level 6 or below. 

The maturity model describes how we can evolve through three tiers. We’ve sig-
nifcantly adapted the terminology used by other developmental theorists to make 
it more user-friendly. Each new level unlocks new capabilities and each tier has 
four developmental sub-stages. 

Understanding maturity helps stakeholders to better understand why all man-
ner of people challenges exist. Maturity assessment provides a clear explanation 
for why people behave as they do, where they can regress to under pressure and 
where the greatest growth opportunities are for the individual and the team. As a 
result, the CMP explains why individual performance often falls short, why a team 
isn’t working and most importantly, what to do about it. 

A lot of leaders we’ve worked with see themselves at the centre of what they’re 
trying to achieve, under pressure to know all and decide all. Matt worked with 
one Director of Strategy who, when he frst began his coaching programme, felt 
wildly out of control. He was new to the educational trust’s senior team and 
believed that others around him doubted his ability. How was he ever going to 
understand everything that was happening at scale, and manage the complexity 
of the strategy? He was an innovative headteacher a few years earlier, but with so 
many schools to oversee, he spent much of his time feeling like a failure. To him 
it felt like he’d gone from being the pick of the bunch to barely implementing the 
simplest of projects. 

Using the ego maturity model, he instantly began to understand the Achiever 
narrative that he was operating with. Achievers like to predict, measure and 
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explain the world. This enables them to see ahead, and they also like to look back 
in time to discover patterns, rules and laws at play. They notice and appreciate 
more pieces of the puzzle than Experts, and this is what enables them to succeed 
when Experts struggle. 

But in his new role, it felt like this still wasn’t enough. He refected on how his 
Achiever narrative was holding him and the staff around him back. It also deter-
mined the staff’s expectations of him and how they saw his role. He realised he 
needed to mature beyond a purely results and outcome-focused leader and imple-
menter. He couldn’t be the sole driving force and he realised he didn’t have all 
the answers. He needed to completely change his approach. Instead of being at 
the centre driving things forward as the leader, he matured to listen to those in his 
team and seek to better understand them so he could better appreciate what they 
could add. 

He started learning from them. Their views changed the way he saw the Trust’s 
strategy. He made a public commitment to his team and explained where his driv-
ers had come from in early childhood. His honesty, humility and vulnerability 
built a new level of trust in the team. The team also felt he was now listening to 
them much more deeply and they felt more valued. They got on board and imple-
mented the changes with more gusto than he could ever have imagined. There was 
a rapid culture shift. And all because he’d had the courage to assess his own ego 
maturity. 

All the assessments, tools, interventions and practices described in this chapter 
are designed to level up every individual. They defne a developmental path for 
all stakeholders to follow. By investing in your own development, you can achieve 
vertical take-off. The new capabilities you unlock at your new level of maturity 
will spill out positively into all areas of your life. Being able to better manage your 
state will not only help you solve problems in the classroom or as an administrator 
or policy maker, but it will also improve your relationships and make family life 
more rewarding. Being able to protect your energy levels so you are not wiped out 
by the demands of your role, by gaining conscious control over your breathing to 
create a coherent HRV, is a practical skill that can be used to improve your perfor-
mance and well-being at any given moment throughout the day. 

In life, there’s always a tendency to think that something ‘out there’ must change. 
But the only thing we can ever change is us. We are the ripple in the pond, and 
when we commit to vertical development, expand our interior ‘I’ dimension and 
embrace all the capabilities that go with that, we become, to paraphrase Gandhi – 
the change we wish to see in the world. 
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6 Individual Development  
in Action 

To give you a better sense of what individual development theory and practice look 
like in an educational setting, we’re going to follow the developmental journey of 
a primary school head teacher we’ll call Adam. Adam oversees 270 pupils. He has 
62 staff members, including 25 teachers and 30 support staff in his school. 

Adam was in his early 30s when we met him. His rise to head teacher had 
been rapid. He did a degree in economics, then went into teacher training 
and into teaching. He became an assistant head at 28, acting head not long after, and 
was promoted to head teacher as he turned 30. His progress had been accelerated 
by his design of the year 6 English and maths curricula that had transformed the 
school’s Standardised Assessment Results (SATs) – making them the highest SATs 
in the region. He continually produced the best results in the local authority and 
was still teaching English and maths when we began working with him. However, 
he was conficted by the knowledge that he wasn’t really addressing the needs of 
the ‘whole child’. One of his objectives was to build a broader curriculum. He was 
keen to establish a more balanced approach without losing the gains in English and 
maths, while taking his staff with him, because they saw the outcomes the school 
had achieved as a point of pride and didn’t want to jeopardise them. 

Although Adam’s school had been deemed ‘Outstanding’ by Ofsted three years 
earlier, Adam was not complacent. He was expecting another visit shortly and was 
aware how quickly things can change despite their previous positive results. Adam 
was keen to plot a course so that the school could continue to develop. He wanted 
to take the school to the next level, but by his own admission didn’t really know 
how to do that. 

This indecision was even making him wonder if it was time to move on. Teacher 
retention is a major problem in education, including head teachers. Adam’s situa-
tion was a reminder that retention isn’t just relevant to teachers who are struggling, 
it’s also an issue for those who are doing well. Given that many teachers discuss 
what other jobs they could do that ‘pay more and have less stress’, it’s not surpris-
ing that retention is an issue across the entire system. Using the Change Wheel to 
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defne Adam’s ‘journey’, he was at step 2, out of his comfort zone and experiencing 
the challenge of self-doubt. He was also at risk of getting stuck at step 3, resisting 
change, as he was beginning to avoid the whole discussion and just settle for what 
the central system perceived as ‘good’. 

The Complete Intervention 

When we met Adam, the start point was to help him get a better handle on his 
energy and emotion. Adam felt he had most things under control but admitted 
he was under constant pressure. We asked him to wear a heart rate monitor for 
24 hours, go about his day as normal, and send the unit back to us for analysis. 

Adam’s HRV analysis revealed he was pumping out way too much adrenaline 
than was good for him, almost certainly because he was under persistent pres-
sure. Like so many people, Adam assumed he was handling the pressure well and 
it wasn’t negatively impacting his physical, mental or emotional health. But that 
wasn’t entirely true. He was more like the classic duck on a pond, serene above 
the surface but paddling furiously underneath, burning an incredible amount of 
energy to stay afoat and appear as though all was well. 

Talking the HRV results through with Adam, it was clear that he wasn’t par-
ticularly aware of his emotions and how his emotions were impacting his energy 
reserves throughout the day. Adam’s frst task was to use the Complete App to get 
a better sense of when his breathing was chaotic and how that felt. Then purpose-
fully use the BREATHE skill and breath pacer in the App to regain control over 
his breath and ensure he could feel the difference between coherent breathing and 
chaotic breathing. 

Most people instinctively know that breathing is important, not just to keep 
us alive but as a contributor to how we feel. For example, most of us have been 
angry or frustrated at some point and although we may not realise it, the frst thing 
to ‘go’ is the control of our breathing. Most emotions involve a specifc breathing 
pattern. For most negative emotions, our breathing pattern tends to be disordered 
or chaotic. Frustration, for example, often involves us involuntarily engaging in 
an unconscious series of mini breath holds or what is known as ‘glottic stops’. 
If we replace this breath-holding with smooth, rhythmic even breathing using the 
BREATHE skill, then the frustration melts away. The same is true when we feel 
anxious or panicky. All these emotions involve some sort of disordered breathing 
pattern. If we use the BREATHE skill, these emotions also melt away. It’s very dif-
fcult to sustain negative emotions in the face of rhythmic even breathing through 
our hearts. 

Adam was surprised at how much of a difference this simple change in the 
way he was breathing had on his sense of control and the clarity of his thinking. 
He’s now embedded the BREATHE skill into his daily life. He takes a few minutes 
each morning to make sure his breathing is coherent. He also uses the PEP and 
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Figure 6.1 Adam’s E-Bank 

landscaping tools to ensure he’s in the right emotional state before all his meetings. 
He’s encouraged others to do the same. The staff have even baked the BREATHE 
skill into the culture of the school. There are a few minutes of coherent breathing 
in the classroom at the start of each day, and in assembly. Such a simple tool has 
essentially shifted the climate of the classrooms and the school. 

We also asked Adam to keep a note of the events, situation and people that 
drained or boosted his energy levels (the E-Bank skill). Adam recorded several 
E-Banks to see if he could better identify where his energy was coming from and 
where it was going (Figure 6.1). 

Adam recorded nine boosts and nine drains. We asked him to refect on his 
two lists and what they revealed about his energy levels. We encouraged him to 
draw a conclusion from the pattern revealed by his lists. When reviewing several 
E-Banks he noticed that certain people and situations kept appearing on his drain 
list. It was like having a direct debit draining energy from his account. Similarly, he 
noticed that there were some people in his life, and certain situations, that could 
always boost his energy. These were the wonderful deposits that lifted his spirits. 

BOOSTS DRAINS 

Space to myself eating breakfast Woken up by kids 

2 

3 

Caught up on staff emails and 
safeguarding, feel good 

Planned SEND parents meetings 

2 

3 

Writing up yesterday's tricky meeting 

Responding to parent's requests, felt like 
wasted time 

4 Infant assembly 4 Chairing SLT session was draining 

5 Taught maths lessons 5 Prep for governors meeting, loo much 
paperwork 

6 Met with parents on ADHD referral 6 End of day email volume 

7 Parents open day, told story of school 7 Drive home 

8 Meeting with business manager 8 Struggled to be present with my kids 

9 Put one of kids lo bed, created space 9 Vegetation in front of TV 

lO 10 
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Two energy drains in his account were red fags for Adam. The frst was per-
sonal. He realised he was spending so most of his available energy at work. By the 
time he got home he was usually totally drained. This triggered some guilt, which 
compounded the energy drain. He concluded he wanted to be more present for 
his children and partner, so he began a new routine of parking fve minutes’ walk 
from the school. This created a fresh air buffer in the morning and evening which 
enabled him to plan what he wanted to achieve going in to school and similarly 
clear his mind on the way home. He used the PEP and the BREATHE skills in these 
buffer zones. The second red fag was how thinly spread he was across so many 
school operations. Up to that point the team had worked organically. Adam now 
realised he hadn’t delegated the responsibility for the different elements of school 
activity across his leadership team well enough. 

In addition to using the BREATHE, PEP, Landscaping and E-Bank skills, Adam 
also worked on improving his emotional regulation by practising MASTERY and 
by logging his emotions on the Complete App. In his frst week Adam logged 
10 different emotions, which is more than most beginners do. There are 2,145 
emotions available to choose from on the Complete App. Most people only ever 
experience about a dozen emotions, or planets, around the stars of ‘mad’, ‘bad’, 
‘sad’ and ‘glad’! Within just a few weeks Adam’s emotional range had quadrupled 
(Figure 6.2). 

He also got better at the MAP skill, which enabled him to connect at a much 
deeper level with his staff and build empathy. With regular practice of all these 
skills, Adam’s emotional and social intelligence improved dramatically. He became 

Figure 6.2 Expanding Emotional Literacy 
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 Figure 6.3 Adam’s Values Profle 

more conscious of his energy levels and how he could recharge himself and became 
more effective when interacting with his staff. 

This increasing interpersonal capability aligned perfectly to Adam’s value sys-
tem, as defned by the Complete Values Profle (CVP). Adam’s CVP revealed his 
centre of gravity was in the Green and Orange value systems (Figure 6.3). 

People operating from Green and Orange values are motivated to fnd a more 
inclusive way of achieving success. They take a more sensitive, people-centric 
approach and are generally more emotionally intelligent, empathic and driven by a 
desire to help. But in their desire to be inclusive and reach a collective agreement, 
they can often get stuck trying to align multiple disparate views and end up creat-
ing an unhappy compromise rather than reaching a genuine consensus. 

When we explained this to Adam, he could see the impact this world view had 
on his approach and how it was potentially holding him back. For example, he 
recognised he often overdid his desire to involve everyone. If the group he gathered 
got stuck, Adam would sometimes, in his frustration, push his view through and 
sell it as the consensus in the room, even when it wasn’t. This was a subtle shift to 
a more Red autocratic stance and it would often demotivate others. 

In the next team session, this issue was addressed, and the team collectively 
built a better way of interacting based on the value systems of the entire team. We 
also identifed, based on the team’s values, what aspect of the school each team 
member would be most motivated to take responsibility for. Adam was also able to 
restructure staff activities to give himself more time for strategic thinking. His role 
became more about leadership rather than management. He particularly enjoyed 
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improving the school’s governance processes, checking in with the team to ensure 
projects were on track, whilst personally adding some big picture thinking. 

With these insights and some coaching, Adam started to mature and he moved 
from his Orange-Green value systems towards a more Yellow value system. He 
started to see the whole school more systemically, delegated more consistently 
and stopped rescuing others. He was also more effective in creating a culture that 
allowed everyone in the system, from students to teachers and support staff, to 
develop their potential too. This included the use of smart digital frameworks to 
allow the school to work more effectively. 

By pushing past the forced inclusivity of Green, Adam became a better listener. 
He stopped making assumptions or jumping to conclusions, and the resistance 
to change he had experienced from others started to subside. His staff felt more 
heard and valued. We helped Adam to really explore his assumptions and reframe 
the conversations around what others wanted to achieve. This is essential to great 
change management. 

One of the key moments in bringing the rest of his team on the journey was 
when Adam shared what had been driving him forward. When he’d personally 
left primary school, at the age of 11, he was unable to read. His sense of self was 
shrouded in shame. At that moment he’d made a personal commitment to ensure 
other children would not experience the same fate. Sharing his story and express-
ing such vulnerability required huge courage. His team and then his staff responded 
extremely positively, and this revelation gave them a much greater understanding 
of why Adam was so passionate and driven. His openness also modelled, to the 
team during their own journey, that vulnerability is not a sign of weakness, but a 
sign of strength. 

Such courage breeds innovation, compassion and creativity and it helped to 
accelerate an incredible shift in culture. By understanding the arc of his own per-
sonal developmental journey Adam was able to create a much more powerful and 
inspiring Pluralist rather than Achiever narrative. He understood there was a more 
dynamic, exciting way to run the school. A way that was very different to what 
he’d previously believed and what he’d been taught and had been modelled to him 
in his educational training. 

Adam now sees himself as more of an education and leadership coach, know-
ing when to use his tools from earlier value stages when appropriate. He adopted 
the idea we explained to him about how a school can become a deliberately 
developmental organisation (DDO). He’s let go of the need to control everything 
and now includes others more, specifcally facilitating their interaction. He’s cre-
ated an environment where everyone plays to their own strengths, driven by 
their personal values, as part of the DDO. His personal transformation means 
how others see him has completely changed. For example, the governors of the 
school used to consider that he was too protective and didn’t engage with them 
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in long-term thinking. Now they’re co-designing fve-year strategies, not one-
year plans. The school is no longer dependent on Adam’s ambition or passion. 
It’s writing its own destiny and has become a shining light in the area for how 
a school system can be transformed. 

Any school can follow the same journey. It starts with a better understanding of 
who you currently are. For any leader, including head teachers, there must be an 
acceptance that it’s only possible to change anything by starting to change oneself. 
It is essential. The good news is that the effort is not arduous, in fact in can be 
liberating. 
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7 Collective Development  
in Theory 

We human beings are social animals. Since the 1940s we’ve known that connecting 
with each other is a matter of life and death. It’s as important to our survival as 
food, water and shelter. Science frst realised this by noticing how high child mor-
tality was in orphanages compared to children born into ‘normal’ families. Initially 
this was attributed to poor hygiene. But then Austrian psychoanalyst and physi-
cian Rene Spitz suggested that it wasn’t contagion that was killing children, it was 
a lack of love. In 1958 British psychologist, psychiatrist and psychoanalyst, John 
Bowlby presented his watershed research on ‘Attachment Theory’. He highlighted 
the profound importance of early childcare and the need for a baby to form a strong 
physical bond to at least one primary care giver. Quite simply if infants are unable 
to form early parental connections and feel loved and connected to at least one 
parent or carer, then their chances of surviving, let alone thriving, are signifcantly 
impaired. Bowlby documented how the scars of early neglect could run incredibly 
deep and were often extremely diffcult to heal. 

More recent research suggests that technology is providing a new potential 
threat to connection.1 Physician Gabor Maté describes how technology acts as a 
distraction, or attention thief that is blurring human connection.2 For very young 
children they can be ignored by their parents who are distracted by technology, 
or they are given the phone or tablet as a quick way to entertain the child without 
parental input. Whilst technology is not the only reason, it often reinforces the 
cycle of negative childhood experiences. A lack of attention in the early years of 
life means we are not receiving the basic care and connection required for our 
emotional development, interpersonal relationships and sense of self. This means 
we become fearful of the world around us, and this fear can lead to anxiety. If our 
parents or carers are not hearing our external cry, the cry can become internal and 
shows up later as symptoms of mental health and suicide ideation. This means ris-
ing numbers of young people are entering education in a state of anxiety and poten-
tially addicted to the same technology as their parents. And if the ever-present 
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technology is helping them to fnd meaning and a personal narrative rather than 
an engaged, ever-present parent, it’s hardly surprising those individuals become 
fearful of school and opt to stay at home. 

Interestingly, the central importance of relationships in our lives is coded into 
our DNA. Let’s take a moment to step back to the inception of life on earth. The 
frst living things on the planet were single celled bacteria. These bacteria had the 
planet to themselves for about a billion years. They spent all that time fghting for 
survival. One day it dawned on them that it was much more energy effcient to 
collaborate with each other than to kill each other. Obviously, a single bacterial 
cell didn’t personally realise this, but evolution did. The consequence was these 
single-celled bacteria started to play nice. They did this by sharing some cytoplas-
mic DNA with their neighbour. This shared DNA was protected inside the cell by 
a newly formed membrane. This gave rise to the cell nucleus. Nucleation was the 
frst great leap forward in evolution, and it took a billion years to happen. 

Once bacteria were empowered by nucleation, war commenced again. Each 
nucleated cell tried to kill its neighbour to achieve an advantage. A second billion 
years passed until bacteria went “Doh, isn’t it more energy effcient to collaborate 
than to kill?” The evolutionary penny dropped for a second time, and we experi-
enced the second great leap forward. This time cells, possibly embarrassed by their 
stupidity and slowness off the mark, shared, and shared big. In fact, they joined 
forces giving rise to the birth of multicellular organisms.3 Once cells crossed the 
multicellular threshold, the pace really picked up. And, as the story goes, fve 
minutes to midnight on that metaphoric year depicting life on earth, human beings 
fnally emerged. 

In fact, we could argue that what makes human beings and bacteria the two 
most successful species on the planet is the same simple truth – cooperation. But 
here’s the plot twist. If we look at both species, we discover that of the 11 trillion 
cells in the human body, 10 trillion of them are bacterial cells. We’re only 10% 
human.4 We’re bacteria with a human coat. If we look at our DNA, humans have 
30,000 genes in our body, but we also have 3 million bacteria genes within us. So, 
genetically speaking, we are only 1% human and 99% bacteria. 

But within us we contain the secret of life on earth – it is always better to col-
laborate than to kill. We are collaborators. It’s in our DNA. It’s in our cells. And 
without love and connection we die. 

The problem is we’re still learning to play nice and much of humanity struggles 
with the concept. Just look around. We’re still killing each other in Ukraine, and 
in the Middle East, and in many other parts of the world. If we’re not killing each 
other, we’re still engaged in the creation of excessive inequity. Greed and polarisa-
tion are widespread. Even when we try to get on with just one person and ‘tie the 
knot’, there’s still a 50% divorce rate in many countries. When it comes to relation-
ships it appears that many of us still have much to learn. 

This is just as true in the educational system as anywhere else. In fact, we could 
argue that one of the key things that the education system should be delivering is a 
step change in human beings’ ability to play nice. 
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Most parents worry if their children will make friends at school, particularly at 
the key transition moments as children move from kindergarten to primary, pri-
mary to secondary and secondary to university or work. A great deal of parental 
anxiety exists around their child’s relationships. And there are lots of relationships 
to master. Children must make effective connections with friends, teachers, sib-
lings in the family as well as with themselves. 

When relationships go wrong in school, the price can be severe. Bullying, par-
ticularly online, has become a common problem in schools and is a major rea-
son why the suicide statistics are so depressing, on many levels. A meta-analysis 
of studies published between 1996 and 2017, which examined the association 
between cyberbullying and self-harm, or suicidal behaviours in a population of 
over 150,000 children and young people under 25 years old, concluded that vic-
tims of cyberbullying are at a greater risk than nonvictims of both self-harm and 
suicidal behaviours. And, to a lesser extent, perpetrators of cyberbullying are 
at risk of suicidal behaviours and suicidal ideation when compared with non-
perpetrators.5 Clearly bullying hurts everyone involved. And whilst, most teachers 
are trained to be on the lookout for bullying, it can be very diffcult to spot let alone 
fx, especially when so much of it happens online. 

When we leave school or university and enter the world of work, our willing-
ness to stay at a company and do our best work is often more about the quality of 
our relationship with the other people we work with than the salary we’re paid 
or the corporate vision. We know good relationships and friendships mitigate the 
diffculties of life. As we said in chapter 4, the Harvard Study of Adult Develop-
ment has proven that good relationships are what makes a good life.6 Talking about 
the importance of relationships, Physician Dean Ornish said, “I’m not aware of 
any other factor in medicine – not diet, not smoking, not exercise, not stress, not 
genetics, not drugs, not surgery – that has a greater impact on our quality of life, 
incidence of illness, and premature death from all causes.”7 Human beings need 
quality connection as surely as we need air to breathe. 

Even though we know the importance of relationships there are many reasons 
why we struggle. And unless we understand these it can be very hard to improve 
relationships. And without better relationships, we stand almost no chance of fx-
ing the broken parts of the education system. Nothing is achieved alone; we must 
work together. But effective collaboration is tricky when we don’t even understand 
the issues that conspire against us. 

We’re Not Taught How to Communicate 

Let’s explore the central building block of good relationships – communication. 
When we’re growing up, we’re not taught how to communicate properly. We’re 
only ever taught half the formula. We train our children to broadcast, but we 
don’t teach them how to receive messages. It’s all transmission and no reception. 
Our obsession with broadcasting has been massively amplifed by social media. 
We believe that we must broadcast our lives all the time on social channels. We 
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should share pictures of our food, broadcast our thoughts and wax lyrical about our 
achievements. Many engage in performance activism rather than effective altru-
ism. We even broadcast about our mental health problems, sometimes to a compet-
itive degree, wearing our damage as a badge of honour, rather than exploring how 
to overcome the damage. We seek ‘likes’ for our broadcast in a desperate attempt to 
self-validate and create legitimacy. 

Parents call their friends excitedly to celebrate their child’s frst word. But who 
rings up their friends when their child accurately receives a message, when their 
baby has understood the difference between a cat and a dog? We’re much more 
interested in the outbound than the inbound. It’s as though we believe our child’s 
identity is only based on what comes out rather than what goes in. 

Once reception starts to accelerate, around two years old, children start to ques-
tion everything. Research by Harvard child psychologist Paul Harris suggests that 
a child asks about forty thousand questions between the age of two and fve – that’s 
a lot of questions.8 Often, the relentless ‘why’ questioning becomes a tyranny, pro-
voking many parents to tell their children to be quiet! Parents, and later teachers, 
correct a child’s pronunciation, grammar and syntax. All of it is coaching transmis-
sion. But children rarely get coached in reception. Who asks their kids to ‘play that 
back to me to make sure you’ve understood what I just said’. Parents and teachers 
are more likely to command their children to ‘listen, will you’ or accuse their chil-
dren that they’re ‘not listening’. But they don’t help the child by telling them how 
to listen. 

Little wonder that children grow up into adults believing that ‘listening’ is sim-
ply ‘waiting to speak’. To most people listening is the moment before they say 
something. 

When we’re in a meeting and the people around us are silent, we wrongly 
assume they’re listening to our broadcast. They’re not. What they’re doing is think-
ing. Thinking about what they want to say next. 

Teachers at the front of the class may believe that if the classroom is quiet the 
children are listening. Some may be listening. But some are day-dreaming, some 
are thinking about the game they will play later, some are wondering what dad 
made for lunch, some are thinking about whether Kirsty from Chemistry likes 
them or not. The whole notion of teaching is built on transmission. A teacher 
stands at the front of the class and transmits some information – it’s even called 
‘chalk and talk’. There may be some questions to test instant reception within a 
class, but the main test of enduring reception is an exam or homework. A system 
that’s built around knowledge transfer creates so much content to ‘get through’ 
it becomes impossible to do anything other than transmit and hope something is 
received. 

None of this is deliberate, malicious, unprofessional or even intentional. It’s just 
that most of us have never been taught how to listen. Consequently, our level of 
connectivity with others is often very superfcial. We have, at best, heard the words 
people say, but we haven’t really understood each other. 
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When someone starts broadcasting, we start thinking. It’s automatic. Within a 
few seconds, their broadcast triggers our thinking. We switch off our reception and 
we start chasing our own thoughts. We have a dialogue with ourselves rather than 
a dialogue with the other person. In many conversations there’s minimal recep-
tion. Both parties are often just broadcasting, almost independently, after having 
an internal dialogue with themselves! One person is talking, the other person’s 
waiting to speak, and thinking about what they are going to say. 

We see this in TV quiz shows, like Family Fortunes, where one member of 
a family will give an answer and it will be wrong and then the next member of 
the same family will give exactly the same answer. As soon as the question was 
asked the second team member stopped listening to the conversation and started 
to think about what they were going to say when asked the same question – so 
much so that they didn’t hear their sister’s answer and end up looking like an idiot 
on national TV! 

We also see this in meetings. Part of the reason meetings go on for so long and 
little gets resolved is because no one is actually listening to each other. Everyone 
is just having a conversation with themselves: “I just said that!” “Did you? Oh I 
wasn’t listening.” We even say that to each other! And of course, the distraction of 
digital technology is not helping. When someone is looking at a screen, they don’t 
even have to pretend they’re not listening! How many times have we kept writing 
emails during a staff meeting? 

Our default is set so strongly towards transmission, rather than reception, that 
it can be very diffcult to stop someone from interrupting. Studies have shown 
that men interrupt more and are less likely than women to cede the foor when 
they are interrupted. Men speak more in meetings, and more powerful men speak 
even more.9 Even if we’re interrupting for legitimate reasons, to clarify the mes-
sage, the interruption still breaks the transmission. When we do this, our actions 
often result in an elongation of the broadcast, because the broadcaster either gets 
thrown off track, or they repeat the broadcast from the start, or they say it in a 
new way as they realise their point may not be landing. The motivation for inter-
rupting may be to reduce the length of the transmission but it often has the exact 
opposite effect. 

When communication is so biased towards transmission, we not only impair 
reception capability but we also inhibit the possibility for deeper thought and 
refection in the classroom. Quality thinking and critical reasoning requires deeper 
thought, better refection and better reception. Without it, engagement and motiva-
tion are reduced, and disruptive behaviour or attention seeking increases. 

Many people’s understanding of how to improve their reception is so poor that 
they, like many schools in the UK’s education system, buy into the idea of ‘active 
listening’. Active listening focuses on the surface characteristics of a broadcast – 
the tone, the words and the body language of the transmission. Actively attending 
to these surface characteristics, so we can accurately summarise what’s been said, 
means we don’t sense the deeper content of the broadcast. We don’t detect the 
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thoughts, let alone the feelings, that sit beneath the words. And we certainly don’t 
detect the real meaning behind what’s being said. Our communication remains 
superfcial and lacks substance. We have little sense of why this person is broad-
casting this specifc message at this time. What’s going on for them. What beliefs 
and values are driving their broadcast. What’s the real meaning of all this. 

Perspective Taking 

The success of our education system, like most complex systems, is dependent 
on whether the relationships between stakeholders is strong or dysfunctional. It’s 
easier to change a process, a structure or create commercial or operational suc-
cess than it is to improve a relationship, build a successful team or drive cultural 
change. Teams and cultures are bedevilled by the complexity of human interac-
tion. Even though we as human beings are better at relationship building than most 
species, we still have a great deal to learn, and there are still many levels of sophis-
tication we can develop in our ability to get on with each other. We only need to 
look around the world and witness the polarisation in many societies and the wars 
that are raging to know we need to up our game to have any hope of solving the 
wicked problems we face. In many ways, all wicked problems, like education, are 
relationship problems.10 

And it’s worth calling out the importance of perspective taking because it speaks 
to the anatomy of all relationships. 

When we interact with others, most of us take one of two perspectives. They’re 
called 1st and 3rd person perspectives. A 1st person perspective is characterised 
by the ‘me, my, and I’ subjective stance. People who show up to a meeting with 
strong opinions are often operating from a 1st person perspective. This perspec-
tive is powered by emotion, often passion or frustration. But the individual’s 
emotion can overwhelm them and cause them to lose sight of the bigger picture. 
Their stance is deeply rooted in their experience, values and beliefs. They’re 
unlikely to budge because they believe all their years of experience make their 
opinion right. 

If we’re not operating from a 1st person perspective, we’re almost certainly oper-
ating from the much more dispassionate, but no less resolute, 3rd person perspec-
tive. This is characterised by the ‘it’s, they and them’ objective stance. Individuals 
taking this stance are rooted in data, objective evidence and what they consider to 
be facts. According to this stance ‘it’s nothing personal . . . the facts tell a story’. 
This perspective is much loved by scientists, reporters, referees and chairs of meet-
ings. People who operate from a 3rd person perspective believe they are simple 
witnesses without opinion. 

Many meetings designed to solve a problem often go round in circles because 
the people in the meeting are operating from 1st and 3rd person perspectives with-
out even realising it. To reach a decision, people need to fex. But without knowing 



Collective Development in Theory 133  

 

about perspective-taking the need to fex often doesn’t even surface in most peo-
ple’s minds. 

People operating from a 1st person perspective fnd it diffcult to fex because 
if they do, it feels like they are being asked to surrender their opinion and beliefs, 
which they can’t bring themselves to do. People operating from a 3rd person per-
spective also fnd it diffcult to fex because if they do it feels like they are being 
asked to surrender the facts or the truth, which they can’t bring themselves to do. 
Both perspectives dig in and the meeting goes around in circles. 

What often happens in these meetings is that someone makes a point (from the 
1st or 3rd person perspective), the rest of the room ignores that point and someone 
else makes a new point. The new point is equally ignored. Several further new 
points are made like popcorn popping in a microwave. Such popcorn meetings can 
go on for a long time with little awareness of the lack of progress. People may claim 
to be listening, but they’re often just stuck in a cycle of perpetual point making. 
No-one’s really listening to each other. This, ironically, increases the likelihood 
that people then repeat their points over and over. Such popcorn meetings are an 
incredible waste of time and drain morale. 

What’s often missing, in ineffective meetings, is an awareness of 2nd person 
perspective taking. This is characterised by the ‘we and us’ relational stance. 
The 2nd person perspective is where relationships are built. But if stakeholders 
have no awareness of the fact that these three perspectives exist, they are unlikely 
to have any control over what perspective they’re showing up from or why the 
meeting often seem to get stuck. When someone inhabits 2nd person perspective, 
either spontaneously or deliberately, they call out the shared view of the room, or 
they try to establish common ground. Developing the ability to step into 2nd per-
son perspective taking can step change our ability to collaborate, and signifcantly 
improve the quality of our conversations as well as all our relationships. 

To access 2nd person perspective taking, it can help to: 

O	 make the other person feel heard 

O	 identify joint benefts 

O	 land all agreements 

O	 cultivate good will and an appreciative attitude 

O	 ask open ended questions 

O	 acknowledge the validity of all views 

O	 stop taking an ‘I’m right, you’re wrong’ stance 

O	 seek and call out anything that can be agreed upon. 

The ability to take a 2nd person perspective is the foundation of all relationships. 
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We Don’t Appreciate Difference 

Few people have a sophisticated framework for understanding in what way they 
may be different from each other. Most schools and businesses think of diversity 
as a gender issue or something to do with ethnicity and skin colour. These things 
are important, but to assume that skin colour automatically gives you a different 
view of the world is, frankly, somewhat racist. In fact, it’s getting stuck in 1st or 3rd 
person perspectives that often prevents those with diverse cultural narratives from 
hearing, and therefore understanding, how each other’s views have been shaped, 
and what can be learned from each other. Similarly, just because a teacher is a 
woman rather than a man doesn’t mean she has a different view of education. 
Diversity isn’t just about colour or gender. It’s about inner diversity as much as it 
is about visible, outer diversity. 

Inner diversity is much more complex than outer diversity. And the source of 
greatest inner diversity is an individual’s level of development, not their person-
ality. When people clash it’s because they have a difference of opinion, it’s rarely 
because they have different personalities. And the thing that creates the biggest 
difference of opinion is their level of development. 

Let’s use age as a blunt proxy for level of development. The difference between 
the opinion of a six-year-old and the opinion of a 12-year-old is much greater than 
the difference between the personality of two six-year-olds. How a six-year-old and 
a 12-year-old make sense of the world is more diverse than the possible diversity 
of two six-year-olds. 

If we want to understand diversity and become skilful at diffusing the tensions 
that arise from differences of opinion, we would be much better placed studying 
levels of development rather than studying personality, typologies or other forms of 
variation. If we study levels of development, we’ll see that each new level of devel-
opment is characterised by a step change in sophistication. As we mature to the 
next level of our development, new ways of understanding the world are unlocked 
leading to more sophisticated insights and ways of making sense of everything. For 
example, if we think values, beliefs, attitudes and opinions are all the same thing, 
then we’re not very sophisticated. When we mature, we begin to understand how 
such concepts differ from each other. In fact, we start to realise that the ability to 
differentiate is itself a sign of maturity. And making sure we understand such dif-
ferences is not just a ‘nit picking’ exercise or ‘semantics’, it’s crucial to resolving 
some of the tensions that were present at the previous level of development. 

Let’s drop down one level from values and beliefs into the basic building blocks 
of diversity and culture. Let’s look at the differences between thoughts, feelings 
and emotions. These three things are very different. You can test whether people 
understand the distinction between thoughts and feelings by asking someone how 
they feel. They will often tell you what they think. Why? Because they’ve not yet 
developed to the level where the difference between a thought and a feeling is 
obvious to them. 
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 Figure 7.1 Composition of a Value and Belief 

Thinking is a cognitive process that occurs in our head. Emotions are composite 
biological signals (energy-in-motion) that occur in our body. Feelings bridge the 
gap between thoughts and emotions. Feelings are the awareness in our mind of our 
energy in motion. 

If we combine thoughts and feelings together in a cognitive cocktail, we create 
values and beliefs. Beliefs are thoughts wrapped in emotions. Values are feelings 
defned by thoughts or principles. They both contain thoughts and feelings, but in 
a different mix. Beliefs centre around thoughts, and values centre around feelings 
(Figure 7.1). 

If we ask people what they believe, they’ll usually describe a collection of 
thoughts that they’ve woven together, some of which are well enough crafted to 
be considered principles. These thoughts and principles are then infused, often 
unconsciously, with emotion until they become a solid belief. And, depending on 
the intensity of the emotional charge, their belief may be strong or weak. When 
woven together they develop a network of beliefs. 

Values, in contrast, can be felt if you wander around the school. You can 
sense what a school values just by observing its cultural artefacts (symbols, rit-
uals, customs, dogmas and metaphors), listening to the way people speak and 
tuning into the stories they tell about themselves. A school that values innova-
tion feels different from a school that values collaboration. A school culture is 
more determined by its values than its beliefs because feelings are more pow-
erful than thoughts in driving behaviour. If we want to transform the culture 
in a school or an organisation, we should focus more on values than beliefs, as 
they are more amenable to change and follow a well understood developmental, 
evolutionary path. 

In relationships, liking someone, or not, often comes down to whether we share 
their values and beliefs. If we’re not sure whether we like someone, it’s usually 
because we don’t know them well enough yet to determine whether we share val-
ues and beliefs. Before we’ve discovered someone’s values and beliefs, we often 
guess what their values are and decide how closely they might align to our own. 
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We often instinctively reject anyone who doesn’t align with our own values and 
beliefs, often because the difference is perceived as a threat. 

Rejecting people who have different values to us is a problem for three reasons. 
First, if we’re going to solve the challenges we face in education and beyond 

we’re going to have to work with stakeholders that have very different values to 
our own. Second, it’s vital that we have stakeholders that hold different values 
because such diversity, if managed well, creates much better-quality answers for 
the school. Third, the more we understand how values and beliefs are created, the 
more we realise that our strong attachments to them are, to a large extent, random. 
Our values and beliefs are dependent on the happenstance of our birth. If we’d 
been born in a different country to different parents, we would believe and value 
very different things. 

Our values and beliefs are built in childhood through our lived experience and 
a process called conditioning. We’re all conditioned to see the world in a certain 
way depending on where and how we grew up. These values and beliefs underpin 
our sense of ‘right’, ‘wrong’, ‘good’, ‘bad’, what’s ‘acceptable’ and what’s ‘unaccept-
able’. Such rules are passed down to us, largely unconsciously, from our parents, 
siblings, care givers and the environment and society we live in. We’re taught what 
events or sensations to give ‘signal importance’ to, i.e., what matters and what we 
should ignore. Which is why many of our values and beliefs are arbitrary and some 
are just unhelpful. All of them are dictated by the fuke of our birth. 

The conditioning of our minds in this way starts even before we’re born and 
certainly long before we can speak. There are two types of conditioned learning. 
The frst is single trial conditioning which is learning that occurs instantly after 
only one event. For example, a child doesn’t have to touch a hot stove more than 
once to learn not to touch the hot stove. When an experience is painful, either 
physically or emotionally, we tend to learn that lesson with only a single exposure 
to the event or situation. 

The other type of conditioning, which is what determines most of our values and 
beliefs, is less intense. This is called multiple trial learning. As the name would 
suggest it occurs over time. This multiple trial conditioning is driven by repetition. 
When we’re told something often enough, eventually we believe it to be true – even 
if it’s not true. 

In a now famous experiment called Pygmalion in the Classroom, Harvard social 
psychologist Dr Robert Rosenthal demonstrated just how infuential teachers are at 
conditioning their children, and inadvertently determining the outcome based on 
what they personally expect to happen. 

At the start of the academic year, Rosenthal tested 18 classes of primary school 
children using nonverbal intelligence tests. Twenty percent of the children were 
identifed as being “intellectual bloomers” and their teachers were told to expect 
signifcant intellectual gains from those children in the coming year. 

Eight months later all the children were re-tested, and the intellectual bloomers 
had indeed increased in IQ points over the rest of the group. None of the teachers 
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were surprised until they were told that the intellectual bloomers had been chosen 
randomly. The test was a rouse. 

The teachers, expecting the intellectual boomers to do well, almost certainly 
changed their behaviour toward those children in a positive way and changed 
their behaviour toward the rest in a negative way. If little Amir was an intellec-
tual bloomer, the teacher would instinctively give him more attention. If he was 
stuck or confused the teacher would help – after all he was a bloomer, so the extra 
effort was worth it. Meanwhile, the opposite was also true. Suzie was not in the 
bloomer group so when she asked a question and needed help, she was prioritised 
after the bloomers and sometimes there just wasn’t enough time to get to Suzie. 
The teacher expectation and belief became a self-fulflling prophecy. The teacher’s 
altered behaviour amounted to multiple-trial conditioning toward the children in 
their class. This conditioning either increases the child’s self-belief or not and that 
determined their success. 

Conditioning doesn’t just determine what we believe about the physical world, 
it also determines what ‘facts’ we come to believe about ourselves, regardless of 
whether they are true or not. And this applies to everyone around children, not 
just teachers. If parents constantly tell their child that they’re clumsy or useless 
at maths, the child will eventually believe they are clumsy or useless at maths, 
whether it’s true or not. As a result, that child’s self-confdence can be permanently 
impaired. The same can be said about encouraging children to do well. 

But the danger is that if the encouragement is over cooked and we tell a child, 
with minimal ability, that, “you’re a star”, this can set an expectation, which if not 
reached, can create crushing disappointment or toxic perfectionism.11 

Too many people have extremely low opinions of themselves simply because 
of repeated ‘stories’ they were told as children that they accepted as true. Despite 
understanding this, parents’ and teachers’ assumptions around a child’s potential 
still stifes many children and staff today. 

Any type of change, be that individual or system change, requires us to deliber-
ately step out of the ingrained conditioning we’ve inherited to design a new con-
text and create a self-authored narrative that supports that change. 

Survival Not Sophistication 

Part of the reason conditioning is so powerful is because it taps into some of the 
most fundamental circuitry deep within our brain, and this circuitry is designed 
for survival not sophistication. A conditioned response is often blunt and can lead 
to the creation of a whole bunch of faulty beliefs and ideas that can infuence us 
well into adulthood. 

If you have an unexplained aversion to prawns, even though they don’t make 
you ill, it’s probably a conditioned response coded into your brain when you were 
a child. If you take an instant dislike to someone and consider the person you just 
met unworthy of your time, the chances are that something about them triggered 
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your amygdala and alerted you to danger. Perhaps this new person unconsciously 
reminds you of a neighbour that shouted at you when you were three years old, an 
experience you may not even remember. This faulty reactivity drives our uncon-
scious bias and often underpins what we believe to be true. 

The powerfulness of a belief is down to the degree of threat we perceive 
and the intensity of the emotion that thought is wrapped in, by our amygdala. 
The amygdala works by constantly comparing our current reality with all previ-
ous experience from the day we’re born (hence the reminder of the neighbour). 
Every new incident, event or situation is unconsciously compared to all the his-
torical data we possess to try to predict if there’s any danger. In every moment 
of our lives, our brain compares all the live sensory data to what it expects, 
drawn from our amygdala’s vast rolodex of names and events, to see if there are 
any correlations that could spell trouble. And if the amygdala fnds a match, it 
triggers a biological response. This response can make us nervous, irritated or 
even excited. 

When we react to someone we’ve just met, our reaction may be legitimate, or 
it may be due to some old historical resemblance to a long-forgotten experience 
which has nothing to do with the present moment. When we meet educational 
stakeholders to try to fnd solutions to the problems we face, our amygdala is work-
ing out if we have met someone similar so we can arrive at a quick conclusion 
about whether we like this person or not or can work with them constructively to 
fnd solutions. 

We falsely assume that our reaction to this new person is due to something hap-
pening live in the moment. We’re normally unaware that our reaction may simply 
be driven by some long-forgotten faulty association that has triggered an outdated 
and irrelevant alarm. Since we rarely realise our alarm is historical, we mistakenly 
blame something in the here and now for something that happened in our past, 
none of which has anything to do with what’s right in front of us. 

As adults we like to believe that we’re rational, but science tells us we are not. 
What we sense and perceive in every moment isn’t sent to our neocortex (the smart 
part of our brain, where logic and executive function sits). It’s frst sent to our 
amygdala then onto the thalamus to be translated into the language of the brain, 
and only after some processing is it sent to the executive suite that is our neocortex 
for problem-solving. 

Neuroscientist Joseph LeDoux from the Centre for Neural Science at New York 
University has written beautifully about the neural ‘emergency exit’ connecting the 
thalamus to the amygdala. He described how a portion of the original message goes 
directly to the amygdala, across a single synapse – bypassing the thinking brain 
altogether and initiating action before the rational brain even knows what’s going 
on. This allows for a faster response when our survival may be threatened – say 
by a prawn sandwich! And all this happens in a fraction of a second, below con-
scious awareness. We’re basically conditioned to react to potential danger, and this 
overrules logical processing. This can explain why some children refuse to attend 
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school, or why some very able students struggle to learn, or why many teachers are 
resistant to change. It’s basic psychological safety. 

Most of our conditioning occurs before we’re even aware that it’s happening, and 
certainly before our brain is fully developed or can differentiate fact from fction. 

Precision decision-making is the domain of the frontal cortex, but the fron-
tal cortex doesn’t fnish developing fully until our early twenties – after leaving 
university! When we’re making all these early connections through the process 
of conditioning, we don’t have the cognitive equipment or capacity to assess the 
information or experiences we are encountering with any degree of discernment. 

By the time we reach adulthood, we’ve been taught to believe thousands of 
‘facts’, which are often no more than the limited and partial views of our parents, 
passed to them by the limited and partial views of their parents. And these beliefs 
are embedded in our minds without our permission. And these views aren’t sub-
ject to any internal critical evaluation. Once embedded, these views take root and 
can infuence our behaviour. They can also change who we believe ourselves to be. 
And they often determine who we form relationships with, for the rest of our life, 
unless we wake up to what’s happened. 

Fortunately, many of these beliefs don’t do too much damage, and many of them 
help us navigate the world faster and more effectively. But that still leaves plenty 
of beliefs that are nothing more than opinion and bias, which are often unhelpful. 

This ‘parental brainwashing’ has happened to us and to everyone we meet. The 
specifcs of other people’s parental brainwashing might mean they have different 
beliefs and values to us, but they’re just as attached to their brainwashed beliefs as 
we are to ours. 

Many of the tensions that occur in our personal relationships, based on these 
unconscious differences, can be obstacles to aligning a team around what the prob-
lems and the solutions in education need to be. We can see such obstacles clearly 
in racial, economic or disability bias that exists in all societies. 

Since this conditioning or brainwashing happened when we were six years old, 
or earlier, it takes some work to uncover and rectify them. If we’re to create an 
inclusive educational system, we need to lean into our bias and question the way 
we think and question what parts of what we believe are helpful, and what parts 
are counterproductive for us today. And we need to do this work with compassion 
for ourselves and our parents because none of this was deliberate or malicious. 

We Don’t Appreciate How Values Impact Relationships 

In the introduction we looked at how the education system has evolved and how 
that evolution tracks our own evolution as a species across various value systems. 
Where we are individually on the values spiral also has a huge impact on our abil-
ity to form functional and constructive relationships to solve the issues we face – 
including education. 
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Appreciating our own and other peoples’ value systems can completely change 
what we can accomplish inside those relationships. And such a map gives us a way 
to bridge the gap between different values and see the advantages and disadvan-
tages of all value systems. 

Most people don’t appreciate that they have different beliefs from others or if 
they do, they don’t know how to interrogate those beliefs for accuracy or learn 
to put them aside to fnd consensus. And the same is true for values. When we 
don’t understand value systems, everything becomes a fght. It’s too easy to take 
everything personally which further infames our biases, belief and value sys-
tems. It’s not surprising then that progress is often slow and diffcult. A repeating 
pattern in schools, for example, is the ‘diffcult’ parent with a high-needs child. 
Whilst we may expect a process to be followed for an educational health care 
plan, the parent is likely operating from a survival value system, overwhelmed 
by the demands on them and infamed by their belief that something needs to 
happen right now! 

When we appreciate the primary motivational system at play in such parents 
and also in any school, which may also be in the same space after a very poor 
Ofsted report, then the problems that emerge are entirely predictable. And it’s not 
just parents and schools that are evolving through these different value systems, all 
the individual stakeholders and stakeholder groups are evolving through the value 
spiral too. This knowledge can also help us to reconcile our differences, reduce 
confict and improve the quality of communication. The other person is not being 
diffcult or obtuse, it’s just that they see the world through a different values lens 
and they prioritise different outcomes as a result. That lens is neither better nor 
worse than our own lens, it’s just different. 

Think of their lens like colour coded glasses (see Figure 5.6). Those focused 
on survival have Beige-coloured spectacles on. The world looks a certain way as 
a result. Each level has a different pair of glasses, where the colour brings differ-
ent phenomena into focus relating to safety (Purple), status (Red), stability (Blue), 
success (Orange), social (Green), system (Yellow) and society (Turquoise). As such 
each values level sees the world quite differently. 

When we can recognise those differences, we don’t feel so divided or separate 
from others. What seemed like a chasm, becomes more of a gap to be bridged. 
Ideally, we become curious about our differences, and the things that divided us 
become the things that now interests us. When we understand the shared values of 
various stakeholders and how that stakeholder reality may legitimately vary from 
our own it can be a source of fascination and exploration rather than a reason to 
reject or hate.12 

The differences between us and others, that so often lead to a breakdown in the 
relationships, are too frequently misdiagnosed as a ‘personality clash’ or ‘attitude 
problem’. 

The differences in values and beliefs between us and others is usually seen 
negatively, where one side will refer to the other side in a derogatory way. Now 
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we understand that beliefs probably need to be interrogated for accuracy, and we 
recognise the nuance of value systems we can appreciate that the confict has very 
little to do with personality or attitude. Rather it is to do with the different value 
systems we use to interpret the world. If we can recognise that both our different 
points of view have merit and are arising from our different value systems, then 
we’re much better placed to fnd a way to reconcile our differences and fnd genu-
ine solutions. 

If we are to solve the multiple challenges in the education system, then a recog-
nition of value systems can help. We need to move away from a world that defnes 
everything as either/or. Such binary simplifcation reduces the beautiful nuance of 
humanity to harsh dichotomous division. We must move to a both/and view of the 
world and let go of the either/or mindset. 

Great teams, great schools and great organisations need everyone, including 
Beige value systems. Without a survival focus, we won’t be here to make the world 
a better place. Every level from Purple onwards offers signifcant benefts. Every-
one has a role to play that allows the group to tap into the collective strength 
while mitigating the weaknesses. These insights allow us to appreciate that many 
of the stumbling blocks in educational reform could be avoided when we effec-
tively blend people who have different values. To be effective we need all the 
value systems contributing to the solutions so that the solution works for everyone, 
regardless of the value system they are operating from. 

Obviously, the more sophisticated the individual, the more options they have 
in facilitating the collective to a wiser answer. In other words, the further up the 
spiral an individual is operating from, the more sophisticated and nuanced their 
input is likely to be. 

If our individual ‘I’ or collective ‘WE’ development gets arrested at 15-years-old, 
we may look like an adult on the outside, but we’re still immature on the inside. 
Such developmental delay results in a belief that we’re right and others, who do 
not hold the same beliefs and values, are wrong. We become wedded to our unique 
perspective with unshakable certainty. Understanding how to overcome such 
binary right/wrong thinking combined with the lack of awareness and sensitivity 
to the views of others is crucial if we want to work effectively with others to solve 
the crisis in education and evolve the system. 

Notes 
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8 Collective Development  
in Practice 

Most people with a desire to change the system in which they’re working, educa-
tion or otherwise, understandably look at the system frst and think about what 
needs to be different. They almost never look inwards and wonder about what 
they might need to change about themselves and how they lead or work with 
others. And yet research on leadership development clearly shows that most 
mature individuals are better equipped to handle the complexity that systemic 
change requires and are more likely to possess the skills needed to deliver such 
change.1 

So, rather than expect or wait passively for some system changes, the journey 
to educational transformation can start with the development of those responsible 
for leading the educational system. This is because the inner ‘I’ change ripples 
outwards, positively impacting our ability to collaborate effectively with others. 
And more effective collaboration signifcantly increases the chances that we can 
fnd and implement the solutions that are required to create a better educational 
system. 

Without this ‘I’ and ‘WE’ development, we are perpetually stuck, and very little 
real progress is made. It’s worth stepping back into that reality for a moment to 
remind us just how predictable this dysfunction is. 

Think back to the last team experience you had. It really doesn’t matter what the 
team was brought together to solve, or what problem or issue was being discussed, 
the experience is almost always the same. Initially certain team members align. 
This alignment may be around the fact that they know each other outside the team, 
and they see each other as natural allies. Or they instinctively begin to align around 
their value systems. We can see this happening in real time as an issue is discussed 
in the group. 

Someone who’s operating from the Red value system, for example, will become 
vocal and authoritative, pointing out that the time for discussion is over and the 
solution is obvious, everyone just needs to get on board and make it happen. 
Other people in the group who operate from the same value system will nod 
enthusiastically. 
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Those from the Blue value system may start to resist because they believe the 
group hasn’t followed its own process and given everyone an opportunity to speak. 
Other Blue colleagues murmur their agreement, while the Red people dismiss this 
as unnecessary. 

Those operating from the Orange level may start to see the battle lines being 
drawn and advocate for taking a pragmatic approach and suggest we shouldn’t 
insist on everyone speaking if they don’t want to or don’t have something to say. 

Those operating from the Green level may seem to side with those from the Blue 
level, but not on a point of process simply in a desire to be inclusive and fair. 

Each level is adamant that their approach to the group dynamics and managing 
the emerging tension is right. And every level is equally adamant that the others 
from a different values level are wrong, although most will never explicitly say this 
out loud. Instead, every level tries to push through their solution from their level. 
Those at Red may become more authoritative, passionate or humorous to win the 
argument. Those at Blue will try to align people on a point of principle. Those at 
Orange will use logic, pragmatism and persuasion. Those at Green will use all their 
interpersonal skills to get their own way. 

No one in the room is aware that these values-based dynamics are the root cause 
of the tension, and they are impacting communication and the ability of the group 
to align. No one in the room has spotted that each person is adopting a 1st or 3rd 
person perspective. The Red level tends to favour the 1st person, passion stance. 
The Blue level tends to switch to 3rd person principles with a little 1st person 
animation on the importance of principles and the need for robust process. The 
Orange level will vacillate between both 1st person and 3rd person perspectives to 
see which one works. They may cherry pick the data that are most compelling and 
passionately advocate it. They may even claim they are offering the room a shared 
2nd person perspective when what they are often doing is passing off their 1st or 
3rd person view as shared when it isn’t. Such ‘sleight of mouth’ is common in 
those operating from the Orange level. The Green level is more focused on soothing 
and smoothing the tension, supporting everyone’s view and advocating that the 
primary goal is to move forward together rather than get stuck on the specifcs of 
the answer. Their attempts to get consensus may appear too meek or wish-washy 
for others. 

The values misalignments in the group create factions. Each sub-faction may 
start to plot and scheme in sidebar meetings. Few people are really listening to 
each other anymore. Instead they’re seeking to fnd ways to get other factions on 
their side. 

Overall communication is poor. Often the group can’t even agree on the nature 
of the problem, never mind how to solve it. There’s little or no trust. No shared, 
agreed position. Usually, the loudest or largest faction wins. But because there is 
no real agreement, any decisions made still won’t get actioned because the passive 
aggressive battles move to outside the room, and resistance is set up in a wider 
stakeholder group. 
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If we accept that the ‘I’ and ‘WE’ development of educational leaders is central 
to a transformation of the system, it’s vital to defne what level of individual and 
collective development everyone is currently operating from. It’s also essential that 
those leading the change understand the level of development of the other stake-
holders in the system. If one stakeholder has no idea what level of maturity they 
are operating from or what value system they operate from, and don’t have that 
information for those around them, we’ll be relegated to the same old disagree-
ments and differences of opinion that have polluted the discussions and halted 
progress so far. 

We’ve already explored the benefts of leaders gaining access to more energy, 
moving up one or two levels in their values and ego maturity lines of develop-
ment and the gains that can be made around emotional and social intelligence 
(ESQ). The last three levels of ESQ are of particular relevance in the ‘WE’ space 
as they speak to our capacity for empathy, social impact awareness and social 
intelligence. Feel free to revisit these levels and practice the MAP skill to foster 
this capability. 

Developing your interpersonal capability, as described earlier, enables each 
individual leader to better manage the inevitable tensions that arise when trying to 
drive systemic change. Leaders who have levelled up in this way can also recon-
cile differences in the ‘WE’ space more quickly. The benefts of ‘I’ development are 
therefore refected in the ‘WE’ development of leadership teams. 

Values Revisited 

When each of the team members have also started to do even a little ‘I’ develop-
ment and appreciate what values level they operate from under different situa-
tions, their insights can be used collectively to improve results. 

The real game changer that values identifcation offers is the resolution of inter-
personal tensions in the ‘WE’ space. When a team charged with solving an issue 
or making improvements all understand their Complete Values Profle (CVP), they 
don’t just gain an appreciation for their own value system but more importantly, 
they appreciate how to more effectively work with other people in the team who 
don’t see the world the way they do. 

Having a way of understanding the difference between our motivations allows 
us to better appreciate the upsides and downsides of each value system so we can 
reconcile our differences, reduce confict and improve the quality of our commu-
nication. This always improve relationships. We’ve seen, time and again, that the 
insights gained from the CVP help to dissolve contentious issues so that discus-
sions and negotiations become much more constructive. One head teacher laughed 
when they read the results and said, “I fnally understand why that member of staff 
irritates the life out of me despite being so lovely with the children! Now I under-
stand why, and I need to shift my lens and how we interact!” 
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When we can see that all our different points of view have validity and are 
arising from our different value systems not some personal grudge, stupidity or 
incompetence, then we’re much better placed to shift our position and fnd a way 
to reconcile our differences. We learn to see the superpower of each value system 
as a collective tool to be used toward team success. 

When we understand that people have very different motivations, it’s also much 
easier to engage them by using the language of their value system to describe the 
problem and the proposed solutions. Using the language preferred by the stake-
holder in front of you can massively speed up decision making, drive much better 
answers that include the diversity of views of all available stakeholders. Managing 
stakeholders in this way saves a lot of time and strengthens relationship bonds. 

For example, Matt used to take this approach with Ofsted inspectors. As you 
can imagine, there is a range of inspectors and it would be impossible for them 
to remove all their bias. Most inspectors, at least in the frst stage, are viewing the 
school through a Blue stability lens. Initially they may be evaluating and ‘inspect-
ing’ whether the school is compliant with legal and regulatory process. If the teach-
ers listen carefully, the inspector will provide clues to what they value personally, 
albeit unconsciously, through the language they use in conversation. Matt would 
listen for words, phrases and questions that implied they valued status (Red), sta-
bility (Blue), success (Orange) or social values (Green). He would then position or 
reframe the information, results or evidence the inspector was looking for to ensure 
it matched the value system the inspector was operating from. 

A skilled team leader or facilitator can effectively communicate with different 
people in the group based on their value system. This is not manipulation. It’s 
more about skilfully meeting people where they are and it comes from a greater 
appreciation of what’s driving the team, what messaging is going to land and what 
it will take to create consensus so the teachers and the inspectors can move for-
ward together. The irony is that most leadership teams know there’s often a com-
munication issue; what they need help with is a way to discuss that problem that 
builds consensus not division. When they’ve had even a little coaching to bet-
ter understand the baggage they bring to discussions, based on their values level, 
maturity or outdated conditioning, they can begin to create new pathways. And 
when everyone does that, genuine team development becomes possible. 

It’s also important to recognise that what level of values we operate from varies 
depending on the context. Thus, what motivates us when we discuss the strategy 
for the school may be slightly more nuanced than what motivates us when we’re 
discussing managing the staff, or the classroom. We need to adjust our language not 
just for the stakeholder in front of us but for the situation too. 

Fortunately, the values profle has several subscales that can guide us because 
they reveal how a person’s value system varies depending on the tasks they’re 
engaged in. When a head teacher is focused on strategy, for example, they may 
operate from the Yellow values level indicating an innovative approach. That same 
leader may then shift into a more Blue stance when discussing how to implement 
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the strategy, seeking to follow process and to ensure the school has the right pro-
cedures in place to execute the strategy. The leader may show up differently when 
discussing staffng issues and become more autocratic and directive, from the Red 
value system. 

Understanding which value system we tend to operate from in different circum-
stances can create a clear platform for how we can get the best out of ourselves and 
each other. Matt recalls how leveraging this knowledge had a very positive impact 
when working with a charity-based school trust. 

The trust had a member of staff who was operating from the Red values level. 
The rest of the team found this diffcult and had somewhat dismissed his contri-
bution. His management of others felt too directive for the culture and maturity 
of the organisation. Yet when the team understood the beneft of all the different 
value systems, the CEO agreed to set up a new challenge to take advantage of the 
Red energy, namely fundraising. This brought in £250,000 in the frst year. The 
Red fundraiser also established a network across local businesses that the other 
leaders wouldn’t have imagined possible. He had the impact that he wanted and 
really enjoyed doing it. In the area of fundraising, he had the power to execute the 
strategy independently of the team and make it happen. This ft perfectly with his 
results-driven values-based motivation. 

Understanding value systems becomes particularly fascinating when we look at 
an entire work group or executive team to see where most of the members operate 
from. This reveals the strengths of the team and the way that the team will fall into 
confict. For example, if there is a cluster of stakeholders in the team or group oper-
ating from the Red value system, then if this is identifed and ‘called out’, those 
Red individuals may be able to avoid monopolising meetings and continually over-
riding the input of other team members. 

It’s also fascinating to see that our professional values don’t always align with 
our personal values outside of work. We worked with a CEO of a multi-academy 
trust that had very Green personal values, caring a huge amount about everyone in 
her life. However, at work she was very Red. She managed their school turn around 
with the motto ‘slash and burn’. This sounded somewhat brutal, but at that point 
in the school’s evolution, this was exactly what was required. This was quite a fex 
for the CEO and she had to manage the personal tension she felt because she was 
operating outside of her personal comfort zone, deploying values that were needed 
but that were not the values that she personally operated from outside of work. 
Fortunately, she understood that the best way to take care of the school was to be 
very clear and direct for a short period of time while she turned the school around. 

Once the turnaround stabilised the school, she set up a three-year development 
programme for herself and the team to transform the culture and embrace a more 
caring Green approach, which aligned more with who she really was. This trust 
now has one of the best reputations of any large multi-academy trust in the UK. 
The leader is now far more fulflled in her work because she’s allowed to be herself 
and care about others, whilst still holding them to account. Her personal journey 
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has even resulted in her developing beyond her Green values into a more Yellow 
approach. She’s become far more innovative. This has resulted in massive and rapid 
improvement across the schools she is responsible for. Her staff repeatedly say ‘I feel 
valued because I feel invested in’, and this is refected in how engaged the staff are. 
You can read the full case study of this developmental journey in chapter 13. 

Knowing the tensions created by different value systems in different contexts 
is truly transformational. It also helps to recruit the right people to balance the 
values dynamics (as long as they are conscious of the underlying variable) in any 
team to achieve outcomes faster and help the system to develop. For example, 
those operating from Yellow and Turquoise are particularly useful in strategy 
meetings because they can appreciate multiple perspectives and may come up 
with ‘out of the box’ innovations. Every team needs someone who can do this. 
But Yellow and Turquoise values play less of a driving role when it comes to 
implementation of the strategy. Every team needs someone who is operating from 
a Green value system. They are often skilled at including everyone and ensuring 
the relationships improve over time. Orange values are needed for adaptability 
and pragmatism. Blue values often contribute to critical time discipline, build 
key processes and ensure the team complies with the necessary procedures. 
Someone in the team who brings the Red energy can be key to ensure pace and 
change momentum is maintained to get stuff done. A leader operating from the 
Purple value system will ensure a much stronger sense of identity and belonging 
exists in the school. 

So high performing teams need the healthy version of each value systems to 
be most effective. Everyone has a role to play, which when understood, allows 
the group to tap into the collective strength while mitigating the collective weak-
nesses. Understanding all this allows us to appreciate that many of the stumbling 
blocks we face in fnding solutions to anything can be avoided when we effectively 
blend stakeholders into effective teams that offer different value-based perspec-
tives we may not have. 

Team Development 

The task of developing teams is made slightly easier by the greater self-awareness 
that follows individual leadership development. More mature leaders are better 
at bringing everyone in their stakeholder group along on the same developmental 
journey they have been on. Make no mistake, development in the ‘WE’ domain is 
the ‘fnal frontier’ and is much more complicated than coaching and developing 
individual leaders. 

The ability to create constructive, productive relationships that enables the 
team to develop and collectively solve problems requires careful diligent work by 
coaches who have knowledge of adult development and can do a lot more than just 
take a team through an ‘inset’ off-site experience, an away day or teach the teachers 
a few skills. 
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Unfortunately, most team coaches are unaware of the nine levels of team devel-
opment. Many operate with the much more simplistic model which refers to the 
‘forming, norming, storming and performing’ levels of team development. This lat-
ter model, developed by psychologist researcher Bruce Tuckman in the mid-1960s,2 

may have been suffcient then, but it’s much less useful in today’s more compli-
cated world. Having worked with leadership teams all over the world for 25 years, 
we’ve been able to defne nine levels of team development. The forming, norming 
and storming levels Tuckman describes are, in our view, all variations of a Level 2 
team of Battling Experts (Figure 8.1). The performing level Tuckman describes is 
what happens when a team reaches level 3 – Dependant Experts. Tuckman’s model 
says nothing about how a team becomes high performing or any of the six levels 
that exist beyond the performing, Level 3. Coaches who work with this model are 
therefore unlikely to be able to unlock their higher levels of development, not least 
because their model simply doesn’t include them. 

Figure 8.1 The Nine Stages of Team Development 
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A Level 1 Pre-Team – Talented Individuals 

As a team develops through each new level of sophistication, energy increases, 
speed increases and new capabilities are unlocked. Until a team has a common 
goal, it’s effectively a Level 1 ‘Pre-Team’. At this point it’s a collection of talented 
individuals. With a shared goal, a team starts forming. 

A Level 2 Team – Battling Experts 

At Level 2, individuals realise they’re paid to deliver results. Team members 
largely operate from their silo. They see themselves as an individual within the 
team. They ‘report in’ to the leadership team meetings, narrate the performance in 
their own department and jockey for position in the norming and storming phase 
of development. 

Each team member is an individual expert. They battle for authority and try 
to establish a pecking order within the team. The battle is occasionally explicit 
but rarely toxic. Polite mistrust is much more common. Subtle briefng or counter 
briefng occurs, and passive aggression through a careful lack of support is typical. 

At Level 2, tensions can become weaponised, and team members can blame or 
throw each other under the bus. Failure is pointed out and is often used by individ-
uals to defect attention from themselves in a subtle game of self-protection. 

An immature Level 2 team leader may exacerbate the fght or, even worse, play 
individuals against each other in a widely misplaced idea of internal competi-
tiveness or to create dependency on themselves and condense power in their own 
hands. Level 2 teams are crying out for strong leadership, and until this occurs, 
working in Level 2 teams is usually tolerable, rarely enjoyable and always sub-
optimal. Even when a strong leader appears, individual team members may switch 
the focus of their battling to undermine their leader. This may be done through 
perpetual debate or demands for ‘more clarity’. Or there may be a subtle refusal to 
commit to the journey or allow the leader to lead. 

A Level 3 Performing Team – Dependent Experts 

Most teams, left to their own devices, can make it to Level 3. At Level 3 teams can 
drive results, but they’re far from developed or consistently high performing. Per-
formance is still very dependent on the team leader. At Level 3 most team members 
still focus on the delivery in their department, rather than helping the whole team 
to succeed. This is largely borne of self-preservation. If my department is deliver-
ing results, I can’t be sacked. It’s Darwin and Maslow rolled into one. 

The tension that’s still present at Level 3 is often used to consolidate an individ-
ual’s personal authority or defend their department. If failure occurs, it’s seen as a 
performance management issue (Figure 8.2). 
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Figure 8.2 Immature Level 2–3 Teams 

If Level 3 team members start to think about the idea of a team, they may start to 
subjugate their own desires for the sake of the team. This is what enables a Level 
3 team to start performing. But performance at Level 3 is still fragile. On bad days, 
when the leader is absent, the team often drops back to a subtle battle for con-
trol and Level 2. The more enlightened Level 3 leaders will try and fush out and 
resolve tension, inadvertently making the team more reliant on them. 

Sometimes the leadership is provided by a crisis rather than an individual. Many 
teams describe how they perform better in crisis mode. What keeps many teams 
stuck at Level 2 or 3 is a failure to fully commit to each other or their joint future 
together. The team may have articulated a vision for the school, but it doesn’t really 
feel alive or owned by the team, usually because it’s either imposed by the leader 
or defned by someone outside the team. Within the team the focus remains opera-
tional delivery in your own department. 

If a team ever makes it past Level 3, it normally takes 5–10 years to reach Level 
4. However, if the team’s coach understands what it takes for teams to develop, 
then it’s possible to deliver accelerated growth and unlock 1–2 new levels in just 
18 months. 

A Level 4 High Performing Team – Independent Achievers 

Helping a team to break out of Level 3 and unlock Level 4 is, perhaps, the biggest 
game changer for any team. Most leaders have experienced Level 3, and many have 
become convinced that Level 3 is the ultimate level. 

If you’re not sure if you’ve ever been in a Level 4 team, then the chances are you 
haven’t. Level 4 teams feel different. If you look forward to getting together with 
‘my team’ (the highest-level grouping that you can participate in), then you may 
be in a Level 4 team. The meeting with your Level 4 colleagues should be one of 
the highlights of your month. It’s energising and stretching. This is where you get 
together with the people who are the most interesting to you. They are there for you 
and you are there for them. 

APPROACH l'O CONFLIC I APPROACH TO FAILURE 

3. Dependent Experts 
People use conflict lo consolidate 

authority 
See it as performance management issue 

2. Battling Experts Conflict is weaponised Failure is used lo undermine others 
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In contrast, if you think the team meetings are getting in the way of you doing 
your job, then you are almost certainly in a Level 3 team or below. The fact that so 
few people have ever experienced Level 4, or beyond, is a testimony to how diff-
cult it is to develop high performing teams. It also reveals how little time or effort 
organisations invest in team development and how few coaches understand what’s 
required to unlock team maturity. The team’s coach must have personally experi-
enced Level 4 or beyond, otherwise they are unlikely to be able to help others to 
develop to this level. 

Level 4 requires a fundamental shift in thinking of the team leader and the 
team members, which takes time to develop and consolidate. Central to unlock-
ing Level 4 is team members fully committing to each other. One of the manifesta-
tions of that commitment is the desire to lean into and work through differences 
of opinion. 

Level 3 teams either ‘agree to disagree’ or abdicate the tension resolution to the 
team leader. Level 4 teams understand there’s real value in the disagreement and 
so develop the social and emotional intelligence skills needed to process tensions 
in a much healthier fashion. Level 4 team members actively encourage each other 
to share their point of view. They work hard on developing a ‘speak up’ culture, 
building trust and psychological safety. They particularly encourage the quieter 
voices in the team and seek to mine the views of the more refective team members, 
rather than letting the noisier team members dominate. 

With all this interpersonal work, the team starts to realise that there are many 
perspectives that must be integrated to deliver smarter, more insightful answers. 
Better answers become the focus of a Level 4 team. Team members proactively 
start working across silos in pairs and small groups. Better collaboration is dis-
cussed to drive much greater interactivity. There’s a desire to set a new standard 
in team functioning. When team members experience Level 4 team capability, 
they start to glimpse the power that is yet to be unlocked. This enables them 
to more fully commit to the process of team development. A Level 4 leader, as 
part of their encouragement of the team’s maturation, starts to talk less and facil-
itate more. 

A Level 5 Best-in-Class Team – Interdependent Achievers 

The step up from a Level 4 to a Level 5 team is smaller than the transforma-
tion from a Level 3 to 4 team. However, a lot of new capabilities that started to 
emerge at Level 4 really blossom at Level 5. Level 5 team members work across 
functionally as a default. They collaboratively swarm to solve the challenges the 
team faces either within or outside the school or trust. Team members see them-
selves as school leaders not just departmental heads. The team’s shared purpose 
binds them. All objectives are team objectives, even if the issue mainly impacts 
one person. 
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Team members seek out each other’s views, spontaneously, because they value 
each other’s opinions. There’s a drive to create more interdependency because 
there’s a realisation that this delivers better results. The defensiveness of Level 3 
has gone completely. People are encouraged to voice disagreements and ask genu-
ine open-ended questions rather than questions that they already know the answer 
to or questions that are designed to make themselves look good. 

A Level 5 leader prefers to facilitate clarity rather than give answers because 
they realise this creates greater levels of performance sustainability. A Level 5 team 
is much better at differentiating the content of a debate from the process of the 
debate. 

Having directly experienced the power of collaboration and interdependent 
working the team actively seeks to build stronger bonds between different lev-
els of the organisation to ensure there is appropriate leadership at all levels. The 
team is much faster at processing tensions and aligning outputs, identifying com-
mon ground rather than pushing a single point of view. Disagreement is seen pos-
itively, as a way to improve team dynamics. Decisions are nearly always made by 
collectives. 

A Level 6 World Class Team – Diverse Pluralists 

Very few teams make it to Level 6. If they do, and the team stays together, they’re 
on the verge of becoming world class. A Level 6 team can inspire a new genera-
tion of school leaders and establish a better way of leading the educational sector 
in which they operate. Often a team is broken up just as they are on the verge of 
reaching Level 6. This is because their contribution, at Level 5, was so signifcant 
and the performance impact so great that the leaders are either recruited to fx other 
schools or the leaders themselves, having developed so much, want to move on to 
help the system more widely. 

If a team, that’s reached Level 6, stays together, they can build on all that 
they’ve achieved, and step change their capability again. The work to become a 
high performing team at Level 4 and a best-in-class team at Level 5 comes of age 
as the team lays the foundations for becoming world class at Level 6 and Level 7. 
The main change, in moving from a team of Achievers to Pluralists, is the 
breadth of focus that a Level 6 team can bring. This includes everything that a 
Level 5 team delivers but transcends it. The core of the shift is from operational 
optimisation to relationship leverage. Team dynamics are signifcantly stronger, 
tensions are resolved at speed and performance is less about high energy and 
more about fow. 

The greater interpersonal capability means that diversity, in all its forms, can be 
used as an advantage. The focus also moves from performance issues within the 
school to facilitating wider systemic change in education by working with external 
stakeholders. Team meetings also shift focus from leading the school to impacting 
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the educational sector. Delegation to and the development of others becomes a 
major area of interest and how to unlock the untapped potential in everyone. 

A Level 7 World Class Team – Integrated Pluralists 

Moving from a Level 6 to a Level 7 team is really about consolidating the shift that 
occurs when the team steps into pluralism. A Level 7 team is genuinely world 
class, partly because the speed with which team members can learn from each 
other and convert knowledge into development. Level 7 teams swarm and net-
work quickly. They fow and serve each other and draw in relevant stakeholders as 
required. Given their much broader focus, Level 7 teams anticipate how the world 
around them is evolving. They are already thinking about how to plan for an 
AI-accelerated Web3 devolved future. 

Level 7 teams transcend the ‘working with diversity’, central to Level 6 teams, 
to integrating the data, views and insights that a diverse group of stakeholders 
generate. It’s integration not aggregation that unlocks the wisdom of the crowd. 
Innovation in an accelerating world is also critically dependent on the ability to 
integrate different views and create game-changing answers. 

A Level 8 World Leading Team – Broad Fellowships 

If Level 7 teams are extremely rare, then there are probably only a few Levels 8 
and 9 education leadership teams in the world. It may be diffcult to conceive of 
a level of ability beyond world class. That level is world leading. World leading 
teams are those that could teach world class teams how to completely change the 
paradigm. At Levels 8 and 9, the leadership team is less of a team and more of a 
fellowship. 

Level 8 fellowships are capable of everything that all earlier levels of team 
development are capable of, and can access any of the abilities of earlier levels if 
required. However, they function very differently. The primary difference for Level 8 
fellowships is that they see their role as being less about leading the school, or Edu-
cational Trust, or educational sector, and more about impacting society at large. If 
the team can change the way society sees an issue, then it’s an easier task to set up 
an educational system to mine the benefts of such a transformation. At Level 8, all 
team members could themselves be highly effective leaders of world class educa-
tional teams at Levels 6–7. 

A Level 9 World Leading Team – Unifed Fellowships 

Even when operating at a world-leading Level 8, there’s still room for improvement. 
The team can move from a broad fellowship at Level 8 to a unifed fellowship at Level 
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9. At this fellowship level, everything that a team is capable of operates at a higher 
level of grace and fuidity. This level is so rare that most will never experience it, or 
even see it during their lifetime. Even if they do, they may not be able to perceive 
the difference between this Level and how a Level 5 team operates. This is partly 
because you would have to be inside a fellowship to experience that difference. 

At Level 9 there is a quality of selfessness and service that may be diffcult to 
fathom for most people. This service may manifest in a multitude of ways that look 
familiar but are profoundly different. For example, there may be robust challenge 
of each other but even this is in service of achieving a much more nuanced, com-
passionate and wise view of the world. There’s a level of energy and clarity that is 
exceptional and persistent. Living in such fellowships is like having a spiritual meal. 

You can fnd a detailed explanation of the nine levels of team development 
in Alan’s book Coherence: The Science of Exceptional Leadership and Perfor-
mance (2nd Edition). Although it’s useful to understand the characteristics of each 
level, what is more important for successful change is to appreciate some of the 
conditions that, if present, increase the likelihood of genuine team engagement. 
Understanding these conditions also help you know where your team is currently 
operating from so you can see how to develop your team further. 

The conditions are: 

O	 Interdependency: it can help to make one person’s success dependent on an-
other team member’s input, thereby creating interdependency across functions. 

O	 Common Purpose: teams are united by a common objective. This can be broken 
down into the team’s vision or dream, their purpose, their ambition and their 
strategy (more on that shortly). If a team has made the effort to build a shared 
version of any one of these, it can serve as a unifying force. If there is alignment 
across all of these differentiated concepts, team coherence is likely to be signif-
cantly higher, and such things can be defned at every level of an organisation. 

O	 Authority: every team needs a degree of autonomy and the ability to determine 
its own destiny within the limits of authority given to it. A team that is clear 
around what delegated authority it has and what it can change is able to cohere 
around such authority. 

O	 Team Size: with increased size comes increased complexity. The optimal size 
of a team really depends on a number of factors, such as the team’s purpose and 
the range of capabilities required in delivering its purpose. Many organisations 
think six is the magic number, but we have seen dysfunctional teams of four 
people and highly effective teams of 18 people. 

O	 Commitment to Development: most people have a justifable scepticism about 
‘team away-days’. However, a shared commitment to improving the team’s effec-
tiveness and enhancing the team spirit, dynamics and interpersonal relationships 
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can itself be a powerful cohering force. This has to be a sincere commitment, not 
lip service or ‘box ticking’. 

O	 Leadership: a leader’s commitment to developing a team is the single biggest 
determinant of that team’s success. The leader’s sponsorship can be supported 
or enhanced by other team members, but if the leader is not behind the ‘Team 
Development Journey’, the team will never really develop. 

O	 One Boat: one of the most vital aspects of team success is the idea that we are 
‘all in this together’, one team, one boat. The ‘stroke’ in the stern of the boat sets 
the rhythm and is the equivalent of the CEO, Head Teacher or team leader who 
is responsible for direction and injecting pace. But everyone in the boat has their 
role and that role is no more signifcant than any other. Everyone must play their 
part and if someone tries to ‘be a hero’, they will usually slow the team down. 
Organisational status or hierarchy is irrelevant; what matters is the team result, 
not anyone’s individual expertise. Often leaders who are keen to exercise their 
own power or authority are the primary reason why the team does not develop 
beyond the third stage of team development. 

It is also worth noting that passively leaving teams to develop themselves or 
holding team events that are not integrated into a people development strategy may 
provide short-term improvements but are more likely to keep teams stuck below 
Level 3. Such an unstructured approach to development is one of the main reasons 
why schools that want to change fail to do so. If a team gets stuck, this is a major 
barrier for enhancing the context for learning. Successful transformation requires 
a much more sophisticated understanding of the levels of team development and 
how to navigate the levels to unlock the true potential teams offer. High-performing 
teams are often the difference between success and failure in many schools, and 
this is vital as we search for solutions in education. 

If you’re interested to understand what level your team is operating from right 
now, you can do this using the Team Development Index (TDI). The TDI asks every 
member of the team a series of questions, and the answers are aggregated to give 
the team a score across six factors: 

1. Activism: Laser focus on priorities, taking responsibility for outcomes, deliver-
ing what you promise and constantly measuring and improving. 

2. Strategic Power: Ability to create a powerful school vision and strategy that is 
compelling and exciting, distinctive, unique, achievable and sustainable. 

3. Entropy: Ease with which the team can handle confict and process differences 
of opinion. 

4. Coherence: Ease with which the team can fnd common ground and truly align 
on a position using fexible decision-making processes. 
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5. Relationship Quality: Sense in the team of psychological safety, strong per-
sonal connections and the willingness to support and develop each other. 

6. Personal Engagement: Strength of personal commitment to the team and align-
ment of individuals’ purpose with the team purpose. 

These six factors can be mapped onto the four-quadrant leadership model 
(Figure 8.3). 

Some leadership teams are high on some factors, and some are low. In the early 
stages of development, battling experts (Level 2) and dependent experts (Level 3), 
there’s a tendency to overestimate capability across these six factors. 

Generally speaking, Strategic Power, Personal Engagement and Relationship 
Quality tend to increase as the team develops. Relationship Quality is often the 
strongest indicator of the real level of a team’s development. The level of Entropy 
and Coherence varies at different levels, as does Activism. It’s also no accident that 
these six factors that drive a team’s development align nicely with the fve well-
known dysfunctions of teams identifed by Patrick Lencioni3 (Figure 8.4). 

In Lencioni’s model, he places ‘Absence of Trust’ at the base of his pyramid. He 
isn’t just talking about interpersonal trust; he suggests the quality of the team rela-
tionship is demonstrated when team members are comfortable with showing vul-
nerability and weaknesses to each other. Without trust, team members are reluctant 
to be open, honest and transparent. In our six factor approach Lencioni’s trust 

Figure 8.3 TDI Results Mapped to Leadership Model 
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 Figure 8.4 Lencioni’s Five Dysfunctions of Teams 

quality would be picked up by a low Relationship Quality score and a low Entropy 
score because when there’s a lack of trust, team members often engage in confict 
avoidance. 

Lencioni then talks of fear of confict. Healthy confict is essential for productive 
discussions and decision-making. In a team with low Entropy and low Relationship 
Quality scores, important issues may be ignored, leading to suboptimal outcomes 
or a lack of commitment to decisions. Commitment requires active participation 
and buy-in from all team members. Lencioni’s third factor is a lack of commitment. 

Immature teams often talk about ‘confict and commit’. But in our experience, 
this is often idealistic. Immature teams rarely confict in a healthy way. There may 
be a team principle of commitment, but in practice their confict usually produces 
resistance, or silent opposition outside of the team meeting. Low Entropy scores 
highlight this fear of confict. 

In our six factors we specifcally assess personal commitment. Without commit-
ment there can be no accountability, Lencioni’s fourth factor. We assess accounta-
bility in our Activism factor, which is more about accountability in action. When 
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there is low Activism team members hesitate to hold each other accountable for 
their actions and performance. Inattention to results is Lencioni’s ffth factor. Insuf-
fcient attention to results is picked up by low Activism scores in our model. Our 
model calls out two critical qualities of a team’s development that Lencioni doesn’t 
address: Strategic Power and Coherence. At a stretch one could argue that Len-
cioni’s avoidance of accountability is related to Strategic Power, but in the way 
he describes it, his factor is more operational than strategic. Either way our TDI 
model, detailed in the case study in the next chapter, addresses the fve dysfunc-
tions of a team and adds a little more precision. We’ve mapped Lencioni’s fve 
dysfunctions of a team on our Leadership Model (Figure 8.5). 

As the team matures through the nine levels of development, how the leader and 
the team show up differs signifcantly with each new level. Figure 8.6 offers some 
guidance on what those roles look like at each level. 

Most teams in the early stages of their development show up inconsistently 
and performance varies, often dependent on the topic being discussed. Many 
Level 3 teams perform at a higher level when in crisis mode. This is because 
they unite behind a common goal and take a less siloed view. But when the 

Figure 8.5 Lencioni’s 5 Dysfunctions Mapped to the Leadership Model 
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Figure 8.6 Level Descriptions by Team and Leader 

TEAM STAGE TEAM LEADERS WAY OF OPERATING TEAM MEMBER 
WAY OF OPERATING 

9. Unified 
Fellowships 

Leadership is very fluid, disseminated, highly flexib le and inspires social 
change 

Team members participate in fluid leadership approach. Everyone moves 
effortlessly between details and bigger picture, silos and seniority levels. 

8. Broad 
Fellowships 

The team acts as the leader, with differentiated roles. Leader is externally 
fac ing mission-focus overseeing evolution of ind ividuals, team & system in 

service of the bigger picture. 

Everyone is in service of each other and the bigger mission. Lots of disruptive 
ideas are flushed to c ha nge the whole industry and society. 

7. Integrated 
Pluralists 

Leader much more externally focused . Encourages team to make 
relationships a stra tegic advantage. Cultiva tes much more integrative and 

industry thinking . 

Team member work much more fluidly to integrate multiple perspectives and 
create organisation-wide strategies regardless o f role or seniority. 

6. Diverse 
Pluralists 

Leader facili tates rela tionship-based performance improvements by 
encouraging multip le perspectives, developing diversity and inclusion and 

si lo dissolution. 

Look to leverage differences of opinion as a source of competi tive advantage. 
Flush out silent voices and more open to input from o ther levels. 

5. Interdependent 
Achievers 

Works directly to build broader and stronger links across whole team and 
across multiple levels within the organisa tion. 

Default to working collaboratively, without leader present to solve business 
problems. High-performance approach w here everything can be improved. 

4. Independent 
Achievers 

Encourages the development of a team perspective. Wants team members 
to go beyond their silo and work in twos and threes to deliver results. 

Team members actively work to solve business rather than silo issues. Much 
more proactive problem solving. 

3. Dependent 
Experts 

Sets direction, adjudicates conflict and makes final decisions, often run team 
as hub and spoke. Encourages individual rather than collective responsibil ity. 

Team members report into team meetings, debate with each other and defer 
to leader. Ineffective delegation is common. 

2. Battling 
Experts 

Leader tends to be autocratic & driven. They encourage individuals to 
express their views and thrash out answers with their option for veto or 

over-rule. 

Team members focus on promoting, protecting and defending their own silo . 
May gaslight each other. Don't see o ther's areas as their concern. 

1. Pre Team 
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crisis passes, teams need to commit to and be much more open to change. This 
change needs to be at the individual and collective level. There has to be a fun-
damental shift away from the mindset of the ‘expert’ and much greater curiosity 
and preparedness to experiment. The greatest challenge for all teams is to invest 
suffcient time in their own development and allow a developmental coach to 
guide them. The Expert stance is ‘I know’. This makes them resistant to input. 
But to develop as a team, they need to let go of their own need to be an expert, 
experiment with different ways of seeing and doing so they can become more 
of an Achiever, and then ultimately transform the way they see relationships to 
become Pluralists. 

Network Analysis 

To facilitate rapid evolution through the stages of team development and to arrive 
at highly functioning teams and executive fellowships, it can also be helpful to 
understand the existing networks within an organisation. In our work, we help 
senior leaders to defne the current connectivity within an organisation using our 
Complete Network Analysis diagnostic.4 This assessment enables us to precisely 
defne who is connected to whom and why. And we can identify how strong those 
connections are. 

One of the interesting paradoxes we see in business and inside the education 
system is that while we may have more ways to ‘communicate’ with each other 
than ever before, communication is increasingly shallow, superfcial or transac-
tional, and as such we often feel less connected. We have the tools for greater con-
nectivity, but meaningful connection is still rare. 

It’s now clear that top-down traditional ‘rollouts’ of new educational initiatives 
from the most senior levels to the far reaches of the system are not effective. We 
encourage organisations to communicate and engage with their people through 
‘viral’ mechanisms, rippling ideas through the existing organisational networks 
and forums. A nudge, a wave of excitement and an engaging dialogue with staff are 
much more effective than most traditional ‘internal comms’ processes. 

Understanding the existing internal networks can facilitate high-speed ripples 
within the system because if you know who’s connected to whom, then you can 
identify how to spread an operational, cultural or strategic message rapidly by 
engaging the most infuential people in those networks. 

Network analysis is based on complicated social networking theory, but we use 
a much simpler approach that illuminates some very powerful data in just a few 
minutes. We ask nine simple questions to defne three critical networks: 

O	 Operational Network: Name the people you typically get work-related infor-
mation from. Name the people you regularly collaborate with. Name the people 
whom you go to in order to get things done or achieve faster progress. 
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O	 Cultural Network: Name the people you feel energised by. Name the people you 
feel you can be open and honest with. Name the people you turn to for support 
when things are tough. 

O	 Leadership Network: Name the people who stretch your thinking. Name the 
people to whom you turn for leadership and guidance. Name the people who 
actively support your development at this organisation. 

With these questions and some big data analytics, we can fush out a lot of crit-
ical information about the structure, leadership, talent pool and performance of 
your organisation. For example, Matt worked with one of the UK’s largest multi-
academy trust’s leadership teams (including the heads) where the Network Analysis 
data signifcantly changed the focus of the leadership team members. One individu-
al’s innovation ability was strong, but their peers didn’t turn to them for that. Instead, 
they turned to this individual for information and direction, not stretch thinking. 
The Trust’s best strategic thinker’s time was being consumed communicating small 
bites of information and giving direction. This was draining their energy. 

Within the Trust, operational tasks were communicated well, but the cultural 
communication channel was absent. This meant they lacked the relationship 
bonds to disseminate more subtle people messages. As a result of the Network 
Analysis insights, the leadership team signifcantly changed the way its communi-
cation channels worked and the accountability of each leadership team member to 
disseminate the right messages. They distributed the responsibility for communi-
cation more widely and ensured their best strategic thinker was able to ‘land’ their 
brilliant ideas rather than being consumed by tactical tasks. 

One of the other transformative insights that the Network Analysis revealed was 
the impact of the team moving one of their leaders sideways in a political reshuffe. 
This particular leader had very strong cultural connectivity and the change caused 
signifcant unrest and a sudden drop-off in performance of a department. Turns out, 
the person who was moved sideways was culturally key to that department as well as 
the wider community and it caused many other people in the department to become 
uneasy and lose trust in the leadership team’s judgment. The leadership team real-
ised they needed to reverse their decision for the beneft of the wider system. 

The Network Analysis is also brilliant at identifying hidden talents within the 
system. We’ve seen repeatedly that the leadership team only sees about 50% of 
their talent pool. At least half of the rising stars or individuals who should be 
included in succession thinking are missed. The Network Analysis can literally 
rank, in a quantifable way, how much infuence one individual has compared to 
another, and how this varies operationally, culturally and strategically. It reveals 
how the school or Trust really functions, rather than how the leadership team 
thinks it should, or could function. The insights generated can be incredibly useful 
for rolling out initiatives, evolving culture and driving improved performance and 
succession planning. 
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Big Picture Thinking 

Once educational leaders have got a stronger sense of the maturity of their lead-
ership team from the TDI, the diversity of motivations within the team from the 
values profle, and how their system really works from the Network Analysis data, 
they are in a much better place to understand how to improve things and how to 
gel the team. The next step is to sort out the team’s big picture thinking. Specifcally, 
they need to forensically defne their answers to the following questions: 

a) Vision: This answers the question ‘WHERE?’. Where is the school or Trust 
going? A good vision describes a picture of the future, the desired destination. 
The leadership team must defne “a world where . . . what is happening in 
education?”. The Vision is not necessarily a fully achievable state, it describes 
the direction of travel. 

b) Purpose: This answers the question ‘WHY?’. It’s often an emotional (heart) 
statement that can drive engagement and unlock discretionary effort. It can 
help defne why a teacher works in one school over another. It’s the boiled 
down essence of the school or Trust brand and value proposition. Defn-
ing purpose can help to differentiate the school or Trust in the eyes of key 
stakeholders. 

c) Ambition: This answers the question ‘WHEN?’ It a more rational (head) state-
ment about the size, scale and reach of the school when it achieves its ambition. 
The ambition can be defned in terms of results, student numbers, geographic 
reach of the school or Trust, student or staff engagement or any other metrics 
the leadership align on. 

d) Strategy: This answers the question ‘WHAT?’ What are the specifc things that 
the school needs to do to grow, achieve its ambition and get close to its vision 
and purpose. This is often what differentiates the school from its competitors. 

e) Governance: This answers the question ‘WHO and HOW?’ Governance defnes 
how the school operates and who makes the decisions. It requires the leader-
ship team to defne a series of detailed and robust mechanisms and processes 
around ‘who decides who decides’. Governance drives much greater organ-
isational effciency, improves the quality of decision making, identifes and 
enforces precise accountabilities, and delivers greater strategic and operational 
alignment. 

The school’s leadership team is responsible for governance. The school’s Board 
of Governors is responsible for overseeing the leadership team’s governance and 
making sure all the other pieces of the big picture thinking, including strategy, are 
in place, are correct and are delivering improvements in performance of the school. 
It’s not the Board of Governors role to decide the school strategy. 
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Most leadership teams don’t make the distinction between vision, purpose and 
ambition. Many have done some thinking around strategy, but sadly most of what’s 
included in the ‘strategy document’ isn’t actually strategy. It’s usually a series of 
pressing operational priorities to improve performance. Real governance, is either 
completely ignored or mistakenly perceived as compliance and operational over-
sight, both necessary but not governance. 

It’s common to see insipid vision statements full of meaningless platitudes 
like ‘achievable together’ or ‘be the best’. Such cliches aren’t even vision state-
ments, they’re uninspiring ambition statements. The confusion between vision 
and ambition is most often made by leadership teams at the Achiever level of 
development. 

When teams invest time and energy working on their vision, purpose, ambi-
tion or strategy and that work generates hackneyed cliches, it’s not surprising 
that they conclude that their investment was a waste of time. Virtually all teams 
we encounter have had this experience. Cynicism or at the very least scepticism 
is the justifable norm. But if this work is done very well it can drive a signifcant 
positive uplift in momentum, align a wider set of stakeholders and give people 
something to believe in. This can be vital when the wider educational environ-
ment is tough, and the school is bombarded with demands and pressure from 
many quarters. 

Even when the leadership team has done some very high-quality big picture 
thinking, aligning staff around the vision, purpose and strategy can still be very 
diffcult. The most common mistake is for the leadership team to impose its think-
ing on the school in a top-down, autocratic desire to drive change. Those outside 
the leadership team, who must action the big picture thinking, are rarely asked 
for their input. And even if they are, it’s often a superfcial exercise designed to 
convince people that the change has not been imposed on them from ‘on-high’. 
It’s much more effective to engage those responsible for executing the vision, 
purpose and strategy in their creation, than to conduct an internal communica-
tion roadshow. We’ve seen some organisations spend thousands of hours talking 
to staff to explain their strategy with minimal effect. It’s much more effective 
to present staff with the questions, that vision, ambition, purpose and strategy 
aim to solve, fush out their views and then integrate those views into the fnal 
answer. This helps people feel engaged in the process and fosters a sense of own-
ership in the answer, making executing the answer much easier. This approach 
taps into their intrinsic motivation and increases engagement (more on this in 
chapter 10). 

Defning the school’s big picture thinking in this way, with the widest set of 
stakeholders, will differentiate the school from most of the other schools in the 
area. Each building block of vision, purpose, ambition, strategy and governance 
creates an edge, and together they can create ‘clear blue water’ between your school 
or Trust and your competitors.5 
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To hone the strategy and identify exactly WHAT will differentiate your school 
from the competition, it can be extremely useful to consider the six key areas for 
education: 

1. Context: Without the context being supportive and positive, it is likely all other 
key areas will not sustain. Staff will not remain engaged in their own or learn-
ers’ development, and both will be demotivated. 

2. Opportunities: What are the opportunities that exist in this school that don’t 
always exist in other schools? What specifc opportunities can the school cre-
ate for stakeholders inside the school and beyond the school? 

3. Pathways: What are the unique pathways in the school for various stake-
holders? What developmental pathways for teachers, support staff or pupils 
into higher education or work that could be leveraged to create a competitive 
advantage? 

4. Diversity: What sort of diversity does the school embrace, and how could this 
be used to enhance the future of the school? 

5. Personalised Learning: Are there processes, systems or ways of working unique 
to the school that give it a competitive edge in driving personalised learning, 
and how this can drive real development for all stakeholders? 

6. Outreach into the Community: Are there ways that the school connects and 
involves the local community that can be turned to its advantage? 

When a leadership team gets the big picture thinking right, something magical 
happens – trust and confdence start to build within the leadership team. This 
trust and confdence start to trickle out of the team and invigorate others, who 
start to wonder if this time things are going to be different. When those outside 
the leadership team are invited to engage in the same big picture thinking process, 
they can see how what they do impacts that vision, purpose, ambition, strategy 
and governance. This restores some meaning and fulflment back into their roles. 
Before long the trust and confdence are magnifed and virtuous cycles are created, 
transforming the energy in the school. 

Getting it right however requires real skill and a map to design it with. When it’s 
done badly, it can be very demotivating, leading to cynicism and hopelessness. Trust 
is critical for high-quality relationships and meaningful connection. Like listening, 
it’s a profoundly simple concept. Most people have never explored trust as a specifc 
topic, so few understand the component parts of trust or how trust is created or lost. 

In our work we often spend a signifcant amount of time exploring trust with 
leaders and their teams. We suggest that TRUST can be seen as an acronym for Tak-
ing Responsibility for Understanding Someone else’s Traits. The central concept 
within trust is therefore understanding. If we want to increase the levels of trust in 



166 Reinventing Education  

 
 

 

 

 

 

our stakeholder groups, we must take responsibility for building that understand-
ing of other people and their understanding of us. We need to understand how 
other stakeholders think and feel. As we discussed when we combine thinking and 
feeling, we can create values and beliefs. When we combine values and beliefs, 
we can create attitudes. When attitudes become consolidated or crystalised, then 
they become more stable traits and part of our personality. We used the word ‘traits’ 
because it works in the acronym and also because it transcends and includes peo-
ple’s values, beliefs and attitudes. 

Understanding someone else’s traits, attitudes, values and beliefs requires us to 
spend some quality time with them to build a personal connection. Having dis-
cussed this topic with thousands of people over the years and asked them how 
they build trust or why it breaks, we discovered there were four key elements to 
the ‘Trust Recipe’. These ingredients are the same the world over regardless of 
culture or geography. Knowing the four ingredients in the recipe can signifcantly 
fast-track results and performance. If you want to increase the level of trust in your 
team you need to focus on one or all of these elements: 

1. Personal Behaviour: we make judgements all the time about whether we can 
trust others based on how they behave. For example, we trust more if they give 
others credit rather than take credit themselves; or if they take responsibility 
rather than blame others. 

2. Personal Motives: we make judgements all the time about whether we can trust 
others based on what we believe their motives are. Do we think they’re honest 
or manipulative? Do we believe they’re transparent or secretive? 

3. Delivery & Competence: it’s easier to trust people who have competency and a 
proven track record. We trust brands that deliver on their promise and do what 
they say they will do. 

4. Relationship & Connection: fnally, time may be important. Our trust in some-
one may simply erode because we haven’t seen them for a long time. But it’s 
not just a matter of time. It’s the quality of the connection when we have shared 
time. Trust builds when we collaborate effectively, chemistry is good and 
empathy is explicitly expressed. 

The frst two ingredients are more in the ‘I’ domain, the third is more ‘IT’ and the 
fourth is more in the ‘WE’ domain. Each person operates with different weightings 
of these four elements, and each of these elements may be present in a positive or 
negative version to create trust dynamics. But once we know this, we have a tool 
that allows us to trust others more and help others trust us more. 

There are so many simple things we can do to improve our relationships and 
help children to develop their relationships skills. And we need to practice every 
day because our future and the future of the education system depend on it. 
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9 Collective Development  
in Action 

Let’s return to our case study of Adam and how the ‘WE’ skills discussed in the last 
chapter were applied in his school and the wider Trust. In working with teachers 
and educators over the last 25 years, we often see a strong desire to develop skills 
they can use to better support the children they teach. This is usually borne of gen-
uine care and a passion to make their students’ lives better. But we almost always 
have to remind them that the developmental journey starts with them (‘I’) and then 
their relationship to the children (‘WE’). This is one thing that Adam got right from 
the start. He didn’t immediately try to ‘fx’ other people or the system, he started 
by addressing his own shortcomings. 

To some of his colleagues, this looked indulgent or like he was slowing progress. 
But stakeholders soon started to notice that the changes in Adam’s approach deliv-
ered changes in the school. Adam was literally practicing what he later ‘preached’ 
to others. He worked hard to understand his own values and motivations. He lik-
ened it to learning a secret language, and with that language he was better able 
to understand how others perceived him and how he needed to fex the way he 
showed up to get the best out of others. 

Adam even got quite good at guessing what value system other people were 
operating from in each meeting he had, based on the words each person used, the 
metaphors they preferred and the energy they brough to the discussion. Adam 
developed the ability to create rich conversations around values with the three 
assistant heads in his team – John, Sarah and Angus. They now shared a common 
framework for understanding each other’s motivations and how they could work 
more effectively as a team in collaborating and connecting with all the other key 
stakeholders. 

One of Adam’s frst actions, in the ‘WE’ domain, was to invest in and commit to 
a team development journey for his leadership team. As part of this, everyone in 
the team did their own values profles. This gave each team member some precise 
data on their own level of development. Each team member was able to build a 
personal development plan (PDP) that was more precise and powerful than they 
had ever created before and share this with their teammates. Team members also 
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Figure 9.1 The Team’s Overall Values Analysis 
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 Figure 9.2 John’s Values Analysis 

openly discussed their own values profles with each other (Figure 9.1). One of the 
most insightful conversations the team had, as a result of this data sharing, was to 
explore why, based on their individual’s values profle, certain people were four-
ishing in certain roles and others were struggling. 

They were struggling because the role they were doing wasn’t aligned to their 
value systems. They often felt like their job didn’t suit them, and they couldn’t 
bring all of themselves to work. For example, one Assistant Head, John, realised 
after reviewing his own values data that he had, by his own admission, been going 
through the motions. He was running a Key Stage but he wasn’t fulflled and he 
wasn’t engaged. So much so that he was thinking of leaving the school. 

A deeper dive into John’s values profle revealed his personal bent toward inno-
vation (Figure 9.2) 

John realised that he had a lot of value to offer the school in terms of his personal 
innovation but had been showing up with a Blue lens. His Yellow value system 
showed up very clearly in the personal subscale but less so in his commercial 
profle. Interestingly John’s commercial values sub-scale had a high Blue score, 
and he found this was often in tension with his Yellow personal driver. John’s 
perception that he had to be process driven restricted showing up in line with his 
personal values often made it diffcult for him to be disruptive when the team was 
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discussing strategy. He perceived his input to be rocking the boat or stepping out-
side his remit so he didn’t. 

The team acknowledged John’s nervousness, but encouraged him to share his 
disruptive thinking. He was given the space to do so and was relieved, even if 
ultimately the team decided to move in a different direction. When the team real-
ised that allowing John to share his innovative ideas was vital to his motivation, 
they were happy to give him this space. This was reciprocated by allowing other 
team members, who operated from the Orange value system, to evaluate whether 
John’s ideas would work in practice. Essentially everyone was given the room to 
‘be themselves’, bring their magic and work effectively with the diversity of values 
everyone brought. 

With these team agreements in place and some coaching, John found the cour-
age to put forward many great ideas from his digital marketing and research back-
ground. His role has now changed to better align with his values and he has since 
gone on to create a deliberately developmental coaching model for Early Career 
Teachers. This helps them transition much more easily into the school culture 
by understanding themselves better and how their values relate to the school’s 
approach. Twenty members of staff were prompted to take on additional develop-
ment programmes. As a result of staff growth, the lethargic legacy mindset has been 
overcome. All this work was pivotal to the leadership team’s decision to become a 
research school (more on that shortly). 

John has demonstrated a fair for innovation, and Sarah also uncovered a real 
passion for research with the help of E-Bank and Complete Values Profle (CVP). 
The E-Bank was instrumental in allowing team members to better understand what 
tasks and responsibilities were draining them or energising them. These energy 
insights led to a reshuffe of the leadership team responsibilities. The team made 
sure they had ‘the right people sitting on the right seat of the bus’. Prior to working 
on her own development, Sarah had been struggling with a heavy teaching time-
table, and she didn’t feel as though she had the time or energy to focus on her pri-
mary passion and interest – research. She was reluctant to discuss this with Adam 
because she didn’t know how to. 

Following some coaching, Sarah was able to articulate her thinking to Adam. 
Like John, Sarah had also been thinking of leaving the school to pursue her inter-
ests, and it hadn’t even crossed her mind that she could follow her passion without 
changing jobs. The work and support from the team helped her turn things around, 
and instead of leaving the school, she started pioneering research into the impact 
of how a deliberately developmental approach impacted early career teaching. 

The values framework was instrumental in building new layers of trust in the 
team because each team member understood their own values level and how that 
differed from their teammates. As a result, they were better able to step into each oth-
er’s shoes in meetings. With cognitive and emotional empathy, it was much easier 
to fnd solutions and align around ideas. This increase in trust and the development 
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of more aligned action has been repeated across many educational leadership 
groups and is captured by the phrase: ‘when we’re invested in, we feel valued’. 
A coaching culture emerged, and specifc training around staff’s own values has 
led to shifts in their curriculum framework, pedagogical approaches and behaviour 
management strategies. 

After such success at the leadership team level, the school cascaded these skills 
and insights to the wider staff to help them understand who they were, what gives 
them energy and how to better align their values with their roles to create much 
greater levels of engagement. The common language around ‘lines of development’ 
resulted in a professional development system being put into place, alongside the 
existing performance management system with a coaching network to facilitate 
people’s journeys towards their goals. 

The team journey has allowed the leadership team to understand the benefts of 
development as well as experience them. Each team member felt more engaged and 
aligned in ‘one boat’, a metaphor for pulling together towards a common goal. They 
implemented a staff audit, allowing staff to share their professional backgrounds 
and experiences inside and outside of education, as well as interests and hobbies. 
These data were essential for informing the school’s strategy. Future plans ceased 
to be just about the budget and Ofsted. The school strategy started to refect the 
uniqueness that everyone brought to their role. 

People described how their developmental experience was ‘done with’ them 
instead of ‘done to’ them. As one teacher said: “I don’t feel judged by my team-
mates, I feel supported”. The team contract that was created is now present in 
every meeting as a reminder of what they expect from each other. 

In addition to using the E-Bank skill and values profle to develop a much bet-
ter strategy, that hinged around being deliberately developmental, the team also 
reviewed what level their team was operating from using the Team Developmental 
Inventory (TDI) data. Figure 9.3 shows where the team was before they embarked 
on their ‘WE’ developmental journey. 

Unsurprisingly, given that most of the team members were largely operating 
from the people-centric Green value system, the TDI data showed that Relationship 
Quality was the team’s highest score compared to the global benchmark (0.0) of all 
teams who have completed the TDI. The Relationship Quality construct includes 
a level of psychological safety, strong personal connections, and the willingness to 
support and develop each other. 

The second highest team score was for Strategic Power. This construct includes the 
team’s ability to create a powerfully compelling vision. In contrast, the team scored 
less well in their ability to convert their vision into action (Activism). Having previ-
ously received an Ofsted assessment of ‘Outstanding’ the team had mistakenly started 
to rest on its laurels, feeling it was a case of ‘job done’. After working with Matt for a 
short period, we helped the team increase its ambition leading to the development of 
a compelling strategy, even though Ofsted never mentioned this. 
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 Figure 9.3 TDI Results Before the Developmental Effort 

It’s worth pointing out that, certainly in England and Wales, the strategy of each 
school is, at least broadly, already laid out by Ofsted guidelines. Ofsted assesses every 
school against four areas (although Ofsted offers no guidance on whether it thinks 
schools should consider these areas for strategic focus or just for incremental opera-
tional improvements): 

1. Leadership and Management 

2. Quality of Education 

3. Behaviour and Attitudes 

4. Personal Development. 

As a result, most schools restrict their operational and strategic conversations to 
just focusing on these four areas. Adam and his team did exactly that, initially. How-
ever, we encouraged them to stretch their thinking and consider their unique selling 
point (USP) or point of difference and how this might enhance their strategic objec-
tives. This resulted in Adam’s team choosing to add research and networking as the 
ffth areas for strategic focus. 

With the team’s centre of gravity being around the people-centric Green value 
system, we felt the team needed help with their ability to align because the TDI data 
on the Coherence construct were much lower than expected. The Coherence con-
struct refers to the ease in which a team can fnd common ground and truly align 
everyone behind a decision, without the need for ‘confict and commit’ rules. The 
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team’s Green gravity meant that genuine consensus was rare and confict avoidance 
was common. People didn’t speak for fear of rocking the boat. This tendency for 
avoidance was borne out by the low Entropy scores as well as the low Personal 
Engagement scores in the TDI data. 

The initial TDI data helped the team admit that they were operating at Level 2 of 
team development, called ‘Dependant Experts’. This helped them set an ambition 
to reach Level 4 as a team or become ‘Independent Achievers’. 

To achieve that ambition, we worked with the team to design a meeting schedule 
for strategy and implementation. Adam invited others to take greater responsibil-
ity. He created much clearer succession plans and he realised his ability to design 
an improved curriculum would have greater impact if it was systematised, scaled 
and owned by all the staff. To this end, each team member took responsibility for 
one of the strategic initiatives that aligned with their own values. This created a 
much greater sense of agency for each individual. That team member became the 
‘captain’ for that initiative. Each captain nominated a ‘coach’, someone who may 
have relevant knowledge or experience (some were outside of the school) in that 
strategic initiative as well as a ‘right-hand’ and ‘left-hand’ person to support them 
in implementation and delivery of their strategic initiative. 

A meeting schedule was created to help the captain, coach, left- and right-hand 
to distribute the accountabilities and create forward momentum. To address the 
low entropy score, the captain was also asked to seek open challenges from their 
group as part of the meeting design. Key actions were agreed and taken away from 
these meetings in the relentless march through agreed milestones to implemen-
tation and delivery. The team’s own development journey was now a much more 
conscious affair, driven not by Adam but by the team itself. 

The importance of these meetings was further emphasised by all team mem-
bers signing a meeting contract and creating meeting best practice guidelines. We 
helped the leaders better understand (often for the frst time) the three different 
phases of a meeting to ensure faster and more effective meetings. Finally, the cap-
tain was asked to appoint a meeting ‘Chair’, which was usually the person in the 
coach role. The coach was able to create more momentum than would have been 
possible if the captain had chaired the meeting. 

How we helped Adam, and his team, isn’t rocket science. The benefts are 
a result of the quality, skill and precision of the guidance through a carefully 
thought out and curated series of steps. Part of the challenge is that, in a busy 
school day, competing priorities mean doing the right thing often gets lost, 
ignored or forgotten. But with a captain for each strategic objective who had the 
delegated authority to move things forward, the captains and support team for 
each strategic objective were invested in the outcome. And the low Coherence 
and low Entropy started to rise. Milestones are achieved collectively, confdence 
builds and a virtuous cycle is created. Relationship Quality, which was relatively 
high initially, increased further, and the delivery team no longer saw the lead-
ership team as the centre of the wheel, but as part of a network of professional 
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Figure 9.4 TDI Results After the Development Effort (Six Months Later) 

practitioners, each accountable for a developmental culture, reinforced by devel-
opmental tools and specifc coaching. 

The leadership team, instead of looking to Adam for all the assurance and direc-
tion, characteristic of Dependant Experts, became more independent and collabo-
rative, more in keeping with their ambition to be Level 4 ‘Independent Achievers’. 
Their real progress fostered a deeper level of trust and collaboration across the 
school. And the leadership team went on to create an observation classroom with 
a digital platform partner to enhance professional practice within the school and 
disseminate the learning nationally. 

All this progress refects a signifcant step change in the quality of thinking and 
a new performance culture. We also saw an upgrade in leadership behaviours. 
Whilst having some of the highest Standardised Assessment Results (SATs) in the 
region, the school hasn’t had the time to document what they’ve achieved and are 
yet to share their learning. The school is in the process of doing this and creating 
an outreach offer (more on this in chapter 12). 

The team’s improved collaboration has increased their level of Coherence and 
instead of pretending to agree and then complaining about the decisions outside 
the meetings, they’ve been able to reach genuine alignment much faster. The 
team has also become more confdent in aligning with a much broader set of 
stakeholders. 

What was inspiring was that it didn’t take long for all these changes to happen. 
A ‘speak up’ culture was established in meetings; more views were shared sparking 
more debate and dialogue which raised the Entropy still further. Because the team 
started as a highly Green team, their capacity to share ideas very quickly tipped 
into the upside of Yellow. They became innovative problem solvers. 
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Figure 9.4 shows the team dynamics when the team re-tested on the TDI. 
What is so game changing about TDI and the development around teams is that 

it creates a path to purposefully address the problems that keep us stuck in the 
‘WE’ dimension. It gives structure to elevate the quality of communication, it gives 
us insight on how different people are, and how we can harness those differences 
towards a better future rather than complain or get stuck on those differences. 
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Behaviour and Systems 10 Development in Theory 

The start point for many, in an ‘IT’ addicted world, is to focus on what we can 
DO to improve results, or what systems we can put in place to change the out-
comes. In the classroom a teacher is always considering what they can DO to 
encourage better behaviour (‘IT’) from their pupils or how they can teach a little 
differently to get better results. This isn’t wrong, it’s just an insuffcient answer. 
One of the reasons so many peoples’ attention is on action is that actions are 
visible. If a pupil misbehaves, it’s obvious. If a teacher does something wrong, 
pupils notice. But getting people to change their behaviour, and ‘do the right 
thing’ isn’t easy. 

The diffculty in changing behaviour is mainly because there are many things that 
we can’t see that determine whether people do or don’t do something, as discussed 
in chapter 5 when we explored the Integrated Performance Model (Figure 5.1). 
Starting at the bottom of the model, physiology determines what emotions we 
have. Our emotions are the composite stereotypical patterns of energy that we may 
be able to feel. Our feelings determine what and how well we think. Our thinking 
determines what we decide to do, which is the behaviour that others can see. And 
of course, it is behaviour that determines results. 

The fact that behaviour starts with physiology is why the physical and emotion 
lines of development, in the ‘I’ quadrant, are so important. Mastery of these lines 
of development make a huge difference to the results we get. Unfortunately, most 
of us have never been taught how to regulate our physiology or emotions, so conse-
quently we have very little control over what we think and how we feel. Whether 
we succeed or fail is unpredictable. Sometimes things go well, sometimes they go 
badly. We often have no idea why. 

What the Integrated Performance Model tells us is that our interior landscape 
determines our exterior results. The bridge between our inner world and our 
outer world is paved by motivations and engagement. If we want to design solu-
tions that can change outcomes, we must understand that bridge a little more. 
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Intrinsic and Extrinsic Motivation Theory 

For many years academics believed humans had just two motivational drives, 
intrinsic and extrinsic. The most basic intrinsic motivation is the biological imper-
ative to survive. This is underpinned by the need to eat, sleep, breathe, drink and 
breed. Manipulating these variables can have a very powerful effect, but such moti-
vations are not precise, they lack subtlety and nuance. This basic drive isn’t that 
helpful if we want to reinvent the educational system. 

For example, threatening a teacher with redundancy may be a powerful motivator, 
but it’s unlikely to elicit the subtle shift in behaviour needed to help them improve 
their performance in the classroom. Similarly, threatening a pupil with exclusion 
may put them in survival mode, but it’s unlikely to cause them to refect on how they 
become a better learner or how they might develop better interpersonal skills. Once 
the immediate threat has passed, they will revert to their old behaviour patterns. The 
most we can usually hope for is belligerent compliance or passive aggression. 

The second recognised motivational drive is reward and punishment. Reward and 
punishment are known as extrinsic motivational tools because the impetus to change 
is coming from external sources. According to these motivational forces, the only 
way you can get people to change their behaviour is to reward them when they do 
something positive and punish them when they do something negative. These moti-
vational tools (the carrot and stick; star charts and demerits; chocolate or the naughty 
step) have been used in society, including the education system for centuries. They 
emerge from the Red value system as simple control mechanisms. Historically many 
schools literally used the stick, as part of a corporal punishment strategy. This was 
very much in keeping with the understanding about motivation – at that time. 

The problem is that whilst this approach to motivation is still very much alive 
and well in the school system, scientifc research has now proven this Red reward 
and punishment approach doesn’t work. Worse still, it has several unhelpful side 
effects.1 The carrot and stick approach to motivation can: 

O	 Actively reduce motivation 

O	 Reduce creativity 

O	 Impair results 

O	 Actively inhibit good behaviour and foster bad behaviour 

O	 Be addictive 

O	 Be expensive to administer and breeds complacency 

In one study with pre-schoolers, psychologists Mark Lepper and David Greene 
identifed a group of children who chose to spend their free play time drawing. They 
created an experiment to assess what happened to those children when they were 
rewarded for doing something they were already motivated to do and enjoyed.2 
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The children were divided into three groups – ‘Expected reward’, ‘Unexpected 
reward’ and ‘No reward’, and after just two weeks the kids from the unexpected or no 
reward group were as enthusiastic as ever about drawing. Those who had previously 
received a reward for the activity, however were much less interested in drawing. 
The rewards had turned something that was enjoyable into a chore. 

Princeton psychologist Sam Glucksberg discovered that giving individuals 
a reward reduced creativity. When faced with a conceptual creative challenge, the 
group that was incentivised took three and a half minutes longer to complete the 
challenge than the ones that were not rewarded. Harvard Business School professor 
Teresa Amabile, who is also one of the world’s leading authorities on creativity, dis-
covered that creativity drops when people are rewarded for doing something they 
love or are good at anyway!3 

Plus offering rewards diminishes results. The Federal Reserve Bank in the US 
commissioned research into the effectiveness of rewards on performance and com-
missioned four economists from MIT, Carnegie Mellon and the University of Chicago 
to investigate and report on their fndings. They concluded that, “In eight of the nine 
tasks we examined across three experiments, higher incentives led to worse per-
formance”. The London School of Economics also confrmed these fndings after 
analysing 51 studies of corporate reward schemes. They reported that, “We fnd that 
fnancial incentives . . . can result in negative impact on overall performance”. 

Edward Deci, Professor of Psychology and Gowen Professor in the Social 
Sciences at the University of Rochester and director of its human motivation pro-
gram along with two colleagues, went back over 30 years of research assessing 
128 experiments on motivation, and they concluded that, “tangible rewards tend 
to have a substantially negative effect on intrinsic motivation”. The long-term dam-
age caused by offering short-term rewards is one of the most robustly proven fnd-
ings in social science and yet it is constantly ignored. 

The impact of a rewards-based education system also ripples across learners and 
educators – no wonder there’s a retention crisis in the system. 

And the punishment side of the carrot and stick equation doesn’t fare much bet-
ter, and it certainly doesn’t stop bad behaviour. Economists Uri Gneezy and Aldo 
Rustichini found that punishment can actively encourage bad behaviour. They 
studied a childcare facility to see whether imposing a fne on parents who col-
lected their children late reduced this behaviour. When children are not collected 
in time, then a member of staff obviously has to stay with the child until someone 
collects them. The frst four weeks of the study was to observe behaviour and cal-
culate how many parents were late to collect their children. Prior to the ffth week, 
all the parents were told about the imposition of a fne to tackle late pick-ups and 
yet the result was twice as many parents collected their children late! 

It’s impossible to know exactly why this happened but the assumption is that 
prior to the fne, parents had a social and moral responsibility to collect their kids 
on time. They presumably liked the people who cared for their children and didn’t 
want to put them out or upset them. But the fne provided them with a way to buy 
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off their guilt. They could now legitimately be late, because after all, they were 
now paying to not pick up their children. The moral dilemma was removed which 
allowed them to quantify the inconvenience and erase their guilt. 

The same outcome was seen in a study of blood donors. Instead of increasing 
the numbers of people who gave blood, the offer of payment reduced participation. 
For most people, the desire to give blood is an act of selfessness, connection or 
altruism, and the offer of payment somehow sullied that experience. 

And fnally attempting to motivate people through rewards is expensive and 
addictive. Russian economist Anton Suvorov concluded from his studies that once 
rewards become expected and normal, the desires, effort or activity plateaus. This 
means the reward provider must constantly increase the reward to illicit the same 
behaviour. Brain scanning studies have even established that anticipated rewards 
cause a surge of dopamine to a particular part of the brain, and rather alarmingly it is 
exactly the same surge of dopamine to exactly the same part of the brain that is expe-
rienced by people with addiction! This is what most social media platforms tap into. 

Once people get used to being rewarded, they become addicted to being 
rewarded and they will constantly have to increase the reward to get the same 
results. Addicts are looking for the ‘next hit’. This can completely erode any sense 
of fulflment, which is exactly what happens in ‘doom scrolling’ on social media 
platform. Social scientists Philip Brickman and Donald T. Campbell suggested 
that as someone is rewarded, their expectations and desires rise in tandem which 
results in no permanent gain in happiness or fulflment.4 Many children and adults 
today are totally addicted to their phones as a result of the need to get their next 
dopamine hit in the false hope that this may make them feel better. 

The evidence is overwhelming; you can’t reward or scare people into changing 
their behaviour. 

Extrinsic motivational tricks may work short term, but they are unsustainable. 
If people are only doing what you want them to do because they’re scared of the 
consequences of non-compliance or they’ve been promised a juicy reward, then as 
soon as the reward has been delivered or the danger has passed, they will revert to 
their comfortable behavioural type. 

The distinction of intrinsic and extrinsic is, of course, slightly arbitrary because 
the ‘extrinsic’ punishment we may be avoiding is ‘guilt’, which is clearly an inter-
nal state. Similarly, the ‘extrinsic’ reward may be satisfaction, which is also an 
internal state. In addition, some external motivations like the promise of using 
a car for passing an academic test could trigger internal motivations such as a sense 
of freedom. This is why it’s key to understand someone’s value systems which can 
be internally or externally triggered. 

It’s also worth noting that the reason much of society is still operating with 
a very blunt Red motivational system is because reward and punishment are some-
times effective. It’s the word ‘sometimes’ that creates the addiction. But it inhibits 
development, it inhibits real progress, it inhibits fulflment and it impairs health 
and performance. 
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Motivations, extrinsic and intrinsic, can also be linked to the nature of the 
task. Behavioural scientists often divide tasks into ‘algorithmic’ and ‘heuristic’. 
Algorithmic tasks are routine tasks that follow a set path to an ideal conclusion. 
Humanity during the Industrial Revolution built machines to take many algorith-
mic tasks off us, to reduce the drudgery of repetition. If you want to motivate peo-
ple to do some algorithmic tasks, which are often tedious and boring, then reward 
and punishment will work. We’ve seen many algorithmic tasks performed by law-
yers, doctors, accountants, pilots and even teachers taken over by AI. The future 
work of humanity is clearly not in algorithmic work. Machines and computers can 
do it faster, more safely and more accurately than any of us. 

But heuristic tasks are very different. They are tasks where the outcome can 
be reached in several different ways, where the individual needs to experiment 
and be creative to come up with something new. According to McKinsey & Co, 
algorithmic task-based jobs will account for only 30% of job growth now and into 
the future. This means that 70% of job growth will come from heuristic work and 
heuristic work does NOT respond to reward and punishment.5 Edward Deci and 
Richard Ryan’s research suggest that intrinsic motivation delivers a much greater 
uplift in performance than extrinsic motivation not just in productivity but also in 
well-being.6 

It’s time to relegate reward and punishment in education to the history books 
because it just doesn’t change behaviour. We need a much more nuanced view of 
motivational systems. 

Thankfully, behavioural science has discovered and fne-tuned our understand-
ing of a third motivational drive. This far more subtle type of intrinsic motivation 
relates to the actions and activities we do for their own sake, for the pleasure and 
satisfaction it provides. 

US psychologist Harry F. Harlow frst hinted at this instinctive drive in the 1940s 
after he conducted experiments on rhesus monkeys. The monkeys were given puz-
zles to solve. And what he found was that the monkeys solved the puzzles without 
reward or punishment. He reported at the time that, “The behaviour obtained in 
this investigation poses some interesting questions for motivation theory, since sig-
nifcant learning was attained, and effcient performance maintained without resort 
to special or extrinsic incentives”. Harlow suggested that there must be something 
missing from the accepted understanding of motivation, but he was ignored. 

In 1960, MIT management professor Douglas McGregor wrote a book called The 
Human Side of Enterprise. He too challenged the idea that we are only driven by 
the need to survive and reward and punishment. McGregor believed business was 
missing a major opportunity because of false assumptions about human nature. He 
argued that command and control style management actively stifed motivation. 
Again, command and control are still very much alive in the education system. 

Abraham Maslow, one of Harlow’s former students, also questioned the standard 
view of motivation and he introduced the world to Maslow’s Hierarchy of Needs 
and later developed humanistic psychology in the 1950s. 
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Self-Determination Theory 

But it wasn’t until the mid-80s that this third drive made it into the mainstream. 
Deci and Ryan proposed self-determination theory (SDT) in which they defned 
three critical elements for intrinsic motivation to work. These elements were the 
need for: 

O	 Autonomy 

O	 Competence 

O	 Relatedness 

Autonomy 

For us to be intrinsically motivated, we have to experience the frst element which 
is some measure of autonomy. If we want to change the education system and get 
all the stakeholders on board and motivated to buy-into that change, then the stake-
holders must enjoy a sense of autonomy. 

It was Dr Ellen Langer and her colleague Judith Rodin who alerted the world to 
the importance of autonomy through a now famous study in a nursing home. The 
purpose of the experiment was to make residents more mindful of their day-to-day 
activities and help them engage with life more fully. 

In one group, the elderly participants were encouraged to fnd ways to make 
more decisions for themselves such as when to see visitors and when to watch TV. 
In addition, each participant was asked to choose a house plant which they would 
look after and be responsible for. 

In the second group, the residents didn’t have any autonomy over their choices 
and although they were given a houseplant, they did not choose it for themselves 
and they were told the nurses would look after it. 

A year and a half later the residents were re-tested against the same battery of 
tests they took before the experiment began. The frst group was found to be more 
cheerful, active and alert. They were also healthier! Less than half as many resi-
dents from the frst group died over the term of the experiment compared to the 
group who could not exert any autonomy over their day-to-day lives. 

In short, we need to feel some measure of control over our situation in order 
to feel motivated and engaged. On this basis alone, it is easy to see why so many 
children feel demotivated at school. Children need a teacher that promotes their 
autonomy not a controlling teacher. 

Competency 

The second element crucial to self-determination is competency. It was the late Hun-
garian psychologist Mihaly Csikszentmihalyi who helped us appreciate the role of 
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competency in motivation. Csikszentmihalyi is probably best known for his work 
around high performance and his discovery of ‘fow’. Flow is often characterised by 
a complete absorption in the task where the individual loses all track of time. 

Csikszentmihalyi called these moments ‘autotelic experiences’ from the Greek 
auto meaning self and telos meaning goal or purpose. He suggested that when we 
are ‘in a fow state’, the reward is the task itself. It enables us to experience a level 
of competence and progress toward mastery. 

Csikszentmihalyi even conducted a series of experiments to demonstrate just 
how critical a feeling of competence is to well-being. Having identifed areas 
where individuals experienced fow and a sense of competence, he asked people 
to remove ‘fow’ from their daily lives. The results were almost immediate. People 
became sluggish, started complaining about headaches and had diffculty concen-
trating. Csikszentmihalyi noted that, “After just two days of fow deprivation . . . 
the general deterioration in mood was so advanced that prolonging the experiment 
would have been unadvisable.” 

In other words, without an opportunity to demonstrate competence in anything, 
even something trivial, we begin to exhibit symptoms that are remarkably similar 
to serious psychological disorder such as depression. Parents and teachers have a 
crucial role to play in boosting a child’s sense of competence. 

Building someone’s sense of competence is critical for the current education 
system but is absolutely vital as we transition to a new system. There is always 
going to be a stage of incompetency in any change process. Our loss of motivation 
that results from periods of temporary incompetence make it very easy to give up 
on the initiative and fall back to old behaviours. 

Relatedness 

The third element of Deci and Ryan’s self-determination theory is relatedness. Peo-
ple need each other, as we discussed in the ‘WE’ chapters. When we’re connected 
to people we like, respect or care about we are intrinsically motivated. 

Think how important relationship bonds are for students when they transition 
from one school to the next. We organise visits so children, about to start pre-
school, can visit their future primary school and be shown around, to ensure the 
transition goes smoothly. But this rarely happens when children move from pri-
mary to secondary school. There are rarely any insights offered about the change to 
relatedness and motivation that can happen during these transitions. When a child 
is happy and content in a primary school, but their friends move to a different 
school, they can be rocked by the experience because they lose their relatedness 
network. These transitions can also impact their sense of belonging and dent their 
sense of identity. 

When people can express autonomy, competence and relatedness, their level 
of intrinsic motivation is high and they’re more likely to be creative, enthusiastic, 
productive and vitally engaged (Figure 10.1). 
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 Figure 10.1 Potency of Self Determination Theory 
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When these needs are inhibited their intrinsic motivation plummets. Our cur-
rent education system is designed around power, rigidity and individual success. 
Aggressive competition and the need to demonstrate competence can reduce relat-
edness. Little wonder then that the current school system isn’t full of intrinsically 
motivated children, and why so many are disengaging. 

This more nuanced view is also provided by our understanding of values, as 
we’ve discussed throughout this book. The more nuanced approach of evolving 
value systems allows for individual and collective diversity, the shifting patterns 
of motivation in different situations, and even the change in our own motivations 
at different moments in time. An understanding of evolving value systems also 
provides a very powerful framework to enable us to align different stakeholders 
and fex how that alignment works as people’s values mature. Such understanding 
is very different to the bluntness of punishment and reward. 

When building a better system, we must understand human motivation and 
ensure the elements of self-determination are present, at all levels, across all stake-
holder groups. We must also understand how motivations link to engagement levels. 

Engagement Theory 

In addition to embracing a more sophisticated understanding of motivation, we 
need a more mature understanding of engagement. Many people use the terms 
interchangeably but they’re not the same thing. Motivation is the inner drive or 
ignition for behaviour, whereas engagement is the consequence of motivation. 
Motivation is personal, engagement infers a relationship to a person, group or task. 
As such, engagement is often the visible consequence of an invisible motivation. 

In the classroom, engagement can be seen in how well pupils learn and develop. 
Most organisations measure employee engagement because it’s known to be highly 
correlated with performance and productivity. It can also determine a colleague’s 
attitudes and response to change. 

Engagement has four parts to it, all of them visible: 

1. Cognitive Engagement: This sounds like an internal thing, but we mean the 
visible behaviours that fow from the mental effort that someone puts in when 
they’re cognitively engaged. For example, someone may be cognitively curi-
ous, leading them to hunt for an answer to a problem. They search the internet, 
read a magazine or book, maybe phone a friend. We can observe their seeking 
behaviour because of their cognitive engagement. Cognitive engagement infers 
some depth of processing, maybe some strategic thinking, or at the very least 
the application of cognitive resources to comprehend and master material. 
Cognitive engagement often drives the development of competence. 

2. Emotional Engagement: This also sounds like an internal thing. But emo-
tional engagement can be seen in the degree of intensity with which someone 
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engages with a person or a thing. It manifests in a pupil’s or teacher’s emo-
tional reactions in the classroom, their level of interest or their expressions 
of enjoyment. It’s often driven by the personal relevance to the content or 
subject in focus. 

3. Agentic Engagement: This type of engagement is the trickiest to understand. It 
relates to free will and our sense of control. If we feel we have sovereignty over 
ourselves, this is called agency. We can make our own choices. With agentic 
engagement we choose what we want to pay attention to and connect with. We 
can take control of our environments. This is strongly related to our sense of 
autonomy and proactivity. 

4. Behavioural Engagement: This is the simple observable behaviours and actions 
we take when we are an active participant in an activity like learning. They are 
driven by our attitude, values and beliefs. 

The agentic part of the puzzle was brought to light by American psychologist 
Johnmarshall Reeve who pointed out that if individuals didn’t feel any sense of 
control of the outcome, they would naturally disengage, and conversely if they did 
feel a sense of control, engagement would increase (Figure 10.2). This is vital for 
learning and development. If pupils feel that learning is being done to them rather 
than something they choose and are involved in, then we can expect the levels of 
pupil engagement to be very low. Likewise, if teachers feel put upon by the school 
inspectors, the school governors or their colleagues then engagement scores will 
be low. 

Sharing preferences, asking questions and communicating their likes, needs 
and desires to the teacher are all ways students engage in agentic participation. 
Beyond verbally participating in the classroom, engagement may also show up 
through one-to-one discussions, student feedback and collaboration. All of which 
increase connectivity between students and teachers. The same is true for interac-
tions between leaders and staff. 

The lack of agentic control over their learning experience was almost certainly 
one of the key reasons why, in 2022/23, the Offce for National Statistics published 
data showing 22.3% of pupils were thought to be “persistently absent” from school.7 

The Department for Education suggested that this is equivalent to missing 10% or 
more of possible school sessions or around 19 days per academic year. 

Motivation and engagement are particularly challenging in the digital age. The 
battle for attention often comes down to where the stakeholder feels the most 
autonomy. At home for example, a young person may have far greater autonomy 
and agency than they do at school. If their psychological needs are not being met, 
they will be more motivated to stay home than go to school, particularly when their 
digital reality is designed to sustain attention. At home they can play video games 
or scroll social media feeds, where they appear to have almost complete auton-
omy. Add in some extremely addictive algorithms, delivering dopamine hits every 
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  Figure 10.2 Motivation and Engagement in the Classroom for Lifelong Learning Outcomes 
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couple of minutes and the result is a far more emotionally compelling world than 
the one they experience at school – the perfect cocktail for school absence. 

Of course, it’s not all bad. When online gaming, children are often using their 
initiative to solve problems and they’ve learnt to adapt so their character or avatar 
can fourish. They often play with other users all over the world, so they may be 
exposed to some cross-cultural diversity. They may be part of a gaming community 
which requires them to participate in diplomatic community building. 

But ‘in real life’ (IRL) their school or home environment may be far less motivat-
ing. Children may struggle to generalise any skills they have acquired online into 
the real world. Not least because real-life demands and relationships are far more 
complicated. There are few cheat-sheets, and you can’t ‘Control-Alt-Delete’ your 
way out of your homework or reboot your maths lesson. 

The challenge for schools is how do they make the experience engaging enough 
to keep pupils turning up and help them to build meaningful real-world connec-
tions. Fining parents when their kids don’t turn up doesn’t work. Providing the 
learners with more agency is also a key part in the process towards becoming 
self-regulated, self-determined learners. 

It’s also worth noting that one of the unintended consequences of spending a 
signifcant amount of time in a virtual online world is that it distorts children’s 
expectations. Many children, fuelled by energy drinks, may be able to power 
through several levels of a game, fnd the treasure and fnish a game. In the real 
world there are no confetti guns going off when they arrive in the classroom. 
There’s no fanfare when they answer a question correctly or solve a problem. 
There’s just the next task. And of course, when those children leave school and 
enter the workplace, there are no confetti guns there either. Finding or creating 
something valuable IRL may take years of work but the online world does not 
foster patience or resilience. 

We’ve heard from employers everywhere that many new recruits believe they 
should get a fabulously well-paid job while not doing too much, and then be 
rewarded with signifcant salary uplifts even if their contribution hasn’t improved. 

The widening discrepancy between the virtual world and the real world isn’t 
helped by a furry of social media ‘Infuencers’ pretending they have a dream 
lifestyle and are making tons of money with little effort. Many infuencers fuel 
the toxic perfectionism we discussed chapter 7, or fear of missing out (FOMO). 
They create a fantasy built around immediate gratifcation because YOLO (you 
only live once). Infuencers will constantly push their own artifcial world at 
every turn in case you missed it (ICYMI), designed to up their ‘likes’ from face-
less ‘followers’. There are legitimate concerns about the absence of responsibil-
ity, particularly from the tech giants that create these platforms, because they 
drive a superfcial comparison culture with fake ‘highlight reels’ that create a 
pressure to measure up to an unrealistic standard.8 The outcome is a widespread 
quest for social validation rather than truth. And this shift is undermining the 
very fabric of society. 
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The education system is in the front-line battle for the minds of the future. If 
we don’t reinvent education and help children to develop the skills they need to 
fourish in the real world, not in some corporate ‘metaverse’ designed to line the 
pockets of the few, we can expect the problems of today to become much worse 
in the next few years. The good news is that when we understand motivation, 
engagement and our own development, we can reinvent the system and change 
the outcome. 

Systems Theory 

Change in the ‘IT’ dimension relates to individual behavioural change and also 
how we go about changing systems. There is little doubt that the education system 
needs to be reinvented. But this type of change is hard, and it requires us to under-
stand much more about systems theory. 

Systems theory is a broad and interdisciplinary framework for understanding, 
analysing and managing complexity. It originated in the mid-20th century and has 
since been applied across various felds, including biology, engineering, sociology, 
psychology, ecology and business management. Education reform is also in urgent 
need of systemic thinking. 

In chapter 2 we looked at examples of educational reform that were working, or 
at least represented a marked improvement on the mainstream offer. The irony is 
that we often know how to fx a lot of the issues we face. The problem is we often 
limit those solutions to pockets of improvement because we rarely think about the 
system as a whole. People who want to change the system focus on small scale 
change, be that in their classroom or their school. Whilst understandable, and 
in most cases commendable, systemic change requires a far greater appreciation 
for the complexity of the whole system. Tweaking the specifcs in a classroom 
or school is no longer enough. What’s required is a much more comprehensive, 
systematic upgrade across the entire education system itself. And system theory 
provides a framework for that urgent work. 

At its core, systems theory views systems as entities composed of interrelated 
and interdependent parts that work together to enable common goals or functions 
to be achieved. These component parts can be physical or abstract, and they may 
interact with each other and with their environment. There is a tendency in the 
education system and many other systems to focus on the parts of the system rather 
than the whole system, whereas systems theory emphasises the relationships, 
interactions and dynamics within systems rather than focusing solely on individ-
ual parts. As such it gives us a valuable framework for reinventing the education 
system in several ways: 

O	 Complete Approach: The education system is complex. There are multiple 
stakeholders, including students, teachers, administrators, parents, policymak-
ers and the broader community. To reinvent the system, we must understand 
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the system in all its breadth and depth. That means we must consider the in-
teractions and relationships among all the various people and parts of the sys-
tems operating at every level of the system rather than focusing on individual 
elements. By adopting a complete approach, policymakers and educators can 
address the interconnected challenges facing education more effectively. 

O	 Interdisciplinary Collaboration: As we understand the relationship dynamics 
between all the parts of the system, we must work in a more interdisciplinary 
way to bridge the gap between the different disciplines and multiple felds of 
knowledge in the system. We must develop better interdisciplinary collabora-
tive capability and improve our ability to integrate diverse perspectives. This 
also means specifcally and proactively dissolving the silos between subjects 
and fostering greater collaboration across disciplines. Educators can then create 
more integrated and meaningful learning experiences for students. 

O	 Feedback Mechanisms: A systemic approach requires more thoughtfulness 
about feedback loops, which are essential for maintaining stability and pro-
moting learning within the education system. Systems theory highlights the 
importance of both positive and negative feedback mechanisms in driving 
improvement, adaptation and progress. By establishing effective feedback 
channels, educators can gather insights from students, parents and other stake-
holders to continuously refne and enhance educational practices. 

O	 Adaptability and Resilience: Better feedback loops improve a systems’ adapt-
ability and more importantly its resilience. This enables a reinvented education 
system to respond more effectively to changing societal needs, technological 
advancements and economic shifts. Systems theory also emphasises the impor-
tance of self-organisation. This requires a culture of innovation and fexibility. 
A more innovative mindset means educators can ensure that the education sys-
tem remains responsive to evolving challenges and opportunities. 

O	 Equity and Inclusivity: Systems theory encourages us to be more thoughtful 
about the distribution of resources, opportunities and outcomes within the 
education system. This drives greater equity and inclusion, and enables poli-
cymakers and educators to more effectively address the systemic barriers and 
disparities that hinder access to quality education for all students. This may 
involve restructuring policies, implementing targeted interventions and pro-
moting diversity and inclusion initiatives. 

O	 Longer-Term Thinking: Systems theory requires us to take a longer-term per-
spective and consider the broader implications of educational decisions and in-
terventions on the wider societal system in which that educational system sits. 
By understanding all the interdependencies of different elements within the 
education system, policymakers and educators can anticipate potential conse-
quences and design strategies that promote sustainable and equitable outcomes 
for future generations. 
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O	 Continuous Improvement: Education systems should embrace a culture of con-
tinuous improvement, where stakeholders collaborate to identify challenges, ex-
periment with innovative solutions, and learn from both successes and failures. 
Systems theory provides a framework for iterative problem-solving and exper-
imentation, allowing educators to adapt practices based on real-time feedback 
and evidence-based research. 

Clearly, systems theory provides a very powerful framework for understand-
ing the complex dynamics of any system which can range from biological to 
social organisations to ecosystems. By applying systems thinking principles to 
the education system, researchers, policymakers and practitioners can analyse 
and intervene effectively, leading to improved decision-making, problem-solving 
and management strategies. By applying systems thinking principles, education 
stakeholders can work together to create a more inclusive, resilient and effective 
education system that meets the needs of diverse learners in the 21st century. 

We believe that systems thinking is so important to the future of education that 
it should also be taught to children as a key school subject. Unless we start to 
cultivate systemic thinking skills at an early age, the problems in the education 
system, health care, justice and economic systems will continue to get worse. And 
this deterioration is largely down to ill-thought out short-term, parochial or partial 
‘solutions’ that make things worse because no one was taking a system-wide view. 

We must reinvent the education system to refect the fact that a system built 
around knowledge is woefully out of date. Children don’t need to rote learn facts 
and fgures and prove their memory skills in an exam. Assuming they have access 
to a device, they already have immediate 24/7 access to the internet where they 
can fnd any piece of knowledge or information they need via their mobile phone. 
There’s little point assessing written essays or reports when teachers already know 
that ChatGPT has probably done most of the work. While children need some basic 
level of knowledge on reading, writing and mathematics, what’s more urgently 
needed is a complete paradigm shift to a deliberately developmental education 
system that prioritises and has at its core a focus on: 

1. Critical thinking and root cause analysis 

2. Systems theory and systemic problem-solving 

3. Creativity 

4. Emotional and social intelligence 

5. Collaborative capability. 

When we reinvent the educational system around these central organising prin-
ciples, then teachers become more like coaches or educational guides. They can 
shepherd a child’s learning and development. Subjects become much more inte-
grated and focused on interdisciplinary topics that children fnd interesting and 
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relevant, using frameworks rather than pre-loaded content. Such a reinvention is 
better placed to equip the next generation with the capabilities they need to four-
ish in tomorrow’s world. 

In fact, the shift to a more interdisciplinary educational model is already hap-
pening in tertiary education and universities. The Singularity University,9 founded 
in 2008 by Peter Diamandis and Ray Kurzweil, builds its programmes around an 
interdisciplinary focus. Other dedicated institutions have emerged with a similar 
ethos such as the Ubiquity University,10 The California Institute of Integral Studies11 

and more recently the London Interdisciplinary School.12 But an interdisciplinary 
systems focus isn’t just confned to these specialist universities. The mainstream 
has woken up to this urgent need. Most major academic institutions are developing 
their credentials in this area. For example: 

1. Stanford University offers an Interdisciplinary Graduate Fellowship (SIGF).13 

2. MIT in its Schwarzman College of Computing aims to integrate computing 
across all disciplines.14 

3. Cambridge University has a Centre for the Study of Existential Risk 
(CSER), which brings together experts from various felds to address global 
risks.15 

4. University of California has the Berkeley Interdisciplinary Graduate Fellows 
Program (BIG), which supports Ph.D. students pursuing interdisciplinary 
research. It also has interdisciplinary research centres focusing on areas such 
as energy, health and the environment.16 

5. University of Tokyo has set up the Interfaculty Initiative in Information Studies 
and the Integrated Research System for Sustainability Science (IR3S).17 

6. Zurich School of Technology has established the Zurich Future Cities Labora-
tory, which explores sustainable urban development through interdisciplinary 
research.18 

7. University of Amsterdam fosters interdisciplinary research and education 
through programmes like the Amsterdam Institute for Social Science Research 
(AISSR) and the Amsterdam Centre for Law & Economics (ACLE).19 

This new operating principle centred on development and an interdiscipli-
nary, systems focus is necessitated by the accelerating pace of change over the last 
20 years. And if we take an even broader view of societal evolution, the case for 
reinvention of the education system becomes even more compelling. 

This frst great leap forward in the sophistication of society happened in about 
1760. As discussed in chapter 1, the frst industrial revolution saw the emergence 
of mechanisation, particularly in the textile industry, which literally became 
‘steam-driven’. With the invention of the steam engine, the power loom and the 
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spinning jenny, society moved from farm to factory, from a craft-based economy to 
a manufacturing economy. 

This frst revolution lasted about 100 years and was followed by the second 
industrial revolution, which started in about 1850 and ran for another 100 years. 
It was powered by the widespread adoption of electricity. We saw the development 
of the telegraph and telephone, the expansion of railroads connecting towns and 
cities, and advances in steel production. Central to this second great leap forward 
was the assembly line and mass production techniques. Such were the benefts to 
society, especially between and after the world wars, that the effciencies of the 
factory were translated into the educational system. We started to teach children in 
aged-defned batches. They were moved along the assembly line of the education 
system to deliver citizens ready for factory work. Our current educational system 
still largely operates on the same system today.20 

The third industrial revolution started in about 1970 but this one was more 
digital than industrial. The age of computing had arrived, and this revolution was 
accelerated by the invention of the internet or Web1. These were the hypertext 
transfer protocols (http); fle transfer protocols (ftp), that emerged with the world 
wide web (www). There was a new hypertext markup language (html), allowing us 
to locate and communicate with static web pages using a uniform resource loca-
tor (url). We saw the emergence of simple mail transfer protocols (smtp) enabling 
us to email each other at our unique internet protocol (ip) addresses. The digital 
acceleration created by the third industrial revolution’s Web1 was then amplifed 
by Web2. This created all the software and Apps that run on the new train tracks of 
the internet. For example, Web2 delivered blogs, Wikis, APIs, social media, cloud 
computing, e-commerce. The big plot twist in Web2 was the mobile phone. Mobile 
phones created mass scale distribution of knowledge, democratised access to all 
this knowledge and connected people in new ways that had been impossible just 
a decade earlier. 

The impact of increased connectivity, driven by the internet, is clearly vis-
ible when we consider speed of adoption between the various industrial rev-
olutions. For example, the second industrial revolution’s technology, like the 
telephone, took 50 years to reach 50 million users, electricity 46 years and tele-
vision 22 years. In contrast technology in the third industrial revolution like the 
PC took just 14 years to reach 50 million users and the internet just seven years. 
Connectivity exploded with the emergence of the smart phones which allowed 
various platforms to fourish. YouTube reached 50 million users in four years, 
Facebook took three years and Twitter took just two to reach 50 million users.21 

And ChatGPT surpassed 50 million users in its frst month of release.22 Each ver-
sion is more sophisticated than the last and there is simply no way to put that 
particular genie back in the bottle. It was ChatGPT that triggered the AI boom we 
are currently living through (2024). 

In this information age it’s not surprising that the school systems attempted to 
double down on learning and the dissemination of knowledge. If we are operating 
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in a knowledge economy, where knowledge is power, the system needs to graduate 
knowledge workers to feed this knowledge economy. 

Of course, the problem with this entire narrative is the speed at which knowl-
edge advances and often becomes obsolete. By 1982, as discussed in chapter 1, 
knowledge was doubling every 12 to 13 months. And today it’s every 12 hours, 
possibly faster. Even experts can’t keep up. Even if an expert knew everything in 
their feld, within a week their knowledge base is reduced to less than one percent 
of what is known within their own area of expertise. Expertise is dead as a way of 
creating advantage and certainly as an organising principle of the modern educa-
tion system. 

Clearly, the current education system, based on the 19th century factory system 
of the second industrial revolution, has now been overtaken by the technology of 
the third industrial revolution. Knowledge doubling renders that approach point-
less, particularly as the third industrial revolution has given way to the fourth 
industrial revolution. The fourth industrial revolution is a term coined in 2016 
at the World Economic Forum as AI and the internet of things (IoT) gripped the 
imagination. 

Since we’ve already moved beyond a knowledge economy, we believe the case 
for a new educational operating principle is overwhelming. And, as we suggested 
earlier, this new principle must be development, not learning. Not least because 
the massive acceleration we’ve seen because of Web2 is only going to increase as 
Web2 is replaced by Web3 technology23 and Web4 beyond that. 

Web3 basically reinvents the rail tracks on which the digital age is built. Its 
impact will be even greater than the impact of the internet. There are several crit-
ical Web3 technologies, which have already emerged, that will make an already 
outdated educational system seem positively prehistoric. The frst is blockchain 
technology. 

Introduced in 2009 by someone under the pseudonym Satoshi Nakamoto, Bit-
coin was the frst successful implementation of blockchain technology. Since 
then, numerous blockchain projects and cryptocurrencies have emerged, each 
with its own features and functionality. One of the most promising is Ethereum 
(ETH). While both Bitcoin and Ethereum offer the use of digital money with-
out payment providers, third-party intermediaries or banks, Ethereum offers far 
more fexibility.23 Although the only thing the Bitcoin blockchain can record is 
Bitcoin transactions, this lack of functionality makes it very secure – ideal for 
a new currency. But Ethereum was the world’s frst programmable blockchain. 
It is a decentralised, open-source blockchain platform that enables the creation 
and deployment of self-executing smart contracts where the terms of the agree-
ment are written directly into the code. These contracts are then automatically 
executed when predefned conditions are met or allowed to lapse when those 
conditions are not met. 

The idea of blockchain is already disrupting many systems and organisations 
around the world, including education. It’s disrupting monetary systems with the 
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emergence of crypto currencies. As monetary systems change the way education 
systems are fnanced will also need to change. In addition to monetary system dis-
ruption, blockchain is also disrupting knowledge and the ability to verify informa-
tion. In fact, one of the great benefts of blockchain technology is its ability to verify 
things – clearly an important issue to rectify in a post-truth world. 

The world we now live in is unrecognisable to the one we occupied just 30 
years ago. The internet changed everything, and it’s been an explosive advance 
ever since. The world our children will grow up in and the one our grandchildren 
will grow up in is almost impossible to imagine. And yet we are teaching children 
as though it were still the 20th century! We urgently need behavioural, develop-
mental and systemic change. 
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11 Behaviour and Systems 
Development in Practice 

Throughout this book we’ve made the case for putting development not knowledge, 
at the heart of the education system of the future. To enable this to happen, many 
of the structures and processes within a school need to change. This starts with 
restructuring teacher training, moving away from topic-based training to include 
a much more sophisticated understanding of a child’s physical, cognitive, emo-
tional and social development. If teachers are expected to adapt the curriculum to 
the individual child, they need to know how to assess that child’s developmental 
level, and how to support that child to level up. 

Many teachers already understand some of this. For example, as mentioned in 
chapter 4, when toddlers enter school for the frst time, some of them are not yet 
mature enough to understand the concept of ownership. This is why it’s possi-
ble to witness a fve-year-old ‘steal’ their classmate’s pencil and then fatly deny 
the ‘crime’. They will claim the pencil is ‘mine’ even when it clearly isn’t. This 
isn’t deceitful, it’s developmental. Some fve-year-olds are only just beginning to 
develop an understanding of possession and the importance of sharing. 

Another example would be that a six-year-old thinks in very literal terms.1 This 
is because the nerve tracks in the front part of their brain are not fully myelinated. 
In contrast, a 12-year-olds brain can operate at much higher speeds because it is 
fully myelinated. Faster brain speeds enable a 12-year-old to engage in abstract 
thinking. This means you can teach them algebra. It would be pointless trying to 
teach most six-year-olds algebra because their brains aren’t physically developed 
enough to cope with letters and numbers in the same equation. A six-year-old 
could sit in front of a simple algebraic problem all day and still decide the answer 
is ‘my shoe’, whereas a 12-year-old could solve the problem in ten seconds. This is 
a perfect example of how, when you level up, capabilities emerge that enable much 
greater speed and the ability to handle greater complexity. 

Key Stage 1 and 2 SATs would be much more useful if we included an assess-
ment of developmental level rather than simply inferring a level of knowledge 
transfer from a child’s SATs score in reading, writing, maths and science. Falsely 
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assuming children to be less intelligent because they do badly in such tests is 
unfair, especially then the real issue may be that they just haven’t matured yet. 
Given we age-batch children through school it’s common for the August babies, 
who are usually the youngest in the year, to be at a disadvantage compared to chil-
dren born later in the year, who may be nearly 12 months older. 

Surely the goal of teaching should be to pay attention to the developmental level 
of the child and then help that child to mature rather than just acquire knowledge. 
This changes how classrooms are set up. Batching children according to develop-
mental level rather than age would probably be much more compassionate and 
much less likely to create a stigmatisation of less ‘able’ children, who are simply 
less mature. Children at different levels of maturity learn at different speeds. If this 
was included in the way we set the system up, we might be able to reduce the risk 
of labelling children as ‘slow learners’. Children would learn at a pace that’s more 
suitable for their level of development and more aligned with their needs relevant 
to this stage. 

When teaching the foundations of any subject the curriculum should be 
adapted to focus on the mastery of the basic rules or principles of that subject 
before progressing to more complex rules. This is exactly how the human mind 
develops. But in many schools, there’s a drive to ‘get through’ the curriculum, 
even if the content doesn’t land. Children are often moved on before they’ve 
understood the rules of an earlier level. This is the equivalent of building the 
fourth foor of a high rise before the structural integrity of the third foor has 
been checked. No structural engineer would advocate such a thing, but that’s 
often what happens in school because the system provides no other choice other 
than ‘catch up’. No wonder then that after 14,000 hours in school from the age of 
5 to 16 years that 25% of 15-year-olds have a reading age of 12 or below; 
20% a reading age of 11 or below, and 10% a reading age of 9 or below. Such 
developmental delays are often spotted much earlier. One study showed that 
24% of its students enter Year 7 (age 13) with a reading age of only fve years old.2 

At age 15 years, 53% of girls have a reading age of 15 and higher, compared to 
only 47% of boys. By comparison the average reading age of the UK population 
is 9 years old.3 

Making sure children don’t progress to the next level before they’ve understood 
the previous level minimises the risk of a collapse in understanding, leading to 
a fatal disengagement with the curriculum and learning throughout life as children 
feel out of their depth. Ensuring learning is consolidated at each level before we 
attempt to progress is a foundational principle of the Khan Academy, which from 
its inception in 2008 now has more than 150 million registered users in 190 coun-
tries in the world. 

Direct instruction is useful to start the education process off and create a solid 
foundation but as the learner makes sense of the world, the need for scaffolding or 
direct instruction should diminish. Instead, young people do better when they can 
self-determine their learning alongside a guide- known as Heutagogy. We are not 
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pitching for this to be a constant, but if the Montessori method facilitates learners 
making choices at an incredibly young age, we know it is possible for learners to 
maintain a sense of agency throughout their journey. This more adaptive and fuid 
learning approach is not just more engaging for the learner, but it is essential in the 
face of a constant state of fux and 24-hour access to the internet that can tell any 
learner how to do anything anyway! 

Plus, if we maintain this traditionalist direct instruction scaffolding throughout 
school, the learners are not prepared for life beyond school when there is no scaf-
folding at all. This is often why we see so many disenchanted young people drop 
out of university or regress as employees in the workforce. Shifting away from only 
teaching knowledge around subjects to at least including the teaching of capabili-
ties such as creativity, critical thinking or refection, collaboration and communi-
cation would also be timeless. And these capabilities would be of far greater use 
in the wider world than knowledge about soil structure or how to ask the way to 
the swimming pool in French. They would be used daily in a young person’s life 
as they navigate work, relationships, friendships and the normal ups and downs 
of human existence because they can question ‘why’ and consider ‘how’ as part of 
their decision making. 

Of course, if we look at changes to teaching methods, it’s already exhausting, 
largely due to the global education reform movement or GERM, mentioned in 
chapter 2. Adopted as an educational reform orthodoxy since the 1980s, GERM 
advocates for at least fve globally common features of education policies and 
reform principles: 

O	 Standardisation of education 

O	 Focus on core subjects 

O	 Search for low-risk ways of reaching learning goals 

O	 Use of corporate management models and 

O	 Test-based accountability policies 

These have been increasingly employed to try to improve the quality of educa-
tion and fx the apparent problems in public education systems. All of which have 
spawned endless initiatives of how teachers should now teach. Although each one 
promises to revolutionise results, they are usually short term, PISA driven initi-
atives that do little beyond increasing teacher turnover. Teachers are leaving the 
profession in alarming numbers – and with this endless shifting of the educational 
goalposts, it’s little wonder. Humans do not respond well to change or excessive 
top-down control. 

Besides, no behaviour is really being changed, except greater disengagement 
from students and resignations from teachers. No one is asking or involving the 
stakeholders in these changes, and the same can be said for all the stakeholders in 
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the education system. GERM for example is often promoted through the interests 
of international development agencies and private enterprises through their inter-
ventions in national education reforms and policy formulation.4 But was a single 
teacher or student even asked for their input? 

Such poorly thought through attempts at transformation go to the heart of moti-
vation and engagement. As human beings we are always far more interested and 
invested in change or initiatives that we had a hand in designing and are bigger 
than us. This is why direct instruction is so futile in the modern world – there is no 
autonomy, a crucial ingredient in both motivation and engagement. We need a far 
more open, fuid way to teach that gives more autonomy back to the learners and 
the teachers, so the learners have a say in what they learn and why. The teachers 
become more like conductors of an orchestra where they play to the strengths of 
the students in front of them. This will also increase the sense of competence and 
relatedness, the two other component parts needed for motivation to fourish. 

The current education system is limited in the understanding of motivation 
and engagement across any stakeholder group and that must change. Only when it 
does, and each stakeholder group is involved and consulted about the change and 
help to design it will we be able to tap into the far more powerful intrinsic motiva-
tion and maintain high engagement levels. 

Designing Motivation and Engagement into the Solution 

If individuals are aware of their own intrinsic motivations, what they value (and 
how this matures) and understand that others may have alternative views that we 
can tap into, then the healthy tension of different views, that fosters innovation, 
is much more likely to enable these individuals to drive the solutions themselves. 
Self Determination Theory (SDT) helps us to craft more motivating and engaging 
solutions for the individual, team or the system. Individuals can then tap into 
existing competency, and cultivate relatedness and some level of autonomy to help 
with their role or the task in question. This applies to all stakeholders. 

The good news is that a lot of the insights needed to drive better engagement and 
motivation will already have been fushed out during the ‘I’ and ‘WE’ development 
work. For example, the values profle provides insights on what each person in the 
team values and how they interact (relatedness) with their teammates. This helps 
recruit the right people into the role and team at the right time based on their val-
ues as described in chapter 9, enhancing the standard talent assessment processes 
most organisations run. 

A talent audit to identify stakeholder interests and passions can also help when 
distributing accountabilities. Giving people the option to volunteer according to 
the audit, competencies and value systems provides a sense of autonomy in what 
they do and how they do those tasks or roles rather than simply being instructed. 
There is always a balance to be struck between tapping into existing competency 
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and allowing an individual to grow in an area they’re interested in but may not yet 
have developed their abilities. 

You may remember in chapter 9, when Adam’s leadership team each chose 
a strategic objective, they wanted to lead; the individual’s choice was always based 
on that person’s level of existing competence and what motivated them as identi-
fed via the values profle and a talent audit. This activated their sense of auton-
omy. Each leader nominated a project coach, who was someone with the relevant 
knowledge or experience in that area, further increasing their sense of competence 
and relatedness. The appointment of a right-hand and left-hand person to sup-
port them in implementation and delivery also increased relatedness. All of this 
increased the leader or captain’s sense of support. 

When designing ‘IT’/‘ITS’ solutions, the key aspects to consider are: 

O	 Sense of Purpose: As much as possible, all activities must be aligned to each 
individual’s sense of purpose to make that activity meaningful. 

O	 Connection with Others: Ensuring greater interdependence and collaboration is 
necessary for task completion, as well as encouraging some social interactions 
reduces any sense of isolation and the propensity to feel overwhelmed. 

O	 Positive Emotions: Designing tasks that can trigger positive emotions, such as 
joy, gratitude and a sense of accomplishment is key to maintaining momentum. 
Positive emotions are key to overall well-being and resilience, especially when 
workloads are high. Recognising key events with high emotions also support 
memory as we timeline our learning to make sense of it (why can we not remem-
ber much about Covid lockdown?). 

O	 Motivation and Engagement: Meaningful activities are often intrinsically moti-
vating and increase engagement and a sense of fow. 

Designing education solutions with motivation and engagement in mind has 
yielded signifcant benefts. For example, research by Frédéric Guay on the appli-
cation of SDT in education, showed that solutions with autonomous motivation 
had more positive consequences for students and predicted better school out-
comes. Increasing a sense of competence, autonomy and relatedness also increased 
parental and teacher fulflment.5 

When pupils were more intrinsically motivated to do their work, it enabled 
teachers to focus on teaching rather than relentlessly trying to get pupils to engage. 

Schools as DAOs and DDOs 

When looking around the world to see how other complex systems are changing, 
either within an educational context or outside, two models are worth consider-
ing that may help us understand how to design schools for the future. These are 
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Decentralised Autonomous Organisations (DAOs) and Deliberately Developmen-
tal Organisations (DDOs). 

DAOs emerged because of Web3 blockchain technology. In a DAO, decision-
making processes are encoded into smart contracts and executed autonomously 
without the need for traditional hierarchical management structures. For DAOs 
to work well, governance must be decentralised and collective decision-making 
is required. Pulling this off in practice requires careful facilitation to unlock the 
inherent wisdom of the crowd.6 

DAOs lock in and protect the integrity of information within the blockchain. 
Once the information is inside the blocks and connected to the blockchain, it’s 
impossible to change or contaminate that information. This creates a transpar-
ent and tamper-resistant record of ownership, record keeping and cybersecurity. 
Blockchains deliver much greater levels of ‘interoperability’, leading to cross-chain 
communication. Such ideas are leveraged by the specialist universities already 
mentioned in the last chapter, such as the Singularity University,7 the Ubiquity 
University,8 the Californian Institute for Integral Studies9 and the newly formed 
London Interdisciplinary School.10 

Blockchain driven education is fundamentally different from the red brick or 
the ‘Russel Group’ of universities. Knowledge is more tokenised and can use NFTs, 
and gamifcation as a central teaching methodology. DAOs and blockchains will 
contribute signifcantly to change the face of a reinvented educational system not 
least because the gaming industry is already worth more than double the flm and 
music industry combined. Blockchains may also decimate the supply of teachers 
and talent to the educational system.11 

DAOs have their rules or ‘articles of association’ and ‘shareholder/stakeholder 
agreements’ coded into a smart contract using a platform such as the Ethereum 
network. There is no management structure, board of trustees, employees or 
shareholders in the typical sense. Instead, membership is recorded on the block-
chain, and members meet via chat apps like Discord and vote to govern decisions. 
Joining a DAO is signalled by ‘fnancial cooperation’ in the form of tokens, via 
a crypto wallet which provides members with owner’s tokens, which correspond 
to voting rights.12 The more tokens someone owns, the more voting power in 
the DAO. Smart contracts determine deliverables between various stakeholders, 
including teachers, leaders, students and employers who are all incentivised to 
participate. 

In education, this could translate to token rewards for students who excel in 
their studies, contribute to open-source resources or the evolution of the school 
itself. NFTs (non-fungible tokens) could be awarded for student’s participation 
in local community initiatives. This could create a more dynamic and engag-
ing learning environment. DAOs could help develop a more decentralised sys-
tems for credentialing and certifying students and teachers. Instead of relying 
solely on traditional institutions, individuals could earn credentials through a 
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distributed network of validators within a DAO. This might help in recognis-
ing a broader range of skills and experiences. They could facilitate the creation 
and maintenance of educational platforms. These platforms could be owned 
and governed by the community itself. This would deliver a more tailored and 
responsive learning experience. All participants could have a direct say in the 
platform’s features, content and policies. 

Multiple educational DAOs could pool resources and allocate funds based on 
community decisions. In education, this could mean crowdfunding initiatives for 
educational projects, scholarships or infrastructure improvements. It could democ-
ratise the funding process and direct resources to areas that need them the most. 

DAOs also operate a decentralised and transparent governance model. In educa-
tion, this could mean that decisions about curricula, policies and resource alloca-
tion are made collectively by stakeholders, including students, teachers, employers 
and administrators. Instead of big employers lobbying government for changes to 
the education system so that young people leave school with skills that are per-
tinent to that employer, the employers may simply be part of the DAO and seek 
to encourage participation in the community. This could lead to more inclusive 
and democratic decision-making processes or specifc pathways for students into 
employment. 

One of the greatest disruptions that educational DAOs could deliver could be 
a transnational collaboration, without the need for a centralised authority such 
as government. DAO schools and trusts could collaborate globally on research 
projects, shared educational resources and cross-cultural learning experiences. 
Students and educators from different parts of the world could collaborate 
seamlessly. 

Another disruptive Web3 technology has impacted student identity by changing 
something called ‘self-sovereign identity’ (SSI). This is where users have much 
greater control over their own identity without having to rely on centralised author-
ities. We’re already seeing this impact from those who own the data that computer 
systems or organisations have on us. We’re moving to a world where personalised 
data are owned (and possibly traded) by the individual rather than by centralised 
authorities. In Web2 the mantra was ‘if the service is free, you are the product’, in 
Web3 and beyond the mantra is ‘play-to-earn’ or ‘play-to-learn’.13 

This data ownership is key to the verifcation of a teacher and a student’s qual-
ifcations, their test results and frankly any demographic or personal data that are 
relevant to their future employment. 

Perhaps the most well-known Web3 disruption is generative AI (GenAI) and the 
use of large language models (LLMs) and natural language processing (NLP), which 
enhance the human-computer interface. Of these, Open AI’s release of Chat GPT4 
has already transformed education. An increasing number of students are using it 
to do their homework or as an online tutor. And an increasing number of teachers 
are using it to mark homework. And it’s already signifcantly disrupting a student’s 
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employability with many organisations now refusing to employ juniors unless they 
can add more value than ChatGPT – and many can’t! 

Beyond basic subject comprehension, which students will still need, the infor-
mation that students have acquired in the current system can become outdated or 
rendered irrelevant by new insights, new understandings or new ways of knowing. 
And given the knowledge doubling rate, it’s impossible for anyone to keep up. Tech-
nologies such as ChatGPT make an IQ of 120 on any subject available to any pupil or 
teacher already. This lessens the need to retain such information in our own minds. 

The disruption and speed of change driven by the fourth industrial revolution 
requires us to change the focus from what we know to how we know it. From the 
absorption and interrogation of information to being able to make meaning from 
that information. This is the only way we can protect ourselves from the speed of 
change and the evolution of knowledge. This means all schools and educational 
establishments should become Deliberately Developmental Organisations (DDOs), 
where stakeholder development is the central operating principle, not knowledge 
transfer. 

A deliberately developmental organisation (DDO) is a concept introduced by 
Robert Kegan.14 It is an organisational model that prioritises the growth and devel-
opment of all the stakeholders as a central part of its mission and operations. 

Key characteristics of a DDO include: 

O	 Continuous Development and Growth: In a DDO, development rooted in learn-
ing is not just an occasional activity, but a constant process integrated into the 
daily work environment. Stakeholders are encouraged to continuously develop 
more sophisticated skills, perspectives and capacities. 

O	 Feedback Culture: Feedback is not only welcomed but actively sought in a DDO. 
All stakeholders receive honest and constructive feedback on their performance, 
allowing them to identify areas for improvement and how to accelerate their 
development and personal growth even more. 

O	 Transparency and Vulnerability: DDOs cultivate an environment where in-
dividuals feel safe being vulnerable and sharing their challenges and failures 
openly, after all this is a sign of a mature individual. This fosters trust and deep-
er connections among team members and the wider school community. 

O	 Shared Responsibility for Development: In a DDO, everyone is responsible 
for their own development as well as the development of others. Teachers and 
school leaders play a crucial role in supporting and facilitating the growth of 
their students and fellow team members. 

O	 Purpose-Driven Work: Stakeholders in a DDO are aligned with the school or Trust’s 
mission and values, and they fnd meaning and fulflment in their work. This pur-
pose serves as a guiding force that drives individual and collective growth. 
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O	 Experimentation and Innovation: DDOs encourage experimentation and inno-
vation, recognising that failure is an essential part of the development process. 
Stakeholders are empowered to take risks and explore new ideas without fear 
of reprisal. 

The goal of a deliberately developmental organisation is to create an environ-
ment where personal and professional growth are not only encouraged but inte-
gral to the organisation’s success. By investing in the development of its students, 
teachers, leaders, governors and other stakeholders, a DDO aims to create a culture 
of continuous improvement, adaptability and resilience. The good news is that 
personal development already exists in the Ofsted handbook, it’s just not consid-
ered signifcant. But imagine the impact on leadership, behaviour and the quality 
of education if we made development central to the future. It would be the catalyst 
for an incredible transformation. 

If we focus on how to interpret information rather than just the knowledge itself, 
then we can stay ahead of the game. And that means focusing on our children’s 
development. On their ability to interpret what they are experiencing and reading. 
One of the key signs that we are maturing is that we can generate more sophis-
ticated interpretations of the information in front of us. This is what we should 
assess, develop and reward in schools. Children should get an ‘A’, not for their abil-
ity to remember facts and regurgitate them under exam conditions. They should get 
an ‘A’ for the sophistication of their interpretation of the information presented to 
them or their ability to interrogate that information to determine its veracity. And 
how to apply it and then adapt it. 

In summary, we must reinvent the education system and put development at 
its heart. We must cultivate our ability to make better sense of information and 
become meaning makers not knowledge jockeys. The fourth industrial revolution 
can help us. Educators everywhere must wake up to this fact if we are to deliver an 
educational system that prepares our children for the future. 
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1 Behaviour and Systems 12 Development in Action 

When it comes to documenting change across the various dimensions, it becomes 
next to impossible to tease out what is an ‘I’ change from a ‘WE’ or ‘IT’/‘ITS’ change. 
They are interconnected and interdependent aspects of life. And we can see this 
clearly when looking at what happened with Adam and his team. 

Most of what we will recap on here we mentioned in chapter 9, because of the 
interconnected and interdependent nature of change. There was a huge uplift in 
motivation and engagement within the team, not only because they were given 
tools to understand themselves better and appreciate the differences in the team, 
but they were then able to use those insights to choose what strategic objectives 
they wanted to be involved in. They could either volunteer as ‘captain’ or in a sup-
port role as either right-hand or left-hand person or coach, where they perhaps had 
experience and knowledge to share but didn’t want to get involved in delivery. All 
of which tapped into SDT and their intrinsic need for autonomy, competence and 
relatedness to feel genuinely motivated. 

And of course, this motivation was infectious. Because the leadership team 
was beginning to kick goals and were excited and enthusiastic about the work 
they were doing, the school cascaded these skills and insights to the wider staff 
team. Taking each teacher through the same developmental approach to help them 
understand who they were, what gives them energy and how to better align their 
values with their roles created much greater levels of engagement. Everyone in 
the school understood the concept of ‘lines of development’, and a professional 
development system was put into place, alongside the existing performance man-
agement system. And a coaching network helped to facilitate people’s journeys 
towards their goals. As a result, a coaching culture emerged and specifc training 
around staff’s own values has led to shifts in their curriculum framework, pedagog-
ical approaches, and behaviour management strategies. 

The staff audit also allowed staff to share their professional backgrounds and 
experiences inside and outside of education, as well as interests and hobbies. 
These data were then used to get the right people working on the right projects, in 
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areas they could deliver value in or brought them joy. Remember John, the deputy 
head, his past knowledge and experience led to the creation of a coaching model 
for Early Career Teachers which helped new teachers transition into the school 
culture. Sarah, another deputy head, started pioneering research into the impact of 
having a deliberately developmental approach to early career teaching. 

Adam’s school was already considered ‘Outstanding’ by Ofsted before the devel-
opmental work but the school itself, it’s culture and systems were transformed by 
the collective efforts. Staff turnover reduced even further and there was real energy 
and passion running through the corridors. The school is in the process of creating 
an outreach offer where parents and other members of the community can access 
adult learning, which also includes some subtle development tools such as emo-
tional regulation which can help them to navigate family life. 

As Adam unlocked his Yellow values level, he spent more time on strategy. This 
became one of the strongest assets of the school. The school started to see itself as 
a research hub and operated as such. This changed Adam’s approach to the new 
build the school was embarking on, and he promoted the development of a digital 
classroom as a model for developing best practice, nationally thus disseminating 
their learnings to help others. And fnally, he stepped back from teaching maths 
and now delivers training regionally on the principles behind developmental sys-
tem design, knowing that his team is in place when he’s offsite and that they’re 
more than capable of running the school in his absence. 

A SEND Case Study 

We’ve tested virtually every aspect of the interventions shared in this book in 
schools all over the UK and other parts of the world, over the last 20 years. We’ve 
seen the incredible impact even parts of the ‘I’, ‘WE’ and ‘IT’/‘ITS’ recipe can have 
in the primary, secondary and tertiary arms of the education system on children, 
teachers, parents and virtually all key stakeholders in the system. 

In this section we would like to demonstrate the fexibility of this approach by 
sharing some of Matt’s astonishing results using the ideas and tools outlined in 
this book when he was head teacher at Shaftsbury High School, a SEND school. 
If mainstream schools are suffering at the hands of an outdated system, then that 
distress is amplifed ten-fold in SEND schools where resources are stretched even 
further and engagement is notoriously low. 

The point here is to emphasise the impact that is possible when you reinvent 
the system, and that reinvention can occur in any type of school or educational 
environment even within the existing system. What follows is just one specifc 
example, to clarify how ‘IT’ changes can be implemented. 

When Matt took over, Shaftesbury was running a traditional secondary curric-
ulum model with 175 students from 11–19 years old. Needs ranged from Autistic 
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Spectrum Disorder (39%) to Moderate Learning Diffculties (41%) and social, emo-
tional, mental health (19%) including students with complex needs. Only a very 
small number of students achieved an academic outcome that led to either employ-
ment or further education without having to take ‘catch up’ courses. 

Students attending this SEND school didn’t typically go on to higher academic 
study, so the purpose of their education was somewhat different to a mainstream 
school. It’s worth pointing out that even in a non-SEND school, there are count-
less students who will also not go on to higher academic study. The idea that 
SEND-students are somehow less than those who go onto further education or that 
SEND-students won’t or can’t be of value or fnd meaning in their lives is incredibly 
discriminatory and simply not true. A defnition of ability and potential that is too 
narrow, in SEND and in mainstream schools is robbing students of access to mean-
ing, resilience and of learning how to fourish in life and within their communities. 

As we have said many times through this book, it’s incredibly hard to make any 
change unless you start with the individuals who will be expected to make the 
change. For Matt that involved his own development, his ‘I’ dimension, and then 
work with his team in the ‘WE’ dimension as discussed in earlier chapters. The key 
take aways from that developmental work for Matt were: 

1. Understanding the raw physiological data his body was providing, but he was 
not tracking and shifting the whole school timetable to better manage their 
energy and emotions. 

2. Being able to understand his own values lens and why perceptions of his 
leadership changed for different people. This acknowledgement of difference 
helped to dissolve resistance and fne-tune roles and responsibilities so all 
stakeholders could fourish. 

3. The ability to listen at a much deeper level and rapidly fnd the true meaning 
behind what was being said (or not), whether that was with stakeholders or 
the voices of his own internal narrative. This transformed his change manage-
ment and created much greater buy-in across key nodes of his network and far 
beyond the school gates. 

4. The frst three insights quickly mapped into how he led and listened, and 
Matt became more compassionate. Instead of worrying that his new approach 
was wrong, he simply focused on communicating it more clearly, using other 
people’s values level. It also ensured a digital communication and coaching 
culture was modelled and the quality of interaction with all stakeholders facil-
itated a shared experience and nurtured true behaviour shifts. 

5. How to manage change, engaging the whole community in setting a develop-
mental purpose, vision and culture for the organisation over a fve-year period. 
The clarity of this plan and the alignment it created meant the signifcant 
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changes were fnished two years ahead of schedule and the buy-in came organ-
ically from the middle of the school. 

For Matt, step changing how the leadership team functioned also set the stage for 
the incredible progress the school subsequently made. Collective clarity in the lead-
ership team on big picture thinking, as outlined in chapter 8, was absolutely crucial. 

Having spent some time looking at his own development, Matt, like Adam, 
encouraged his leadership team to embrace their own development. They had 
noticed differences in Matt’s behaviour, outlook and communication style and this 
increased their engagement with the idea of becoming a DDO from the start. Spon-
sorship by the leader is just as vital in schools as it is in business, and without a 
personal commitment to change little happens. Matt’s team felt they had autonomy 
and choice about how they engaged and what parts of the programme would work 
for them individually and collectively. This helped step change their own motiva-
tion whilst creating a collective energy behind the change cycle. 

Nearly all developmental journeys start with clarifying where the team is going. 
This meant creating a collective vision for the school. Amazingly this was some-
thing the school had never done before. Vision describes the future world the team 
wishes to create. It answers the question ‘where’ are we going. Vision must not be 
confused with purpose (why), strategy (what), governance (who and how) or ambi-
tion (when we get there how big will we be). 

Shaftesbury’s leadership team’s vision was to create a world where the school 
was ‘carving pathways into employment’. This was logically and emotionally moti-
vating for the staff, given that only 5.7% of adults with learning disabilities and an 
educational health care plan ever fnd employment after school in the UK.1 

In defning what needs to happen to deliver that vision, the team also identi-
fed a series of high-level strategic objectives. Specifcally, they recognised that 
they must: 

1. build a curriculum and culture framework that fosters intrinsic motivation and 
the character required to develop, 

2. achieve academically and socially in education and beyond it, 

3. defne real pathways for students where they could fourish in social or employ-
ment roles. 

These answers were created by the leadership team rather than being handed 
down from Matt. The team arrived at them through consultation in and out of the 
school, and created an ongoing learner focus group rather than having those stra-
tegic objectives inficted on them by the school, local government or because of a 
change in central policy. Top-down approaches rarely work and fy in the face of 
motivation theory. If those impacted by the vision are not involved or consulted, it 
simply amplifes the lack of clarity in the system. We have seen so many examples 
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of schools or businesses that have some defnition of vision, ambition, purpose, 
strategy and governance, but if the senior stakeholders haven’t been involved in 
the creation of these answers, then they remain nice words on the annual report 
or displayed as a strap line on email signatures but nothing changes. Such outputs 
don’t act as a North Star in the organisation. 

What often happens in most systems is a handful of people often with good 
intention, who are interested or want to make a difference cluster around pet pro-
jects, scrimp and scrape for funding and design a project or two. Then they try to 
make them happen and hope the work sticks. 

What Matt did at Shaftsbury was the antithesis of that. He took a systematic 
approach where the leadership team made sure they aligned what people did con-
sciously to the vision, ambition, purpose and top-line strategy that the school com-
munity had collectively decided was worth pursuing. 

The leadership team also involved their key stakeholders, the children, in 
designing their collective future together. In any SEND school there is a wide array 
of disabilities. The students have a ‘spikey’ ability profle, where each individual 
is stronger or demonstrates more competence in one area over another. To accom-
modate and work with individuals with spikey profles, Matt and his team asked 
students to identify areas of interest or problems they would like to solve in their 
local community. The students, working with Matt and his team, identifed six 
projects that excited them: 

1. Art and Design 

2. Digital Design and Technology 

3. Food Technology 

4. Life Skills 

5. Performing Arts 

6. Sports Leaders 

Once these areas of interests were identifed, the school invited people to come 
in and be part of the six working groups to put together the content and parameters 
of each project. Participation was voluntary to ensure that whoever showed up 
was motivated to be there, not expected to be there. From each group a ‘project 
lead’ was nominated. The project leads were teachers who met a year in advance 
to ensure that each project had a clear timeline and milestones that each student 
could progress through. The project leaders also needed to identify the learning 
outcomes within each project and how they related to each core subject. Such an 
interdisciplinary approach to teaching subjects was a radically different way of 
teaching, so there were some teachers who were excited about the opportunity, and 
volunteered to be project leads, and there were teachers who were, frankly, very 
resistant to the whole process. The weekly peer-to-peer review sessions opened 
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feedback loops to the leadership team and strong trust was built. The structure was 
slowly removed over the year, and the group took on its own leadership role with 
clear governance. 

Students in Key Stage 3 (age 11–14) then rotated through each of the six projects, 
twice. This gave them a better sense of what each project involved. Before the stu-
dents moved into Key Stage 4 (age 14–16), they had to apply to the project of their 
choice. This approach was deliberately developmental and designed to mimic the 
application process, they would need to get a job after school or to gain a place in 
further education. It also provided a space for students to demonstrate they had 
worth and believed they could add value to the project. Whilst maintaining core 
subjects in the curriculum including literacy, numeracy, science, PSHE and phys-
ical education, the students entering Key Stage 4 were therefore given much more 
control than they would have previously had over what they studied. 

This reinvented process tapped directly into the students need for autonomy 
and increased their agentic engagement. Competence was amplifed through the 
time each student spent on these projects, which was 400 hours per academic year 
rather than the meagre 36 hours they would have normally committed to such 
activity. Thirty-six hours rarely delivers anything approaching mastery or a sense 
of competence. The 400 hours meant that deeper learning could occur, skill mas-
tery could occur and often a meaningful qualifcation was achieved, something 
that had been extremely rare prior to this reinvention. Of the 400 hours, 120 hours 
were dedicated to the qualifcation such as a BTech or Arts Award. Since all the 
projects were interdisciplinary and being taught in groups, they also signifcantly 
increased relatedness in pupils, peers and teachers, tapping into all the key moti-
vators of self-determination theory. 

The commitment of 400 hours in each project also allowed other subjects to be 
built into the learning, transforming how the curriculum was delivered each term. 
Colleagues would peer moderate that their subjects were suffciently considered 
and covered, creatively fnding ways to weave the ‘why’ rather than the ‘what’ into 
the projects. One of the best examples of this was within the projects themselves. 
When the fnal curtain fell on the school production of Bugsy Malone, every stu-
dent from every project stepped onto the stage to take a bow. 

Each student in the Performing Arts group had directed their own scene, the Art 
and Design project group created the set, and the Digital Design and Technology 
group worked on the props, sound and lighting. The Food Technology group pro-
vided the catering, the Life Skills group sold it to attendees, and the Sports Leaders 
group played the more athletic roles. Everyone on stage embraced each other at the 
end of the show and in so doing, modelled to every stakeholder and the audience 
that they could work together to achieve a fantastic outcome. It was a signifcant 
event that step changed the expectations of everyone who witnessed it. Imagine 
the impact on the lines of development for each individual that was part of that 
event? Although different for each individual, there was little doubt this approach 
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created ripples of change that elevated each individuals’ lines of development but 
also across the capacity of the organisation as a whole. 

The focus on skill mastery also allowed time for refection and helped build 
and strengthen their sense of identity in a space they felt they belonged to. Each 
student was able to see their own progress and appreciate the nature of failure 
and how to get better over time. Each teacher encouraged the project group to 
refect on what had been achieved each week and fgure out what they wanted to 
achieve in the following week. This developed goal setting skills as they were held 
to account against their self-authored goals. Self-esteem increased as milestones 
were achieved and celebrated alongside the mistakes it took to get there. When 
things didn’t go well, students were encouraged to develop their ability to fnd 
resources, foster resilience and try again, with new insights on board. Staff created 
an impact process where progress was measured, those results were provided as 
feedback and the outcomes to that process were then recognised through peer-to-
peer and community events. These events act as showcases to encourage ever ris-
ing standards to facilitate double loop learning to occur – vital in creating change 
(Figure 12.1). 

Each term, the project was based on a local, global or community-based prob-
lem the children felt connected to, thus creating an emotional connection to the 
learning that created meaning. This approach also gave learners the opportunity 
to add value, one of the most effective strategies in creating identity and a sense of 
belonging. 

The projects created virtuous feedback loops where the autonomy to choose 
increased their motivation and the desire to engage in the various projects. They 
were dealing with real world issues and received real world feedback that chal-
lenged internal and external assumptions. Engagement increased learning, which 
increased competence, which amplifed motivation as progress was recognised. 
As the group worked together more closely, the bonds in the group strengthened, 
increasing engagement and relatedness even more. 

In one instance two students who fought every single day both opted to join 
the Preforming Arts group, and the project leader was understandably nervous. 
Early in the project the group went on a theatre trip and these two students never 
fought again. Because they were able to bond over a shared interest and experience, 
the irritations that had niggled them previously simply fell away. The assump-
tions they had both made that they didn’t have anything in common based on 
how they looked became redundant. A similar approach was used to address the 
stigma around disability, with adult artists with their own mobility needs from 
the Camden Art’s Centre partnering with the Performing Arts project to evidence 
that their passion was possible to take forward. The external connections shifted 
expectations and provided a bridge into those networks, with one learner sharing 
his mental health poem to 20,000 people at WE Day at Wembley Stadium and went 
on to perform in the West End. 
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 Figure 12.1 Double Loop Learning 
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Each project was built around the ‘3i’s’ of Ofsted’s curriculum guidance: intent, 
implementation and impact. This helped ensure Ofsted was onboard with Matt’s 
plan and enabled them to assess the outcomes and results of the school. The 
whole project focus built on each child’s educational health care (EHC) targets and 
embraced the 6Cs of 21st century living2 (collaboration, creativity, communica-
tion, critical thinking, character and citizenship). Developing these six functional 
skills enabled students to better access the curriculum and adhere to the Gatsby 
benchmarks around high-quality career guidance to support students into relevant 
employment.3 

The reinvention of the entire curriculum hinged around well-being, core sub-
jects and the six projects (this number was based on the scale of the school). 
At the start of every day, students began with a well-being session where they 
developed the ability to regulate their emotional state and ensure they were ready 
to learn. This benefted both the students and teachers. It was led by the teach-
ing assistants who had revealed a passion for yoga, meditation and martial arts, 
as part of the talent audit and practitioner development meetings. Everyone in 
the room contributed to creating an environment for energised and constructive 
learning. 

After the initial well-being session, Matt and his team deliberately scheduled 
project work every morning because the students really wanted to do this. Starting 
with project work reduced student absenteeism still further. The core subjects, 
such as maths and English, were scheduled in the afternoon and was aligned to 
the morning project work, increasing its relevance. Better project and core subject 
alignment boosted enthusiasm for the core subjects too. Students, often for the frst 
time began to believe in themselves and the notion of going on to further educa-
tion became a real possibility. They also understood that if they were to make that 
possibility a reality, they needed some of those core subjects such as maths and 
English, and this recognition dramatically increased their attention and engage-
ment with the work. 

Instead of being told that English and maths were important, they were able to 
appreciate for themselves why they were important in relation to what they were 
trying to achieve – get a job or get into a further education role using what they cov-
ered in their project. Despite being an extrinsic motivator, the learners were able to 
value the infuence of the qualifcation rather than seeing it as either unachievable 
or some form of compliance issue. 

As one student said, “I think core subjects improved because we know at the 
beginning of the year, they presented what exactly we’re going to be doing, for this 
year, what qualifcation we’re working towards, what it would allow us to do, and 
before that it was just a bunch of English work just thrown at us.” 

Such positive feedback loops became an important part of the project learning as 
signifcant events provide a time stamp in their memory and allowed the students 
to make sense of the learning sequence. Everything in the projects became much 
more meaningful to the students because it was in context. They were recognising 
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their own patterns of limiting beliefs and purposefully making new self-authored 
beliefs about what they were truly capable of. 

The sessions were also shortened slightly so they were less of a slog for students 
and core subjects were broken up by more active subjects like PE or IT to better 
manage energy. Finally, continuous measurement allowed Matt and his team to 
assess impact against the vision of ‘carving pathways to employment’. 

Collectively the programme of activity outlined above allowed Shaftsbury 
High School students to make signifcant steps toward gaining employment. This 
deliberately developmental approach resulted in 80% of students going on to sub-
ject specifc courses at college, as opposed to just 5% prior to the reinvention of 
the curriculum. In addition, four students achieved internships – the frst in the 
school’s history.4 

Academically, the frst year of results showed approximately double the quan-
tity and quality of qualifcations achieved. And the incidents of negative behav-
iour fell by an astonishing 83%. Shaftsbury was ranked ‘Outstanding’ by Ofsted a 
year after the new teaching framework had been in place, and it’s now leading on 
the strategic vision for SEND schools within the borough, with networks reaching 
out far beyond its borders, including an eight-school collaboration that looks to 
develop innovative teaching, learning and leadership. 

The students and teachers loved it. Even the most initially reticent teachers 
were able to see and feel the difference in the school, the results and the culture. 
Staff absence dropped by a whopping 47%. 

Teachers’ leadings different projects had daily planning sessions, and where two 
projects were working on the same core subjects that day, the project groups would 
merge and exchange ideas. This helped to build relationships across the classes 
and projects to create a more collaborative professionalism between teachers, a fact 
that also positively impacted the culture. 

The teachers involved in the projects were very keen to keep the reinvention 
going with one adding, “I would now not only keep the model; I would expand its 
principles beyond the six projects and into all areas of the curriculum”. Another 
agreed: “The projects enable students to fnd pathways for future learning and 
employment and fnd an area of study that they enjoy.” Another teacher noted, 
“‘Students are now recognising the skills they’ve learned have applications, which 
can form an essential part of their own long-term learning pathway, beyond school 
and into adult life.” 

Parents were also very pleased with the results, with one parent noting, “Despite 
the challenges in getting up and running, it’s been the most successful year at the 
school. This past year has seen my child blossom. They now show a real interest in 
school, they are forming real friendships and learning to love working for the frst 
time. The project lead has been amazing and very proactive in making the work 
stimulating and then show casing it.” 

When a school becomes deliberately developmental in its approach, it’s not 
just the children who beneft but the teachers, leaders, employers and the wider 
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community too. Every developmental effort in the education system has a dispro-
portionate ripple effect that has the impact to not just change education but change 
the world. 

Notes 

1 No Author (2023) Written evidence from DFN Project SEARCH (YDP0043). https:// 
committees.parliament.uk/writtenevidence/125064/pdf/ 

2 Kristoffy J (2018) 21st century skills: the 6 C’s, Right Track. 
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4 Silver M (2021) Motivation, engagement and outcomes in curriculum development in a 
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TKAT Case Study 13 

Our fnal case study is the Kemnal Academies Trust (TKAT), one of the largest 
multi-academy trusts in the UK with 45 primary and secondary academies. TKAT 
decided that improvements couldn’t wait for government intervention or some 
other external miracle, and worked with us to embark on a reinvention of their 
multi-academy trust using a programme of development as outlined in this book. 

The Catalyst for Change 

In total, TKAT has 22,000 children and 3,350 staff in its ‘family’. 
TKAT Deputy CEO Liz Harrison demonstrated her desire for change when she 

started researching leadership development solutions in September 2019. Liz rec-
ognised that improvements would be essential, and this view was confrmed by the 
results of an external multi-academy trust review in January 2020. 

O	 “The feedback from teachers and staff in the schools aligned with the leadership 
team’s recognition that we weren’t getting things right in terms of communica-
tions and impact. We realised the culture had to change.” 

O	 “Our culture was one of top-down command and control. The impact of that 
was that people and schools were working in silos. We wanted more collabo-
rations, more interconnectivity and less distance between the TKAT board and 
headteachers and staff.” 

O	 “Every school and every leader had something powerful to contribute that sup-
ports holistic outcomes for children. We needed to share this to garner every-
one’s strengths and skills and create a community. ” 

The Development Journey 

This developmental programme combined diagnostic assessments, team devel-
opment and individual coaching. Initially, the eight members of TKAT’s senior 
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leadership team (SLT) was the focus, but over time the work was extended to 
include the wider leadership team of 15 people. 

In addition to assessing the leaders using the diagnostics outlined earlier in this 
book and the team development index (see below), our coaches started working 
one-to-one with four key individuals: Karen Roberts (CEO), Liz Harrison (deputy 
CEO) and two senior education directors. 

Assessment 

TKAT’s journey started by assessing the level of team sophistication using their 
Team Development Index (TDI) with the SLT in addition to the Complete Values 
Profle (CVP) for the wider leadership team. The results were striking. 

Team Development Index 

In June 2020, the TKAT SLT was below benchmark on four of the six dimensions 
of the Team Development Index (see Figure 13.1). 

Furthermore, three of the areas the SLT scored low on Relationship Quality, 
Strategic Power and Coherence. Fundamentally, the SLT was a group of motivated 
individuals, but it wasn’t operating as an effective team. Everyone was working 
hard, and they were busy ‘doing’ things but they weren’t all pulling in the same 
direction. They were expending signifcant energy but not getting the results they 
deserved. 

The TDI was then repeated in September 2021 and the improvements were dra-
matic. The left of each pair of bars is the score from June 2020, while the right of each 
pair of bars is the result in September 2021 after the developmental intervention. 

The team is now in the top 10% of all teams surveyed for all six dimensions and 
in the top 3% for Coherence and Strategic Power. 

Figure 13.2 gives some examples of the huge improvement in percentage agree-
ment in the responses to the survey questions. 

Figure 13.1 TKAT TDI Results 
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Figure 13.2 Response Change to Survey Questions 

From the initial team assessment data, it was clear that the team was focused on 
the short-term ‘IT’ dimension of the Leadership Model (see Figure 13.3). It was a 
breakthrough for the leadership team to understand that they needed to invest time 
on the longer-term ‘IT’ as well as the ‘WE’ and the ‘I’ dimensions of leadership. 

Complete Values Profles 

Next the team did their Complete Values Profles (CVP) to precisely defne which 
of the eight value systems they were operating from (see Figure 13.4). The CVP 
defnes what every leader considers important (what they value) and therefore 
what they are likely to focus on to unlock a new level of performance. The data 
from the initial values assessment revealed why the SLT was failing to fulfl its 
potential. 

The aggregated results of the TKAT SLT’s values before the developmental inter-
vention are shown in Figure 13.5. As Liz Harrison noted: “As a team we were 
incredibly ‘Red’, particularly in relation to man management.” 

The Red (power) value system can be passionate and entertaining. People oper-
ating at this level can bring a clarity that can be immensely useful in a crisis. How-
ever, like every level, the Red value system can also have a negative impact. People 
operating from a less healthy Red perspective can become overly directive, egotis-
tic and struggle to see the bigger picture. There was certainly signifcant unhealthy 
Red motivation at TKAT. The desire for collaboration was very low and there was 
no common purpose. 

SURVEY QUESTION JUNE 
2020 

SEPT 
2021 

We con resolve disag reements between team 
members w ithou t the team leader having to 29% 60% 
adjudica te 

The team leader imposes the fina l decision on 
the team 

93% 27% 

We hove a vision that wil l be a game changer 
for our industry 

43% 93% 

The vis ion of this team is inspirational to people 
in my area 

64% 100% 

The strategies in our separa te areas come 
together with clarity at the team level 

57% 93% 
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Figure 13.3 The Leadership Model 

Figure 13.4 The Values Spiral 
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Figure 13.5 CVP People Management Results June 2020 

Figure 13.6 CVP People Management Results September 2021 

Figure 13.6 shows the result of signifcant development over the 15 months 
of the intervention. This change refects how the team reinvented itself and now 
brings more innovation, creativity and disruptive ideas to the table, as refected 
by the signifcant increase in the Yellow and Turquoise value system. The SLT is 
focusing more on the longer-term systemic changes needed (increased Turquoise), 
with a strong value around caring (slightly increased Green values). 

The excessive directiveness of the Red value system and the overemphasis on 
results of the Orange value system also reduced, but not so much as to under-
mine the importance of academic achievement. Access to Red and Orange values 
remains important, but the growth in the higher levels of the spiral is transforming 
how the team works together to deliver much better and more balanced outcomes 
for the Trust. 
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Developmental Intervention 

As well as using the results of the assessments to focus the coaching and team 
development interventions, the SLP were also involved in eight days of team 
development which included the following modules: 

1. Context set with the 4D framework: The team was introduced to the 4D leader-
ship framework (see Figure 13.3). This was essential to broaden the team’s per-
spective beyond their focus on short-term tasks, targets, goals and metrics (‘IT’ 
dimension). The team now works together collaboratively, spends more time 
on longer-term strategic thinking and on continuously developing themselves 
and their teams. 

2. Understanding individual and team values: We assessed the team’s values in 
detail which helped to build a common language around motivation, culture 
and cultural transformation. It also clarifed how the team could operate more 
effectively and leverage their collective strengths. 

3. Creating more entropy: Once a common language and a leadership model had 
been created, there was an urgent need to focus on helping people get all the 
ideas and challenges on the table. This included helping the team to achieve a 
level of radical candour that allowed tensions to be raised and resolved much 
faster and more effectively. Radical candour is not brutal honesty but rather 
saying what you think, while also caring for the person you are in conversa-
tion with.1 

4. Building new ways of working: We actively strengthened the relation-
ship bonds between individual team members by teaching the team how 
to listen much more deeply to develop much better understanding of each 
other, while welcoming diverse views and opinions and managing confict 
constructively. 

5. Moving to a distributed leadership style: The team moved to a less directive, 
more inspiring and empowering leadership style. This brought new clarity and 
precision to what the team and the leaders needed to improve outcomes. The 
team have been surprised by how quickly they’ve seen people step up. 

6. Understanding and adapting the organisation’s culture: The team assessed the 
current culture by looking at the customs, rituals, symbols, myths, metaphors 
and stories that are prevalent in the organisation. This was very insightful and 
helped the team realise that the culture further down the organisation still 
refected the old way of working. The team agreed actions to role model and 
drive the cultural shift. 

For the TKAT programme participants, the coaching and team development has 
been transformative. 
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Key Benefts Delivered 

The key change from the developmental work outlined in this book has been a 
move from a centrally led, directive style of leadership to a distributed leadership 
approach. This has led to a culture of much greater empowerment and inclusion, 
more creativity and systemic thinking, with strong care and support for everyone. 
The TKAT leadership team coined the acronym ICE to Inspire, Care and Empower. 
The level of trust, collaboration and comfort with different views has increased 
dramatically. 

The changes at TKAT led to several new strategic initiatives. These are already 
showing good results. 

Specifcally: 

O	 TKAT’s created a ‘Champion for Every Child’ initiative with 7,000 children hav-
ing a named, consistent adult champion. The result was a big improvement in 
attendance rates and a 13% increase in age-standardised reading scores for the 
primary children involved. 

O	 A Phonics initiative, rolled out across 28 schools, lead to 88% of children pass-
ing their phonics test compared to 77% in 2019, surpassing the national average 
of 82%. 

Since their developmental work started, all schools have held or improved their 
Ofsted grading. While this can’t be solely attributed to the developmental inter-
ventions, there’s a strong belief that the programme has been a major contributing 
factor as all Leadership and Management is considered good or above. All TKAT 
headteachers surveyed said they appreciate the culture change and especially the 
way they are now able to work with the senior leaders. This has been refected in 
100% of heads staying in post or promoted to more senior roles. 

TKAT CEO’s Transformational Journey 

As the TKAT CEO, Dr Karen Roberts is a signifcant role model for leaders at TKAT. 
Her behaviour has a signifcant impact on the culture of the organisation. She 
credits much of her recent leadership transformation to the relationship with this 
developmental work and her coach, Dave. 

While the details of Karen’s one-to-one coaching sessions are confdential, Karen 
was happy to openly share how it has helped her so that others can see its value. 

“From the outset, Dave has been fantastic. He met with me before the group 
sessions to tell me what everyone had been saying and to explain the results of my 
values profle.” 

“It was raw and brutal for me to listen to – the feedback from my team and my pro-
fle showed me to be a dragon. If someone was disloyal, my reactions would be ferce 
and reactive. I would be quick to make decisions or force people to make decisions 
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and didn’t allow enough refection time. It was very reactionary. If I included 
people in my deliberations, it would be a limited amount of people, not a wider 
stakeholder group.” 

“I had the misconception that the right thing to do was to make quick decisions 
and move fast. Sometimes it is, but more often than not, it’s not the best way.” 

“Dave and I agreed we should share the insights from my assessments with the 
rest of the SLT and work with it. Naturally, I was reluctant, but I knew it was an 
essential part of my leadership journey and my transformation.” 

“The frst meeting with the team was really diffcult. However, having Dave as 
my coach as part of the programme has been invaluable.” 

“My leadership journey has been phenomenal. I was caught in a legacy, leader-
ship style, which wasn’t really me and wasn’t making me happy in my job. Not only 
that, but I also wasn’t getting any results in terms of moving the organisation on.” 

“Exploring my whole leadership style, linked with who I am, has been transfor-
mational for me. I would use that word ‘transformational’. There’s still a bit of Red 
in me – I’m driven and focused, but it doesn’t manifest in a ‘bad’ Red anymore. I’m 
allowed to enjoy people.” 

“I don’t have all the answers, but we now work as a team to fnd the answers 
together. I’ve been able to develop so much that it’s permeating to different levels 
of the organisation as well – beyond me.” 

“The most important thing for me is allowing myself to be me – giving people 
time and really valuing them as people and professionals. What I thought was most 
effective in terms of leadership quite clearly wasn’t.” 

“Part of this whole process for me has been understanding that if you’re a leader, 
you need to open up and be more transparent, to have closer relationships. Before, 
I didn’t know myself or my team well enough.” 

“I didn’t know what I didn’t know. I just didn’t know all this was out there. Now 
I listen to other education colleagues – CEOs – and I think they haven’t got close to 
what this developmental work has brought to us.” 

As Deputy CEO Liz Harrison explained, for some members of the TKAT SLT the 
insights into their individual and collective values profles had a dramatic effect: 

“The work around our own values profles was hugely illuminating for everyone. 
For some, it was life changing. There were some dramatic changes and some less 
obvious, but everyone’s changed. It has transformed working lives dramatically.” 

Coaching for the Senior Leadership Team (SLT) 

While the results of the assessments clearly sparked the necessary change in 
TKAT’s SLT, it has been the personal coaching and the team development activities 
(as outlined above) that have cemented the transformation. 

David Linsell describes himself as a “minister without portfolio” at TKAT. He 
leads on curriculum and is currently responsible for governance in the acade-
mies, but he takes on whatever projects the SLT and Liz Harrison requires. He had 
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observed the changes the work was generating, but considered himself a little out-
side it, as he explained: “I was watching its impact on other people and thinking it 
was having a brilliant impact, particularly in terms of the discussions and insights 
it brought. But, I was on the outside and I thought I was already there in terms of 
my development.” 

Two one-to-one coaching sessions with Matt changed David’s view. “Matt chal-
lenged my view of self and my world perception. When I judge somebody, I thought 
it was an objective judgment. I knew we had perceptions, but one of the most pow-
erful things to have come through from my interactions with Matt is that when you 
make a judgment, you’re actually projecting yourself onto that other person. You’re 
judging their reaction against how you would have reacted. I’m now much more 
aware of this trait in myself, which is helping me control it, but I’m also aware of 
it in other people too”. 

Leadership Development for Headteachers 

Following the initial assessments, team development and coaching work with 
TKAT’s SLT, the programme expanded to include headteachers within TKAT. 

Jo McKeown was one of the frst headteachers to participate in the leadership 
development programme which was specifcally designed for headteachers and 
other senior leaders across TKAT, but she admits she was a little reluctant initially. 

“At the time I was clear I didn’t want a TKAT-funded coach. I felt there was a 
network of colleagues that I could pick up the phone to if I felt I needed help, but 
I wanted any other conversation to be outside of TKAT. I worried that it wouldn’t 
be completely confdential. The other reason I was hesitant was that I didn’t really 
understand what coaching was – nobody had really explained what it was. I con-
fused it with mentoring. I probably thought I’d done it. I didn’t know what I was 
missing”. 

Jo also acknowledges that it can be hard to fnd the time for coaching. “In the frst 
years of headship you don’t come up for breath. Any thought of coaching just felt 
selfsh – I wasn’t putting the school frst. Now my understanding is very different.” 

“What I’ve learned is that the coaching sessions are hard. You must be present 
and willing. But what they have given me has been transformative. They have 
given me the practical tools to rein myself back in when I feel that imposter syn-
drome rearing its head and causing me to doubt myself. Now I can re-write that 
narrative in my head. The coaching with Matt has been really practical in many 
ways – things like visualisation techniques – but it goes much deeper than that. It’s 
had a huge impact”. 

“I’m now actively building in much more refection time for myself. I’m much 
more aware of my core purpose, vision and values in everything I do. That’s 
impacted how I lead meetings, how I plan, how I work with other leaders in the 
school. Not a day goes by when I don’t think about what I’m doing and how it’s 
connected to my values and my work”. 
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David Moss is another headteacher who’s beneftted from the leadership devel-
opment programme. While he snapped up the offer for some development, he 
admits to some trepidation. “I had experienced other leadership coaching before, 
and it hadn’t worked for me. I’d enjoyed previous coaching but had reverted to old 
habits straight afterwards”. 

David’s developmental coaching experience was very different right from the 
start. “I had a real revelation in that initial session – that our physiology is linked 
to our behaviours. The iceberg model [Integrated Performance Model] was trans-
formative for me. To the extent that at that point I made the decision that I would 
never again behave in the way I had before”. 

This model, as discussed in chapter 5 and 10 explains how our physiology is 
ultimately linked to our behaviours through our emotions and feelings. 

David explained how this insight changed his thinking: “I could be quite reac-
tive, and I let things bother me and get to me. Until that point it hadn’t occurred to 
me that I didn’t need to let it bother me. That I could be in control of my feelings”. 

For David, out of all the coaching sessions, the ‘iceberg’ session was the most 
impactful. “It really kept me engaged with the programme. Despite the challenges 
we’ve all faced in the last few years, I’ve managed to hold fast to those principles: 
in particular the practical things I’ve learned like the breathing techniques to man-
age my responses to situations”. 

“The next stage for me is to spread that training to the rest of my leadership 
team. I can see one or two others behaving in the way I was, and I know they would 
beneft from this developmental approach”. 

This is the frst leadership work David has done that’s had a meaningful impact. 
“It’s been a revelation to me and I can start to see how various things have impacted 
my performance. Since then, I’ve become more effective and more effcient in what 
I do. It’s also helped me achieve greater clarity around my decision making.” 

“I’ve been in teaching for more than 20 years and I thought I couldn’t help the 
way I was. Now I know differently. I’ve done Myers Briggs in the past – it’s interest-
ing but it seems to reinforce who you are. With this developmental approach, you 
can develop and evolve – your behaviour is not fxed”. 

The Transformative Impact 

The impact of undertaking this developmental work has also been transformative 
at the very top of TKAT. Liz Harrison explained how the quality of the coaching has 
helped the SLT, including CEO Karen Roberts, understand how they could evolve 
through the spiral and become more sophisticated. “We saw the change in our day-
to-day work almost immediately. The biggest change has been in our CEO. It’s been 
absolutely phenomenal”. 

It’s a change that CEO Karen Roberts is the frst to acknowledge. Karen further 
explained: “Now I don’t get angry anymore. It’s literally done wonders for my blood 
pressure – I’ve had issues for a long time, and it’s now the lowest I’ve ever had”. 
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According to Liz, the change in the CEO has enabled the SLT to work in a way 
that suits them much more: “We’ve been happier and more productive at work as 
we’ve moved away from the Red value system that dominated us as a team. We‘ve 
realised that it’s not always about speed. Distributed leadership has become more 
important. There has been greater trust and more examples of co-creation”. 

“All of that has led to people being confdent in their roles. They are now able to 
put forward ideas, to make decisions and they have been unlocked from a particu-
lar way of working into a new way that is far more collegiate and collaborative”. 

“Headteachers are also telling us that they feel far more valued. They see the 
executive team more often and they feel closer to them. We have joint working 
parties involving the executive and the headteachers are being given real power on 
those – they’re not just talking shops, the headteachers have a genuine role”. 

“The executive has been really up front about the journeys we’ve been on and 
the headteachers have recognised that and are supportive of it”. 

TKAT is moving away from a very traditional, hierarchical organisation and a 
leadership style which was directive with all decisions made centrally, to a much 
more distributed leadership style in which people are inspired by TKAT’s purpose 
and vision. 

People are included, involved and empowered to make decisions. They are sup-
ported by being part of a deliberately developmental organisation that cares and 
provides very practical support. 

Already, TKAT have witnessed: 

O	 Directors taking the lead on key aspects of TKAT’s strategy 

O	 Head teachers much more involved in determining the way forward for TKAT 
and in key decisions 

O	 Much more focus on long-term, sustainable improvements rather than quick 
fxes to turn around under performing schools 

O	 A high level of trust, inclusion and listening in senior leadership team which 
was not there before. 

Future Plans 

The developmental work outlined in this book has been transformative for sen-
ior leaders at TKAT, right from the start and the frst moments of the develop-
ment work. Leaders describe ‘lightbulb’ moments when they realise, for the frst 
time, just what they need to achieve and are able to develop far better working 
relationships. 

Senior leaders are already allocating more time for refection and strategic think-
ing which is impacting the quality of the decisions they’re making and that is hav-
ing a positive knock-on impact in schools too. 
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TKAT is confdent that the huge impact of the work will continue to cascade 
throughout the organisation and ultimately impact the young people in their 
schools, as Liz Harrison explains: “We are hoping that the staff will have a better 
work-life balance, will be more creative in their thinking and that ultimately TKAT 
will become the employer of choice and we’ll attract great people because of our 
culture”. 

“When we have happy, productive and creative leaders, we inspire better teach-
ers, which impacts on better outcomes for children”. 

“We can’t underestimate how signifcant the change created by Complete has 
been and, we expect, will continue to be”. 

TKAT has begun to author its own journey and therefore their own narrative for 
their community to buy into. This is creating a context for leaders to thrive in and 
frameworks to take back to their schools and implement it. Each leader, team and 
school will be at their own stage on the journey, but having a clearly defned pur-
pose that is context led, is beginning to show up in their leaders’ retention (100% 
in 2022/23) and learners’ performance on a number of levels across each key stage. 
Innovation on how to meet the diverse needs of their learners is emerging with a 
digital re-engagement school and a one-to-one support system for those with pupil 
premium funding. 

Note 

1 Scott K (2017) Radical candor: how to get what you want by saying what you mean, 
Macmillan, New York. 
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Conclusion 

It’s thought to take around two years for a new minister in charge of a government 
department to become familiar enough with the subject and challenges to even 
start to be effective. The Conservatives were in power from 2010 to 2024 and in 
that time there were 10 Secretaries of State for Education. One, Michelle Donelan, 
became the shortest-serving cabinet member in British history, when she resigned 
from the post just 35 hours after being appointed. Kit Malthouse lasted all of seven 
weeks. The insidious nature of populism in politics has meant that often posts are 
flled based on perceived loyalty to the then leader and rarely on experience or 
capability. But we see this reality regardless of which political party is in power. 

The idea that somehow, somewhere, the government is going to come to the 
rescue and fx the broken elements of the education system is clearly a fantasy. No 
one is coming. No single stakeholder group is going to ride in on white stallion and 
save the day. 

The late Sir Ken Robinson laid this out in his Death Valley TED Talk: 

“There’s a wonderful quote from Benjamin Franklin. ‘There are three sorts of 
people in the world: Those who are immovable, people who don’t get it, or 
don’t want to do anything about it; there are people who are movable, people 
who see the need for change and are prepared to listen to it; and there are 
people who move, people who make things happen.’ And if we can encourage 
more people, that will be a movement. And if the movement is strong enough, 
that’s, in the best sense of the word, a revolution. And that’s what we need.” 

In other words, it’s up to us. 
And that’s exciting because if we commit to the developmental journey across 

all stakeholder groups, we empower ourselves to not only reinvent the education 
system but foster the diverse skills and capabilities we need to help us to solve the 
many issues we face. 

We’ve described how the reinvention of education requires us to develop change 
capability and rapidly move through the steps of the Change Wheel (chapter 3) to 
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achieve an educational revolution. A revolution is required because the strain on 
the system is too great, and time is running out. 

Right now, teachers and leaders are leaving the profession in their droves, crip-
pled by the futility of the system and dwindling resources. Far too many chil-
dren are being left behind, either dropping out of school altogether or treading 
water until they can leave. But without high-quality education, their life is made 
immeasurably harder, forced to work for minimum wage or on zero hours contracts 
whilst facing the biggest employment threat of all time (AI). We must provide a 
meaningful pathway that changes the narrative of the education system, that high-
lights the incredible commitment of our educators. The learners within the system 
must again see the value in their journey through the system whilst they are in it, 
as well as with hindsight. 

For this we require the energy, maturity and sophistication of thinking to take 
the majority of the system around this revolution and reinvention of the system. 
If designed well, around developmental frameworks, the momentum can drive a 
more considered second revolution towards levels of innovation, integration and 
augmentation required to constantly evolve the system and solve and re-solve the 
wicked problems created by humans going through a dysfunctional educational 
system. 

We need a movement of deliberately developmental organisations (DDOs), 
schools and Trusts that bring diverse views to a shared framework that allows them 
to see the value their resistance holds. We need to take the initiative, like those 
leaders at TKAT to turn our own corner of the system around and create something 
that is ft for purpose. Something that empowers all the stakeholders in the system 
from the pupils to the teachers and beyond to fulfl their potential. We need a net-
work to drive and unite these courageous leaders and parts of the system so we can 
experience a transformation of the entire system, borough by borough, county by 
county, nation by nation. 

High-quality education is central to a good life. It offers hope and opportunity 
for all. At least it should. In his book, The Coming Jobs War, author and CEO of 
Gallup, Jim Clifton, writes, “What the whole world wants is a good job. Humans 
used to desire love, money, food, shelter, safety, peace, and freedom more than any-
thing else. The last 30 years have changed us. Now people want to have a good job, 
and they want their children to have a good job. This changes everything for world 
leaders. Everything they do, from waging war to building societies, will need to be 
carried out within the new context of the need for a good job.”1 

Drawing from deep advanced analysis from Gallup’s US and World Polls, mac-
roeconomic data on job creation and trends in world economics are clear – what 
people want in their lives is meaningful work. 

The Global Well-Being Index is the result of six years of Gallup research, includ-
ing two million interviews in the US and 133,000 interviews across 135 countries. 
It is the largest global study into well-being ever undertaken. What they found is 
that regardless of where we live, our well-being comes down to fve elements: 
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1. Purpose: liking what we do each day and being motivated to achieve our 
goals. 

2. Social: having supportive relationships and love in our lives. 

3. Financial: managing our economic life to reduce stress and increase security. 

4. Community: liking where we live, feeling safe and having pride in our 
community. 

5. Physical: having good health and enough energy to get things done daily. 

Education, in one form or another, is central to each of these outcomes. In ana-
lysing the results of the index, Gallup classifes responses as “thriving” (well-being 
that is strong and consistent), “struggling” (well-being that is moderate or incon-
sistent) or “suffering” (well-being that is low and inconsistent).2 Without a solid 
educational base, too many children are entering the world to suffer and struggle 
instead of thrive. Each of these elements requires a better understanding of our-
selves and others. This calls for a reinvented education system. One that is built 
around development not knowledge transfer. 

As the creator of the frst school in England, St Augustine one said, “the words 
printed here are concepts. You must go through the experiences”. We hope that 
this book has inspired you to know that there is a solution and there is a way 
to go through the experiences and make sense of them so these frameworks can 
be shared in making education better for everyone. We hope you are inspired to 
become deliberately developmental in your own life and create deliberately devel-
opmental organisations around you. 

As Carl Ward, Chair of the Foundation of Education Development (FED), reminds 
us, “Whatever evolutionary stage is coming next, it’s vital it’s co-created by those 
with a stake in it”. For education, that is each and every one of us. 

Notes 

1 Clifton J (2011) Coming jobs war, Gallup Press. 
2 Standish M, Witters D (2014) Country well-being varies greatly worldwide, Gallup. 
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