Cross-Curricular Learning 3-16 (Barnes, 2015)
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was the starting point for learning. He used e
images throughout his writing: for example, the
plunging into the cold waters of the Styx, or feeling the warts on the back
of the toad to illustrate natural learning. He saw education as a meeti aCf
the natural, the practical and the cultural; as he e s lng o
weatise Emile ou de I'éducation, of 1762 sutcation

1y physical and sensory
metaphor of education as

This education comes from nature, from men or from things. The
inner growth of our organs and faculties is the education of nr;lture
the use we learn to make of our growth is the education of men’
what we gain by our experience of our surroundings is the educa-’
tion of things. (Rousseau, 1762, website)

We are each taught by three masters. If their teaching conflicts, the
scholar is ill-educated and will never be at peace with himself; if
their teaching agrees, he goes straight to his goal, he lives at peace
with himself, he is well educated. (1762, website)

First by using the senses, then by making and using artefacts and, finally,
by seeking truth in arts, science and religion, Rousseau expressed a pro-
gression which was much later taken up by Piaget. But he also had
strong views about the adult domination of the curriculum: ‘We never
know how to put ourselves in the place of children; we do not enter into
their ideas; we lend them ours, and, always following our own reason-
ings, with chains of truths we heap up only follies and error in their
heads’ (1762, website).

Comenius and Rousseau among many thinkers of the seventeenth and
eighteenth centuries suggested that education was lifelong, aligned with
nature and, by implication, cross-curricular because it relied upon help-
ing the child interpret and understand their day-to-day experience offthe
world. They argued that children should be allowed. to be chllc_lren before
they were ‘men’ and accepted philosopher Locke’s view that chxfld:;n vst/iere
rational beings. Such thoughts on the meaning and pur;:;ase o eu:riC?uIZ?
still underpin many of the arguments of those who defend cross-¢ ]

experiential and child-centred approaches to learning.

Nineteenth-century pedagogues: play, purpose and

perfection

o developed throughout
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s and teachers such as jop,.

 drich Froebel (1782-1852). Pesta
Frie rll1 activity and arrive at their oy
g t and each child needeq (..

: T hion contribution was the. foundation of
Froebel.s mvglerful arguments for the 1mport.anCe of pl
» and hlshp;ntu ry progressives advocated primary edy
i objects, ‘natural’ interest and spontanejpy
on the other hand, encouraged the prag.
ucation techniques of textbook and rote
! ired by religiously conservative and rapidly lr}dUStrializ’ A
Sy requl{ee with the times, however, even the radical pione
countries. In I T 20 /
maintained a religious justification for their ideas:

observation:

i ten

‘kindergarten

ninetee

hese eatly ‘ i

I on through practlcal activity,
i

Contemporary traditionahstz
matic and efficient mass €

[ wish to wrest education from the outworn order of doddering old {
teaching hacks as well as from the new-fangled order of cheap,
artificial teaching tricks, and entrust it to the eternal powers Of,
nature herself, to the light which God has kindled and kept alive in -
the hearts of fathers and mothers, to the interests of parents who
desire their children grow up in favour with God and with men.
(Pestalozzi, quoted in Silber, 1965: 134)

The purpose of education is to encourage and guide man as a con-
scious, thinking and perceiving being in such a way that he =
becomes a pure and perfect representation of that divine inner law
through his own personal choice; education must show him the

ways and meanings of attaining that goal. (Froebel, 1826: 2)

Twentieth-century child-centred education

consisting of either pre-conceptual i
tangible things, humans finally arrive
which relies upon reason, imaginatio
stage, the child is said to be learnin j
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i ucatioﬂal and curriculum decision making, though many have recog-
nized that the developmental stages he described need not be tightly
ascribed tO particular ages but apparent.ly need to be passed through in
sequence at any age if a new concept is to be fully learned.

Lev Vygotsky's (1962, 1978) and, later, Jerome Bruner’s work on the
centrality of social intercourse in helping children make sense of the
world has also had profound impacts upon schools and curricular organi-
sation (Bruner, 1968, 1996). Under their influence, many school sessions
have introduced forms of ‘scaffolded learning’, where ‘more knowledge-
able others’ support the concept formation of the rest. Learning is seen by
these psychologists as primarily a social activity: ‘making sense is a social
process; it is an activity that is always situated in a cultural and historical
context’ (Bruner and Haste, 1987: 4).

The current context

It has become almost a truism of educational criticism that in these times
of perhaps unprecedented change we need to develop a flexible and
learning society. The lifelong learning lobby is well accepted and strong,
and organizations such as the Campaign for Learning (website) have
much support from a broad spectrum including education, politics and
industry. However, what is to be learned is very much more debatable.
Homespun American philosopher Eric Hoffer noted in the middle of the
twentieth century that current education may not be relevant: Tn times
of change learners inberit the earth, while the learned find themselves
beautifully equipped. to deal with a world that no longer exists’ (Hoffer,
website). But late in the same century, some of Britain’s educated elite
applauded heartily when Sir Roy Strong argued for a distinctly narrow
and culturally exclusive definition of the curriculum:

It is more important for a young person to be made to wonder at

the architecture of something like the Palace of Versailles or glimgse
what underlies ... a single scene in a Mozart opera than to paint
another bad picture or pang a drum in the false interests of self
expression. (SCAA, 1997)

This debate rumbles on against 2 background of massive soc(:jiafll, golit_‘“,‘l
and technological change, as you will read in Chzlp.tersc%1 ;; i ,touktn1; ;S,

i what we require
an essential debate. What we teach, e S

and understand, will without doubt signi i
generations that will shape the twenty-first century:
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: ents have became newj

How we teach is .egually urlllp ngant. Ga?txl/;r:srr; result of alarming statis}-,
concerned W e dawebsiiciayariE L
tics on depression (Children’s Soclety,. : \X}HO 2012; website) STholS
and Dunn, 2009; UNICEF, 2013, website; e A

y : ber of initiatives directed at 5

interest in well-being has sparked a num 2y 2 kani
more holistic view of health. Education is now seen tOAP 1Y ! i’ tie in
the physical and mental health of children and the curricular implications
ere;l‘;;veldcetllrriculum in today’s schools is increasingly comp'lex. It is set to
become more diverse and less centralized. Those resp.or351bl'e ]for schools
have to respond to concerns about falling standards in baS{c as well as
‘general’ knowledge. Teachers feel they should addr.ess public and p(?htl—
cal perceptions of declines in behaviour and morah.ty'. At t.he same t@e,
parents have become empowered to demand individualized solutions
for the barriers their children face. Yet schools often feel starved of the
resources, training, support and recognition that would help them meet
such demands. As governments have increasingly involved themselves in
the minutiae of educational practice, they have been expected to provide
general solutions to these challenges — Chapters 2 and 3 discuss the pro-
gress of government intervention as well as providing guidance for those
in academies and ‘free schools’ seeking curricular freedom.
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Curriculum freedom is high on the political agenda. I write this book to
make a twenty-first-century case for placing cross-curricular experience at
the heart of the school curriculum. It attempts to steer a path between the
heavy emphasis on separate ‘core’ and ‘foundation’ subject disciplines
which has characterized primary and secondary education since 1990 and
the over-generalizing and usually adult-led tendencies of 1970s-style ‘topic
work’. The book is intended for head teachers and coordinating teachers
planning a securely based, cross-curricular approach to children’s learning,
teacher education students, educationalists and education tutors. It is also
for policy-makers wishing to understand the research behind the ‘child-
centred’ and ‘progressive’ methods that are so often maligned in press and
public statements. I offer a guiding rationale for cross-curricular teaching
and learning, practical suggestions, planning formats, carefully chosen case
studies, research evidence and issues for debate.

Innocence and experience

And Priests in black gowns, were walking their rounds,

And binding with briars, my joys and desires. (Blake, 1789 [1967])

Our experience of the world is cross-curricular. Everything that surrounds
Us in the physical world can be seen and understood from multiple per-
Spectives. As adults we tend to perceive each aspect of the perceptible and
imagined universe from a variety of more or less ‘experienced’ viewpoints.
The ‘innocent eyes of the child have probably always seen a different
world to that of their parents and elders. When, as experienced adults, we
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look at the tree or bramble outside our window, dep.ending on our edu”
tion and experience we will each ‘see’ it in slightly dlff.erexlmt ways; we
know’ something of its biology or its geographical implications — the P
plays in reducing the impact of pollution or releasing oxygen. We may,
Blake, think of the poetic or symbolic resonances of our bramble, its Pote
tial as an art object or the way it enhances or spoils a view. Pethaps 3 ¢
is more likely to know the same tree as a quiet place for talking 4 hid
place, a threat, a magical mine of fascinating moving things, a den, magic
just one side of a goal. Perhaps the bramble will represent an uncomfortapy
memory of scratches, a threat or a source of tasty blackberries — the possib
associations are endless.

Children may need liberating from an adult-dominated curriculy
Perhaps a ‘relentless focus on the basics’ (Gov.UK, 2010a, website) js n
the best way to include and enthuse all children in the aim to build
learning society. One of the threads that bind this book will be the sy
gestion that it is important for the child to enjoy being a child, to enigl
learning now for its own sake and not primarily for some ﬁ;ture ri)l 3
thm?y may or may not take on in the adult world. This emphasis on th
child’s here’ and ‘now’ will involve the examination of various research
and curricular attempts to discover what is important to children in todaij v

)

and resourc 3
Sh fesl.can we wegve Into our curricula that make the generation
celings more likely for each child and teacher?

Research

This book i ;
i
teachers stuSeﬁ??:afglizned ZY ha' léange of research projects involving
P IS and children aged 3-14 -
conducted jn SIX recent projects: - My own research was
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¢ solitary, academic, convergent and purely cerebral activi i-
gnce and research (Abbs, 2003; Bandura, 1994; Barnes anclit}gh?rllléye);%zx;.
Csikszentmihalyi, 2002; Lucas et al., 2013) suggest it comes moré ofter;
from a mix of social, practical, personally relevant and creative activity.

The final assumption is more contentious — it is that education is at
least partly about helping children appreciate, enjoy and understand
their lives and worlds now. Geographer Simon Catling has written per-
suasively of the ‘marginalization’ of children in both their school environ-
ments and their neighbourhoods, and he sees 2 ‘discontinuity between
their real lives and the school curriculum’ (Catling, 2005: 325). A child’s
world is clearly very different from an adult’s. A Western child’s world
which might well include an iPod, Raspberry Pi, which allows chjldrer;
to make their own computer, ‘blue tooth’ connections, satellite televi-
sion, the internet, video and computer games, social networking sites,
mobile phones and digital versatile discs (DVDs), is technologically and
geographically more sophisticated than that of many adults that surround
them. There are other worlds of the child too: of play, fantasy, playground
morality, safe and unsafe places, people or products, unarticulated barri-
ers, taboos, fashion, fast food, loud music, cheap drugs and earlier sex-
ual maturity. These worlds are little seen or understood by many of the
adults surrounding them. Indeed, such worlds of children may not even
be acknowledged in some primary classrooms. This book is written to
suggest ways in which adults can adjust the curriculum so that children’s
worlds are represented and widened, and their views, concerns and inter-
ests allowed for, celebrated and developed. It is suggested that a major
route towards a more child-centred education is through creative and
cross-curricular responses to real experience.

The history

Cross-curricular learning has a long pedigree. Educators sigce the begin-
nings of formal education have been conscious that combmet;l perspec-
tives were required in order to understand aspects of the physical, soc1.al
or personal world. More than two millennia ago, Plato promoted a mli(
of story, physical education and music in an early. version of Pe.rsona ;
Social and Health Education (PSHE) and citizenship. Fn his cgrr}cu‘lum,
Plato combined subjects to serve a higher goal than snfmﬂ;;le (}i:sc'lplinarg
instruction: ‘Anyone who can produce the best blend of the p fYS;fa an
intellectual sides of education and apply them to Llﬂl;;rammg ol fn jsrla;f;ir
is producing harmony in a far more important sense tan any mere

(Plato, The Republic, 1955: 155)-
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Cross-curricular pedagogies infer a particular set of values and attitudeg
These are often liberal, inclusive, constructivist and perhaps more recenﬂ).,
also relativist and intercultural. Plato, who despite many elitist and excly.
sive ideas on education, called it ‘the initial acquisition of virtue by the
child, when the feelings of pleasure and affection, pain and hatreq that
well up in his soul are channeled in the right courses before he can
understand the reason why’ (Plato, 7he Laws, 1970: 653b).

Seventeenth- and eighteenth-century pioneers:
nature and meaning

Unlike Plato, the seventeenth-century Czech philosopher Jan Comenius
believed that education was for @/l people and that nature was herself
the great teacher. Comenius was an early champion of physical and out-
door education, and saw physical education, playing with ideas, artefacts
and materials, and learning by easy stages as essential foundations for
education. Sometimes known as the ‘father of modern education’, he was
probably the first to illustrate children’s textbooks. But his views on inter-
nationalism in education, his belief that teachers should understand the
developing mind of the child and his insistence on teaching ‘with the
greatest enjoyment’ and thoroughly, put him at the forefront of influences
on modern educational thought in Europe. His eloquent and humane
approach to learning is captured by the following paragraph from his
book 7he Great Didactic, published in 1649:

The proper education of the young does not consist in stuffing their
heads with a mass of words, sentences, and ideas dragged together
out of various authors, but in opening up their understanding to the
outer world, so that a living stream may flow from their own minds,
just as leaves, flowers, and fruit spring from the bud on a tree.
(Comenius, 1967: 82)

Jean Jacques Rousseau (1712-78) was also deeply inspired by the natural
world. The eighteenth-century ‘Enlightenment’ brought forth, and to an
extent rested upon, powerful and romantic philosophies like his. Rousseau
was a believer in the inborn good of humanity and was the originator of
the idea of ‘the noble savage’. Typical of the intellectuals and artists of his
time, he was awed and fascinated by nature. He believed that education
was needed in order to learn how to live and that the best learning was
accomplished very near to the natural world. Rousseau felt that experience




