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Abstract
The focus of this paper is to reflect on the development of a quality teaching and
learning framework within a coeducational, international school context. Using an
international school based in Germany, and its partnerships with other German national
schools, this paper will posit that for the successful development of a quality teaching
and learning framework in a coeducational, international school context collaborative
leadership that works towards authentically delivering on the school’s mission, vision
and values is crucial. By extension, then, such an approach to the development of a
quality teaching and learning framework should also be at the core of what is done
within any school.
Introduction
This is the “deep work” of teaching: designing instruction that takes teachers deep into
content and deep into consideration of their students’ learning…it goes far beyond
selecting activities and writing tests; it extends past the teachers’ performance to
address the bedrock of the whole educational enterprise – demonstrated student
learning. (Reeves in Knight 2013, p.30)
Teaching and learning frameworks can assist in delineating content and processes that
teachers should convey as part of learners’ schooling. They can also provide the basis for
strategic thinking about pedagogy within a school’s own context. They can contribute to
the construction of an environment whereby teachers can develop the belief in themselves,
and their competencies as educators, to positively impact learner outcomes. The reflections
within this paper convey that the successful development of a quality teaching and
learning framework in a coeducational, international school context is not just centred on
collaborative leadership working towards authentically delivering on the school’s mission,
vision and values. The successful implementation of a teaching and learning framework is
also determined by the extent to which coherence, capacity and professional capital have
been encouraged and maintained.

About the international school
…the nature of international schools can be puzzling. Most of us go to school within one
education system. It is this experience that forges our educational beliefs. When families
first explore expatriate education they discover a world of differences. The nature of
the differences is confusing and can call into question some of the beliefs and values
that families hold dear. (Findlay 1997, p. 5).
The case study for this paper is one of Germany’s international schools. With approximately
300 learners, the international school maintains connections with other international schools
in Germany as well as German national schools in its local area. Learners at the school
typically have a non-European passport, hailing mostly from the United States, Canada,
and Korea. It would not be uncommon for a learner to arrive at this international school,
already able to speak two or three languages other than English, which is another indicator
of the international nature of the school environment. Learners who attend this international
school in Germany are categorised academically as Third Culture Kids (TCKs), the accepted
definition for which is:
…a person who has spent a significant part of his or her developmental years outside
the parent’s culture. The TCK frequently builds relationships to all of the cultures,
while not having full ownership in any. Although elements from each culture may be
assimilated into the TCK’s life experience, the sense of belonging is in relationship to
others of similar background (Pollock and Van Reken 2009, p. 13).
This definition was used as a starting point in considering what the teaching and
learning framework at this school might look like. The broad characteristics of the
learner who attended the school were also taken into consideration. In this way,
the learner was positioned at the centre of the teaching and learning framework.
Developing a teaching and learning framework in a coeducational,
international school in Germany
Are there certain characteristics which define an international school, and if so what are
they? Is it because children from several nationalities attend? If so, then many schools
in Britain could be described as international. Is it determined by the curriculum? If so,
then only the schools offering the International Baccalaureate would qualify. There
are many schools overseas offering a U.S. or U.K. curriculum or another mixture which
would presumably [result in their being] rated as national schools overseas. It may
well be that many schools overseas consider themselves and indeed call themselves
international yet never consider that while teaching an international curriculum to a
group of students from many different nationalities, the teaching faculty is 95 percent
British or American and inevitably they perpetuate certain national and cultural values.
(Fail in Pollock & Van Reken 2009, p.208)
The purpose of the framework was to provide structure and direction to the teaching
and learning that was taking place in the international school, its teaching and learning
environment having been described by one staff member as “an untended garden”.
The learner was positioned at the centre of the framework, contributing to an alignment
between what is expected of learners in the world today and the approaches to teaching
and learning within the school. Fadel, Bialik and Trilling (2015), who were influential in the
conceptualisation of the teaching and learning framework, speak about how the education
of children, at least in theory
…is meant to prepare them to fit in with the world of the future, empowering them to
actively work to improve it further. Yet there is growing evidence (as we will see later)
from scientific studies, from employer surveys, from widespread public opinion, and
from educators themselves, that our education systems, globally, are not delivering fully
on this promise—students are often not adequately prepared to succeed in today’s, let
alone tomorrow’s, world (Fadel, Bialik and Trilling 2015, p.8).

The teaching and learning framework articulated what the school believed its learners should
learn so as to be equipped for a world that was not entirely certain, thereby contributing to
their overall success.
Furthermore, the rationale behind developing the framework was to balance against
educational and cultural exceptionalism or bias that ultimately worked against the principles
upon which international and intercultural education is based. The dominant cultural
background of learners and faculty at the international school was American. Discussions
with non-American faculty and families at the international school highlighted how this was
a problem and that there was an urgency in creating an environment that did not favour one
cultural background over another. The sentiment expressed to this author in conversations
with non-American parents is best described by Pollock & van Reken when they cite a
study about Australian TCKs and their experience with standardised placement tests at
international schools that are in reality based heavily on American standards in testing and
curriculum content:
Why are such [placement] tests invalid? Firstly, such aptitude testing is rarely carried out
in Australian schools…There has long been a belief among Australian educators that no
scores are conclusive because of the enormous range of variables involved… Secondly,
there is no doubt that the US tests are biased in content. Small children may be asked
to complete a sheet by filling in the initial letter of a word represented on the page
by a picture. One example of this is of a window with flowing material covering much
of the glassed area. The Australian child would automatically write “C” for curtains and
be marked incorrect, as the required answer is a “D” for drapes. Further evidence of
testing which requires cultural understanding is a general knowledge test for primary
school children asking what is eaten with turkey at Thanksgiving…the answer required
is cranberry sauce. (Pollock & van Reken 2009, p.209).
Developing a framework was a response, then, to friction between the school’s strategic
planning processes, that sought to create authentically globally-minded learners who
would impact their world, and a teaching and learning culture whose disposition was to
perpetuate certain national and cultural values that were ultimately at odds with what being
an international school entails.
Concepts
The first concept underpinning the teaching and learning framework was knowledge. The
definition offered by Fadel, Bialik and Trilling was adopted. This definition interpreted
knowledge to be a combination of modern subjects, such as robotics, entrepreneurship,
coding, and media communications taught alongside traditional, and foundational, subjects
such as reading, mathematics and language (Fadel, Bialik & Trilling 2015, p.31). The teaching
and learning framework not only accommodated what was current in the classroom but also
what should be incorporated into learners’ experiences as they were readied for the world
beyond the school’s front doors.
The second concept key to the teaching and learning framework was skills. The work of
Fadel, Bialik and Trilling in identifying skills that contributed to learners’ readiness for the
post-school world sat alongside that of Fullan’s New Pedagogies for Deep Learning (Fadel,
Bialik & Trilling 2015 cf. Fullan and Longworthy 2014; Fullan, Quinn, & McEachen 2017). The
skills considered important were: creativity, critical thinking, collaboration, communication,
and citizenship. The rationale behind their choice, over others, was that as competencies,
they were considered crucial for learners to have in order to flourish as citizens of the world
(Fullan, Quinn, & McEachen 2017, p.16).

The final concept was character. This appears in both Fadel and Fullan’s literature on what
is required of learners to be successful contribute to their communities and serve as ethical
citizens (Fadel, Bialik & Trilling 2015, p.80 cf. Fullan, Quinn, & McEachen 2017, p.16). The school’s
interpretation of character was heavily based on Dow’s Virtuous Minds, in which seven traits
are discussed, each identified as intellectual virtues (Dow 2013). These traits were courage,
carefulness, curiosity, honesty, fair-mindedness, tenacity, and humility. After discussions with
the academic leadership team, an eighth was added: independence. On their own, the eight
traits were regarded as the school’s learner profile. That is, an articulation of what learners
would be once they had finished their schooling. Inspired by the International Baccalaureate
Learner Profile, and the Cambridge International Learner Profile, the international school’s
Learner Profile consisted of “we” statements such as: “We are tenacious. We do not give
up but work through difficulties in order to gain a deeper understanding of the truth. We
are engaged intellectually and socially, solving new problems. We are flexible and strive for
excellence”.
The concepts of knowledge, skills and character were bound together by learners building
their awareness of their own learning and cognitive ability, or meta-cognition (Fadel, Bialik &
Trilling 2015). This is essential for activating transference, building expertise, and establishing
lifelong learning habits. Learners would be provided the opportunity to reflect on how
they learnt as they performed the learning tasks of gaining knowledge and understanding,
building skills and developing character.
On the outer edge of the teaching and learning framework, encompassing all teaching
and learning processes, were the concepts of engage, equip and evaluate. The individual
definitions of these were directed towards faculty and staff. The purpose of this level of the
teaching and learning framework was to incorporate actively those with whom the learners
would engage on a daily basis. The exploration of each of these concepts was through
key focus questions such as, but not limited to: how do teachers go about deepening their
knowledge and refining their skills? What happens in the classroom when teachers apply
their learning? What do teachers need to know and do in response to learner needs?
New Pedagogies for Deep Learning
Fullan argues that Deep Learning situates learners as individuals who act upon the world,
thereby transforming themselves and the world itself (Fullan, Quinn & McEachen 2017, p.xvii).
The goal of deep learning is to create learners who can thrive in turbulent, complex times,
apply thinking new situations, and change the world (Fullan, Quinn & McEachen 2017, p.13).
The position of the learner and the outcome of deep learning made deep learning an
attractive proposition for framing of teaching and learning in an international context. New
Pedagogies for Deep Learning was considered to have a strong alignment with the nature of
international and intercultural learning, the outcome of which having been broadly identified,
since 1985, as equipping learners to come to grips with an increasingly interdependent world
(Hayden 2006, p.5 cf. CIS 2017, p.14).
The allure of Deep Learning was also found in its applicability to learners who might be
disconnected from schooling. One of the central traits of TCKs is their mobility, a factor
that Hattie consistently describes as one of the single most negative influences on learners’
capacities to learn (Hattie 2009, pp.81-2 cf. Hattie 2011). Therefore, for an international school
whose main clientele were learners who had in some cases already attended four or five
schools in different cultural and linguistic contexts on account of their parents’ work, any
teaching and learning framework that was adopted had to be something that could support
learners in their learning as they moved from country to country. Through its focus on
global competencies, New Pedagogies for Deep Learning provided the basis of a teaching
and learning framework that sought to foster shared understanding free from the scope
and sequencing of a specific curriculum that might otherwise provide limitations to TCKs’
learning.

As a specific example of how this worked in practice, the international school and a German
national school came together to create a joint venture bilingual primary school for children
in Years 1-4. As a part of the German system, the primary school curriculum was that of the
state in which the schools were located. Learners who opted to progress to the international
school would have had to transition from a national system to an international school that
did not share the same approaches to curriculum and pedagogy. The global competencies
outlined in the New Pedagogies for Deep Learning model and integrated in the international
school’s teaching and learning framework provided a basis from which deficiencies in
English-language learner academic backgrounds could be addressed.
External Accountabilities
The international school was accredited with several external accreditation agencies. One
of these was the Council of International Schools (CIS). Accreditation with CIS required
international schools to have an operational framework that promoted intercultural learning
with a view to developing global citizens (CIS 2017, pp. 14-15). Additionally, the development
of a teaching and learning framework had to demonstrate a connection with the United
Nations Convention on the Rights of the Child (CRC) (CIS 2017, pp.24-27). In turn, this
contributed to the teaching and learning framework developing and maintaining both ethnic
and gender equality in relation to access to education (CRC Article 2, 28 & 29).
“External accountabilities” is a term that stretches to include what administration in the
international school referred to as the “moral owners”. This term identified a specific group
of people within the school’s wider community, beyond that of the learners, faculty and staff.
Often consisting of school parents, but not exclusively, the school’s “moral owners” formed
an advisory group to whom the school would report and from whom the school would seek
advice. Of particular concern to the school’s “moral owners” was the development of curricular
programs that offered high quality learning opportunities which would be transferable and
highly regarded when TCKs transitioned to their home countries. In short, there was a desire
amongst the school’s wider community to see implemented an academically rigorous and
interculturally sensitive curriculum that recognised the diversity of the clientele that availed
themselves of the school’s services.
Implementation of the teaching and learning framework
Learning-through-culture is to be distinguished from simply learning about cultures
other than one’s own. It is a concept that recognises that there are distinctive ways in
which cultures constitute both the process and the product of thinking and that these
in turn become distinctive elements of learning. It is important not to confuse the fact
that there may be culturally different ways of learning and culturally different things to
learn (Feinberg 1998, p.146).
The implementation of the teaching and learning framework was more complicated than
initially determined. External accreditation with CIS provided an objective validation of this
assessment; core to accreditation was the school’s purpose, direction and decision-making
being guided demonstrably by the school’s vision, mission and values (CIS 2017, p.25).
Complications with implementation came from a lack of coherence and capacity building,
an issue which highlights the authenticity of Fullan’s own conclusions that the fostering of
coherence and capacity, particularly amongst faculty and staff, are crucial for successful
change management (Fullan & Quinn 2016; Fullan 2016).

Building coherence
For the teaching and learning framework to become a reality, it was crucial to have supportive
and collaborative leadership working authentically on delivering on the school’s mission,
vision and values (cf. Blandford and Shaw 2001, p.16; Cambridge 1998, p.199; Rodgers 1995,
p.53). In the present case study, faculty and staff were aware that the school had a mission,
vision and a set of values. They were less certain in answering the question about how
they deployed the school’s mission, vision and values into their own classrooms. It was
considered to be something achieved, for the most part, intuitively. The school’s leadership
was supportive of the initiative to formalise the learning processes that took place within
the school. There was a recognition that it would assist in aligning what was taking place in
the classroom with what the school stated its purpose to be. In other words, the proposed
framework provided coherence in order to give the learning system within the school a
greater focus in direction, cultivate collaborative cultures, deepen learning and secure
accountabilities across the different key learning areas (Fullan & Quinn 2016).
An example of this coherence was a common teaching and learning language. Particularly
important amongst a faculty and staff that was drawn from many different cultural
backgrounds, having standard language that described whole-school learning goals
or competencies that framed the learning experience was important. Using Fullan’s
competencies from his New Pedagogies for Deep Learning Project, stating that citizenship,
communication, collaboration, critical thinking, creativity and character were competencies
upon which the international school would base the output of its teaching and learning
provided consistent language upon which strategic planning could happen, school reports
could be written or around which individual lessons could be created. Importantly, given the
diversity in academic and cultural backgrounds, the accompanying definitions of each of
these terms left a clear benchmark or standard against which faculty, staff and learner could
engage the school’s broader learning community.
Building capacity to work within the teaching and learning framework
Implementing the framework meant first building capacity across faculty and staff. There
were two principal reasons for this. The first was that faculty and staff came from a variety
of different cultural backgrounds thereby contributing to the nature of the teaching and
learning teams being intercultural. The immediate task was, therefore, building capacity
within intercultural teams so as that they would work within the teaching and learning
framework that had been approved by the school leadership. The second reason was faculty
and staff can often be largely change averse (cf. Muhammad 2009, pp.61-81).
Professional learning sessions were organised around a series of underpinning questions
focussed on the teacher-preparedness within the teaching and learning framework: Do
teachers possess knowledge and skills in pedagogical practices associated with the new
teaching and learning framework? Do teachers have knowledge and skills to create learning
environments in line with the new teaching and learning framework? Communications
from school leaders to all faculty and staff started to deliberately use the language of the
teaching and learning framework as a means to communicate the school’s vision, mission
and values. Faculty and staff were encouraged to think through how the teaching and
learning framework would appear in their key learning area of department.
The aversion to change shared by faculty and staff further underscored the importance of
capacity building (Fullan & Quinn 2016; Muhammad 2009). In the case of implementing the
teaching and learning framework, building capacity involved developing knowledge and
skills, deepening a collaborative culture amongst and between faculty, staff and leadership,
and reinforcing the commitment to the school’s vision, mission and values (cf. Fullan &

Quinn 2016, p.56). The change represented by implementing the framework entailed a
change in mindsets and practices amongst somewhat change-averse faculty and staff. There
was a need, therefore, on the part of the school’s leadership to show a combination of
trustworthiness, ethics, humility, maturity and patience. Opportunities to explain the change
in approach were provided through weekly sessions so there was an understanding of how
the change fitted into broader, long-range strategic planning. Leadership was sensitive to
the myriad of day-to-day responsibilities that faculty and staff had and worked to ensure
that there was as little disruption in this area as was possible. For some teachers who were
particularly concerned that the new framework might redefine them and, in the process,
identify them as failures, it was important to contextualise that the change was development
of new organisational standards built upon a common language, knowledge base and set of
practices about quality learning and teaching (Fullan & Quinn 2016, p.102).

Conclusion
Some of these issues [relating to curriculum in international schools] are particularly
thorny and no easy solutions are proposed: what is clearly important is that those
involved are aware of them, as indeed many are, and that they continue to debate
the means by which the curriculum can be made as valid as possible for all of those
studying in the international school context. (Hayden 2006, p.146)
The nature of international schooling can be puzzling on account of the variety of differences
facing those who attend international schools as learners or members of faculty and staff
(cf. Findlay 1997, p.5). In this context, a teaching and learning framework has a significant
role to play in assisting learners and teachers alike to navigate these differences, bringing
coherence to the learning environment. Coherence contributed to aligning the school’s
pedagogy with its intercultural and international learning context. It also helped to steer any
debate about teaching and learning change away from what one system might do better
than another and centre discussion on what would contribute authentically to what the case
study international school aspired. A focus on developing common teaching and learning
language was also helpful in this respect.
As the new teaching and learning framework was unveiled, there was an increasing need for
the school to invest in the professional capital of its faculty and staff. If the implementation
was to be successful then faculty and staff had to be equipped to integrate it into what they
did at the school. Leadership was faced with two key questions. What is the right change for
the school to embrace? How does the school get all faculty and staff to embrace the change
and actively apply the right methods once they have been identified? Framing the action
plan that was to come, the implementation of the teaching and learning framework had to
be clearly justified, connected to the foundational purpose of the school and supported with
empirical and anecdotal evidence of effectiveness from several different sources. In turn, this
helped to cast the teaching and learning framework as something that was indicative of the
school’s commitment to the education of children, and that the school was going to remain
true to its vision, mission and values.
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