Teaching for
English literacy

mastery framework




Foreword

Bismillah Hir Rahman Mir Rahim.
Assalamu “Alaikum Warahmatullahi Wabarakaatuh.

The Government of His Majesty Sultan Haji Hassanal Bolkiah Mu'izzaddin
Waddaulah ibni Almarhum Sultan Haji Omar ‘Ali Saifuddien, Sultan and Yang
Di-Pertuan of Brunei Darussalam has been and is continuously supporting
human capacity building. This is to further enhance the capacity of citizens
and produce high quality human resource as aspired by the Wawasan
Brunei 2035. We want our children to be highly numerate and literate, as the
foundation to become well-educated and highly skilled Bruneians.

Alhamdulillah, the Ministry of Education through the Literacy and Mumeracy
Coaching Programme (LNCP) is able to publish the Teaching for Mastery
(TiM) Framework as a guideline to enhance the quality of teaching and
learning English literacy and Mathematics in our classrooms. It is a practical
guide designed for use by all in the Bruneian Education system.

| would like to take this opportunity to extend my sincere thanks to the LNCP
team and those involved in developing this framework. | now look forward to
its implementation and impact in our classrooms.

Yang Berhormat

Dato Seri Setia Awang Haji Hamzah Bin Haji Sulaiman
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Mote:

Teaching for maslery frarneworks have been produced for both English literacy
and mathematics. Many of the expectations for teaching for English literacy and
mathematics and much of the accompanying guidance and exemplification are
relevant to both subjects. Howewver, some of the expectations, guidance and
exemplification are subject specific.

Throughout this Teaching for mastery framework, expectations, guidance and
exemplification that are specific to English literacy are shown in coloured text.
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Introduction

The purpose of the Teaching for English literacy
mastery framework

Effective teaching of English literacy enables students to achieve high leaming
outcomes: it leads to continuous improvement in student attainment.

The purpose of the Teaching for English liferacy mastery framework is to
clarify the expectations for effective teaching of English literacy in Brunei in
relation to the pedagogical themes of:

+  structuring and organising lessons,
+« teaching content dialogically;
+« designing effective learming tasks;

+  assessing learning continuously.

In addition to providing clear pedagogic expectations for teaching English
literacy, the Teaching for English fliteracy mastery framework provides
guidance on putting them into practice and examples of what effective practice
may look like.

These four aspects of pedagogy are the means through which teachers should
teach and students learn the content described in the English curriculum. The
main focus of lessons should be on securing good learning of English, so
teachers should teach students to speak, listen, read and write in English
through meeting these expectations and following the guidance in this
document.

The Teaching for English literacy mastery framework sets out clearly the overall
expectations for English teaching in Brunei schools. All English lessons should
be lively, engaging and involve a carefully balanced blend of approaches that
direct students' learning and enable them to make good progress.
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The Teaching for English literacy mastery framework is in two parts:

1. A summary of expectations for teaching for English literacy
mastery in Brunei
(pages 6-7);

2. More detailed guidance and exemplification of these expectations
(pages 8-34).

All English teachers should use the Teaching for English liferacy mastery
framework to ensure that they are meeting the expectations and embedding
high quality English literacy teaching in their planning and classroom practice.

All School Leaders and cluster teams should use the Teaching for English
literacy mastery framework to ensure that they understand what is effective
teaching of English literacy so that they are able to support and challenge their
English teachers.

All International and Local Coaches should use the Teaching for English
literacy masfery framework to guide their work with individual Learning
Partners and other English teachers across a depariment and a school,

Ministry of Education officials should use the Teaching for English literacy
mastery framework as a key point of reference when developing and
implementing policy, providing training and reviewing the quality of English
teaching and learning.

The Literacy and Numeracy Coaching Programme

The overall objective of the Literacy and Numeracy Coaching Programme
is to raise standards in English Iiteracy and numeracy across all schools in
Brunei. The geals are that:

«  all students are highly numerate and literate in English;
«  there is high quality English and mathematics teaching;

« the system is empowered to deliver sustained improvements in
literacy and numeracy.
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The Literacy and Mumeracy Coaching Programme is a professional
partnership between International Coaches, Local Coaches and local
teachers. It promotes improvement in teachers’ pedagogical practice through
a process of collaborative goal setting, observation, feedback, professional
enquiry and reflection. It is a new and innovative approach to professional
development in Brunei that aims to transform the teaching of English literacy
and mathematics across all schools.

The Literacy and Numeracy Coaching Programme has three phases. In phase
1 the pedagogic focus is on dialogic teaching and learning. Phase 2 focuses
on task design and phase 3 focuses on assessing leaming. In addition there
is on-going support on structuring and organising lessons.

In addition to developing teachers' pedagogical knowledge, the programme
develops teachers’ content knowledge and their pedagogical content
knowledge. The programme recognises that the key to raising standards is
to ensure that teachers employ pedagogical best practices effectively when
teaching specific English literacy and mathematics content.

Pedagogy ‘ Content

Education Development Trust (known in Brunei as CfBT) and the Ministry of
Education have developed the Literacy and Numeracy Coaching Programme
collaboratively. It supports implementation of SPN21 and the Brunei Literacy
and Mumeracy Standards.
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Teaching for English literacy mastery in Brunei

One of the goals of the Literacy and Numeracy Coaching Programme is that
all students in Brunei are highly numerate and literate.

By being literate, we mean that students have mastery of English literacy.
They:

« speak, listen, read and write with confidence, fluency and
understanding;

«  develop and use their oral language skills in a variety of contexts;

«  areinterested in books, read with enjoyment and evaluate and justify
their preferences;

» understand and are able to use a range of non-fiction texts;

« can orchestrate a full range of reading cues (phonic, graphic,
syntactic, contextual) to monitor and self-correct their own reading;

«  plan draft revise and edit their own writing;

* have an interest in words and word meanings, and a growing
vocabulary;

« understand the sound and spelling system and use this to read and
spell accurately;

*  have fluent and legible handwriting;
«  use their literacy skills to learn effectively and make good progress.

Teaching for English literacy mastery is based on the belief that all students
can learn to speak, listen, read and write in English, and that teachers will
encourage all students to believe that they can succeed.
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Summary of expectations for teaching for English

literacy mastery in Brunei

Teachers should:

1. Structure and organise lessons effectively

1.1

1.2

1.3

Plan lessons as part of a coherent and structured sequence of leaming
that builds in progression as well as opportunities for consolidation.

Plan individual lessons thoroughly. Planning identifies the aspects of
literacy skills and knowledge that are to be taught with clear leaming
objectives, the key ideas of the lesson, key vocabulary and points of
grammatical understanding and terminalogy.

Plan structured lessons, which have a brisk starter, an episodic main
activity and a final plenary. These phases within a lesson should
support the overall leamning objectives.

2. Teach content dialogically

2.1

2.2

23
24

2.5

2.8

Use a high proportion of whole class interactive teaching, where the
focus is on all students working together on the same lesson content
at the same time.

Use questions and statements to challenge students to think about the
content, skills, processes and concepts they are leaming: encourage
students to explain, exemplify, compare, conjeciure and generalise.

Target questions to students effectively using a range of strategies.

Use a range of types of question, not just testing guestions: use
focusing questions to help scaffold learning, but use predominantly
genuine enquiry questions to encourage students to think and discuss
their ideas and to assess what they understand and are thinking.

Acknowledge and incorporate students’ answers and ideas, using
a range of strategies to probe their thinking and facilitate student
discussion.

Provide opporiunities for students to discuss their ideas in pairs or
small groups during whole class work.

6 | Teaching for English literacy

27

Introduce and use correct terminclogy alongside the skills, processes
and concepts being learned and develop students' vocabulary in a
coherent and consistent sequence by providing students with many
opportunities to encounter and discuss the meanings of words and
phrases in different contexts.

3. Design effective learning tasks

31

3.2

33

34

3.5

36

Design tasks that give specific attention to the development of
students’ speaking and listening skills, widening the range of purposes
and contexts as students’ skills develop.

Give systematic attention to word and sentence level aspects of reading
and writing within whole text activities which are both meaningful and
explained clearly to students.

Ensure that tasks are appropriately challenging and do not oversimplify
the skills, processes and concepts that are being learned.

Balance modelling and demonstrating “how to’ with opportunities for
students to practice and apply what they are learning through shared
and guided reading and writing.

Use textbooks and other resources thoughtfully, adapting them as
appropriate according to the skills, processes and concepts being
leamed and the prior learning of students.

Design collaborative tasks that require students to explore, discuss
and explain ideas in small groups and pairs as well as a whole class.

4, Assess learning continuously

41

4.2

4.3

4.4

Share learning objectives with students near the beginning of lessons
and help students to know what they are aiming for.

Assess students during lessons through effective questioning, listening
and ochserving.

Expose, discuss and address common mistakes and misconceptions.

Identify quickly if a student fails to master a key skill, understand a
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concept or procedure and intervene early and effectively. . .. .
1. Structuring and organising lessons effectively

4.5  Use the final plenary as an opportunity to refer back to the leaming
objectives and assess the progress that students have made towards

S Successful lessons systematically develop students’ knowledge and
achieving them.

understanding. Students are clear about what it is they are leaming and how
this builds on what they have learned previously. This requires teachers to

486  Assess students’ written work for understanding, rather than just structure and organise lessons effectively and make the best use of available
answers, identifying possible reasons behind any errors. teaching time.

4.7 Provide oral and written feedback to students that helps them to know Successful lessons don't exist in isclation: they are usually part of a coherent

what they need to learn next and what they need to do to get there. and progressive well-imed sequence. Well-planned sequences of lessons

are based on teachers having a good understanding of expected progress in

4.8 Encourage and support students to assess and review their own work learning the facts and skills that are going to be taught, and the connections

and the work of their peers. between them. An effective sequence of lessons also promotes a sense of

progress and achievement amongst students.
4.9  ldentify and respond to the different needs and prior learning of

students through effective targeting and types of questions during Each individual lesson has clear leamning objectives that introduce new

whole class discussions. knowledge and skills or extend and develop existing knowledge and skills.

Teachers make students aware of the purpose, key ideas and principles of

410 Adapt tasks to match the different needs and prior learming of students: what they are learning. They also help them to understand what success

provide increased challenge for higher-attaining students and more looks like. When students can ‘see’ the big picture of a lesson they are more

scaffolding and support for lower-attaining students. likely to make connections between what they already know and can do, and

any new learning. ldentifying learning outcomes in advance helps teachers

4.11  Provide targeted support to students who are struggling through one- to plan a lesson more effectively so that all students can achieve the learning
to-one and small group teaching during lessons and outside of lessons. objectives.

Effective individual lessons are organised into a sequence of distinct
‘episodes’ including a brisk beginning and finishing with a final plenary. These
episodes are predominantly dialogic and enable teachers to demonstrate,
model, explain and illustrate, question, assess and evaluate. They provide
opporiunities for students to practise, discuss their ideas and ask questions,
consalidate and apply their learning and receive feedback from the teacher
and their peers. Structuring lessons into three or more flexible episodes
keeps students engaged and focused. It ensures that time is used efficiently
and effectively to move leaming forwards and it enables students to work
successfully towards challenging goals.

The expectations for teaching for English literacy mastery in Brunei are
that teachers:

1.1 Plan lessons as part of a coherent and structured sequence of learning
that builds in progression as well as opportunities for consolidation.
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Teachers should plan sequences of lessons that build new learning 1.2 Plan individual lessons thoroughly, Planning identifies the aspects of

on the foundations of knowledge and skills that students have literacy skills and knowledge that are to be taught with clear learning

already mastered. objectives, the key ideas of the lesson, key vocabulary and points of
grammatical understanding and terminology.

The first lesson in a sequence of learning should be used as an
opportunity to find out what studenls already know, understand
and can do. It should also help students to recall previous work
on related topics and make connections, as well as introduce new
knowledge and skills. Subsequent lessons should build on this to
extend existing knowledge and skills, infroduce new knowledge
and skills, reinforce connections and develop deeper conceptual
undersfanding. They should provide opportunifies for sfudents fo
revisit previous learning, consolidate it and apply it in new contexts.
They also should provide regular opporfurities for review and
feedback.

Example (Year 5):

Salwa planned a sequence of five lessons, which focused on writing
a short story. This built on previous lessons in which the class were
introduced to a range of myths, legends and traditional tales. The
lessons used what the students already knew as readers so that
they could transfer this knowledge info their own writing.

Lesson 1. The class revisited two of the traditional tales that they
had read and enjoyed during the previous week. Salwa helped the
class o analyse how each tale was structured. The students worked
independently to draw up a sfary plan for each fale.

Lesson 2. Salwa modelied how to draw up a new story pian for
an ariginal story that followed the structure leamed in the previous
lesson. The students then worked independently in pairs to plan
their own stones, Salwa then taught the class how to begin a story
by re-reading two or three beginnings from the traditional tales read
previously, asking the students fo decide on the features of a good
beginning. The students then started writing their own beginmings.

Lesson 3 Beginnings were shared and discussed. Sawa then
taught the class how to create characters and move the story on,
using their own plans for how the plot develops and ends.

Lessons 4 and 5. Two lessons mainly devoled to providing time
for students to complete the wiiting of their own short stores.
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Teachers should plan each individua! lesson and record their
planning in writing. In addition to identifying what is to be taught
in the lesson, planning should identify how the lesson will be
taught. This includes identifying any tasks that students will work
on, together with approximate timings. Teachers should identify
how students will be grouped for each lask: whether the tasks
are for whole class, small group, pair or individuals. It is helpful fo
identify key questions to ask dunng whole class and small group
discussion.

Teachers should identify the purpose of each lesson and clearly
communicate the learning objective(s) fo students. Learning
objectives should focus on acquiring and applying new or existing
knowledge (learning and using factual information such as names or
notation); acquiring or practising new skills; exploring or developing
understanding of a concept or idea (concept development will
usually take place over a sequence of lessons). It is helpful to begin
learning objectives with verbs that reflect the kind of learning that is
aimed for, such as: ‘know that... (for learning facts); ‘be able to...
(for learning skills); ‘understand how/why. .. (for learming concepts).
Learning objectives will often be referred to several times during a
lesson so that students can be reminded of the purpose of what
they are doing.

Teachers should also have clear ideas of the expected learning
outcomes of each lesson. what will be the evidence of learning?
What will students have to demonstrafe that they know andfor are
able to do fo show that they have achieved the learning objectives?
Teachers should plan and identify these in advance: this will help
them to assess achievement and progress during the lesson and
adapt their teaching accordingly. Such expected learning oufcomes
may be written, oral or visual and could relafe fo the kind of
gquestions you would expect them to be able to answer,

Teachers should discuss these expected learning outcomes with
students during lessons. For example, ‘What you should be able to
daois..."'What | am looking for..." ‘To be successful_..' This ensures
that students are clear about the teacher’s expectations and what
successful learning locks like.
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Example (Year 2, lesson based on the story of The Little Red Hen):

Leamning Objective

*  Be able to use the present tense correctly to retell a narrative,
sequencing events with support

Expected Learning Oufcome

«  Students can retell the whole, or a part of a story orally,
sequencing a set of story pictures correctly

Exampile (Year 6, lesson based on a typical PSR picture
sequence task):

Leaming Objectives

+  Be able to use a range of descriptive language to describe in
detail what you see in each picture

+  Be able to use the past tense comrectly to refell a complete
story, based on the set of pictures

Expected Leaming Outcomes

«  Students can explain why the piclures should be sequenced
in a particular order (i.e. express opinions and give reasons)

«  Students can retell the story orally

+  Students can produce a written version of the story for
homewoark

An effective starter aclivity:

+  begins the lesson promptly and with pace, gefting all
students thinking immediately;

«  ensures that all siudents are engaged and taking an aclive
part in the lesson;

*  has a clear purpose;
* s usually linked to the rest of the lesson;
+ s quite short and simple to administer

+ s accessible to all students but also provides an
appropriate level of challenge for all students;

«  provides an opportunily to praclice and recall previously
learned facts and skills (no new teaching).

Themain part ofthelesson should consistofa series of progressive
learning episodes. It has been suggested that a student's average
concentration span is approximately their chronological age plus
one ar fwo minutes, so feachers shouwld take this into account when
planning the length of each episode. In this part of the lesson there
could be fasks for students fo work on as a whole class, in small
groups, pairs or as individuals. There should be a balance between
teaching input, presentalion and explanation (either by teacher or
students), discussion, and opportunities for students to praclise
and apply what they have learned.

1.3 Plan structured lessons, which have a brisk starter, an episodic main
activity and a final plenary. These phases within a lesson should

; el Teachers should ensure that this main part of the lesson does not
support the overall leamning objectives.

aver-run, so that there is enough time for a whole class final plenary,

Teachers should organise and structure their lessons so that
the minimum amount of time is spent on management and
administration. They should plan and pace their lessons fo ensure
that time for dialogic teaching and learning is maximised.

Lessons should begin with a short ‘starter’ activity: a focused
whole class activity that all sfudents can access and achively
take part in. This usually should be linked o a learning objective
of the lesson, but rather than teaching anything new it should
provide students with an opporfunify to practise or apply previous
learning. It should creale an immediate sense of challenge and set
expectations for engagement in the rest of the lesson.
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which brings the lesson to a clear conclusion. It should enable the
teacher and students to reflect on and review their learning.
An effective final plenary provides an opportunity:

«  for students o present and discuss what they have done
during the main part of the lesson;

«  for the teacher and students to draw fogether learning,
summarise and reflect on the lesson;

«  fo assess and evaluate the progress that students have
made during the lesson, including whether or nof they
have achieved the learming objectives;
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* o discuss and address common mistakes and

misconceplions;
*  touse and apply the learning that has taken place in the lesson;
«  to make links to previous learning and other subjects;

« o set any homework and discuss next steps.

Example (Year 8, starter activity for a lesson on
descriptive writing):

Ali used a set of colour photographs of everyday life, e.q. a fraffic
scene, people shopping in a mall, children playing in a park.

« Groups of three or four students were each given one of the
photographs.

« Students looked carefully in silence at their photograph and
memaorised as many details as possible. {1 minute)

+ The photographs were then turned over and students
discussed in their groups everything that they had observed
and could remember. Each group was asked fo think of an

appropriate fitte for their photograph. (2 minutes)

+ The whole class were then brought fogether and individual
students were invited fto describe their photograph as
accurately as possible, without seeing it. Al revealed the
photograph after each description. {6 minutes)

This fed into the main part of the lesson, which focused on using
accurate descriplive language, firstly in an oral description, then in
writing, to create a vivid picture of a scene.
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2. Teaching content dialogically

The foundation of effective teaching is interaction with learners, The literature
refers to this as dialogic teaching and learning. This can be described as
teaching and leamning that promotes student talk: particularly, how teachers
ask questions, the kind of questions teachers ask and how teachers respond to
students’ answers and ideas. There is significant research that demonstrates
the importance of dialogic teaching in improving student cutcomes,

‘Children, we now know, need to talk, and to experience a rich diet of
spoken language, in order to think and leamn... talk is arguably the true

foundation of knowledge.'

{Alexander, 2008)

The act of talking leads to better learning and helps students to understand
their thinking. When students are talking, this also helps teachers to understand
their thinking.

There are three main functions of teacher questions:

+  Testing: to assess the comprehension or memory of students by
asking them to state or rehearse a prior-learned fact or next step in
a procedure.

*+  Focusing: to draw students' attention to something; to support
students to arrive at a paricular answer.

+  Genuine enquiry: to glean information from students, encourage
them to think and leam what they are thinking.

When teachers ask testing and focusing questions, they already know the
answers to their questions and students also know that the teacher knows the
answers. Students’ responses tend to be short, often only one or two words.
Consequently, these types of questions are not very effective in promaoting
dialogue.

Teachers generally do not know the answers to genuine enquiry queshons
and they are therefore similar to the questions that are asked in everyday life.
They require longer answers and explanations, encourage thinking and are
effective in promoting discussion. Furthermore, they show students that the
teacher is interested in what they think and know rather than just whether they
can remember a fact or what the teacher has said previously.
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Teaching content dialogically requires teachers to ask questions and make
statements that encourage students to think, explain, reason and conjecture
rather than just memorise and recall facts. Teachers then follow up students’
answers and build on them, probing and encouraging students to explain
their thinking as well as asking other students to comment. Teachers ask
sequences of questions that promote authentic dialogue: students listen to
each other and build on each other's answer and teachers listen carefully to
students ideas.

Five principles of dialogic teaching

+  Reciprocal: ‘Teachers and children listen to each other, share ideas
and consider alternative viewpoints'

*  Cumulative; Teachers and children build on their own and each
other's ideas and chain them into coherent lines of thinking and
enquiry’

= Collective: Classroom activities are worked on together by both
teacher and children

«  Purposeful: Teachers have educational goals in mind

*  Supportive: Children speak freely and without fear of being
ridiculed for giving ‘wrong' answers

(Alexander, 2008)

An important aspect of dialogic teaching and learning is supporting students
to develop their active English vocabulary. Vocabulary is an important factor
in successful reading: student's reading comprehension is closely linked to
their growing knowledge and understanding of English words, phrases and
expressions. Having a narrow vocabulary can catch students in a cycle of
underachievement: students who cannot read more advanced texts miss
out on opportunities to extend their vocabulary and are also less effective in
deploying strategies necessary for independent word learning.

How teachers organise their classrooms can either promote or limit effective
dialogic teaching and leaming. If classrooms are arranged with all desks in
rows facing the front, then although this ensures that all students can see
the teacher and the board, it means that discussion between students may
he limited and it makes paired and small group discussion difficult. Arranging
desks in groups is effective in enabling paired and small group discussion,
bt this arrangement may mean that some students have to turn their chairs
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during whole class discussions to see the board and other students. Arranging
desks into a circle or horseshoe is effective in enabling whole class and
paired discussion, but is less effective in enabling small group discussions.
Successful teachers use the most effective seating arrangement according to
the learning chjectives and the tasks that students will undertake.,

The expectations for teaching for English literacy mastery
in Brunei are that teachers:

21 Use a high proportion of whole-class interactive teaching, where the
focus is on all students working together on the same lesson content
at the same time.

Teachers should aim fo spend as much time as possible in direct
teaching and questioning of the whole class, group of students, or
individuals. Teaching should be predominantly oral and inferactive.
Teachers should encourage students to play an active part in
lessons by answernng guestions, contribufing points to discussions,
and explaining and demonstrating their ideas fo each other. They
should avoid lecturing, ‘drill and praclice’, unnecessary repetition
and encouraging students to ‘chorus’ ouf answers af the same
time. They should use direct instruction and whole class feaching
to infroduce new ideas, key skills and essential knowledge. They
should use whole class teaching to demonstrate or ‘model” an
approach to all students before any individual, paired work or small
group work.

Teachers should teach interactively and dialogically whilst students
are working in groups, pairs or as individuals as well as when they
are working as a whole class. They should use a high proportion of
whole class teaching to maximise the opportunity for more students
to inferact with them and with each other for longer penods. Whole
class teaching is not enough however and teachers should use
a combination of whole class teaching, small group, paired and
individual activities.

Teachers should ensure that all students in the class are working
on the same learning objective(s) in a lesson. Teachers should
differentiate their teaching by ftargefing individual support and
intervention where necessary. In this way, all students will learn
from each other and progress through the curriculum content at a
similar pace.
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Example (Year 2):

Following a whole class starter activity, Pauline usually uses
a ‘Shared reading’ or ‘Shared writing' approach as a way of
teaching the whole class. She plans a learning objective that all
sfudents can achieve. She encourages all students to take part
in dialogue either by responding to a shared text (selected from
a range of ‘Big Books' that enable all students to see both the
text and pictures), or by working with the whole class on a jointly
constructed piece of writing. By choosing an accessible text, and
directing questions at different sfudents to support and challenge
their fearning, FPauline manages o keep the whole class actively
engaged, before sefting group and individual tasks that extend
and consolidate what has already been taught to everyone.

2.2  Use questions and statements to challenge students to think about the
content, skills, processes and concepts they are leaming: encourage
students to explain, exemplify, compare, conjecture and generalise.

Teachers should ask gquestions that encourage students fo think
rather than merely remember faclts. They shouwld use questions
that stimwate higher-order thinking, encouraging students to:

+  Explain: 'Why do you think that...?"; 'Can you give me a
reason for...7; ‘Can you fell me what is wrong with... 7"

+  Exemplify: ‘Can you give me an example of...?" ‘Can
you give me a counter-example?’: ‘Are there any special
cases of...?

+«  Compare: What is the same about... and...?"; ‘In what
ways are these different?’; ‘Can you organise or sort
these based on...?’

+  Conjecture: ‘What do you think will happen next?” ‘Do
you think that this will always happen?’; ‘What do you
infer from this?’

+« Generalise: ‘|5 this always frue, somefimes frue or never
true?; ‘What happens in general?’; ‘What can change
and yef... is still true?’
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2.3

Asking queslions is not the only way of promoting dialogue and
teachers should also use statements to encourage students to talk.
These include statements that begin with, ‘Tell me...": even though
there is no guestion mark or raising of the voice tone at the end of
the sentence they still require a response from students. However,
teachers should also make statements that provoke a response
from students, because they invite students to agree or disagree
with the statement, For example, That's an unusual phrase for the
writer to use’, or 1 don’t like the way this story ends’.

Example (Year 8):

Ahmad plans the main guestions he will use in a lesson and also
fries to develop a sequence of guestions of increasing difficulty in
order fo challenge students’ thinking. He also somefimes sfarts
a lesson with a statement and invites sfudents to discuss it in
pairs before discussing their responses as a whole class. For
example, to prompt students to read closely for information, he
makes two sfatements about a short information fext about the
Moaon (‘Gateway to English 2, Workbook, Unit 9);

. ‘Humans have been on the moon at least six times’.
. ‘The moon is always hotter than the earth’.

Students are asked to talk in pairs fo decide initially whether they
agree or disagree, and then read the information text carefully
fo decide whether each statement is actually frue or false. The
use of stafements sets a purposeful reading task and engages
students to search for information, scanning for relevant sections
of the text and then using close reading skills.

Target questions to students effectively using a range of strategies.

Teachers should neither ask untargeted questions that encourage
students to shout out answers randomly nor ask questions of
the whole class that encourage students fo ‘chorus’ out answers
in unison. Teachers should use the full range of strategies for
targeting their guestions:

+  Ask a gquestion of the whole class or small group and give the

students time to think. The students don’'t shout out answers
and the teacher invites an individual student to answer. Two
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advantages of fargeting questions in this way are that it
encourages all students to think {as they don't know who will
be invited to answer) and it enables the teacher to make a
professional decision about which student to invite to answer.

Ask a question of the whaole class, students raise their hands
and then the teacher chooses a volunteer. Two advantages
of targeting questions in this way are that students feel less
pressured to answer and it enables the teacher fo make
a professional decision about which student to ask for the
answer

Ask a question of the whole class, give the students time to
think and require all of them to use resources such as mini
whiteboards to show their answers. When using resources
such as mini whiteboards it is important that students all show
their answers at the same time. Teachers should develop
routines such as saying, 'One, two, three, show me!" to
encourage all students to show their answers at the same lime.
Two advantages of targeting questions in this way are that it
ensures all students are thinking and it enables the teacher to
see and assess the answers of every student.

Ask a question of a parficular student. An advantage of
targeting questions in this way is that it enables a teacher to
ask a guestion of a particular student based an their knowledge
of that student'’s prior achievements or their engagement in
the lesson. Another advantage is that if can promote more
authentic dialogue through the teacher acting as a facilitator.

Example (Year 2):

Fatma frequently uses ‘Think, pair, and share’. The students
are used fo talking through an answer in pairs affer she asks
a question and before she invites students to share their ideas
with the class. This way, every student falks through their
ideas with someone, even if it is not the teacher. Once one
student shares their idea, she either asks them to explain it, or
invites other students to volunteer their ideas or comment on
what the first student said. Fatma sometimes asks particular
students to share their idea.

20 | Teaching for English literacy

24

Example (Year 7):

Nadia realised that she often only had a few willing students
answering quesfions in one of her classes. She therefore
implemented a ‘no-hands-up’ rufe. Instead, she invited particular
students to answer. She noticed that it increased the number of
students participating in lessons and removed the mixture of envy
and refief that had characterised the mood of the group while the
usual students had answered questions.

Use a range of types of question, not just testing questions: use
focusing questions to help scaffold leaming, but use predominantly
genuine enguiry questions to encourage students to think and discuss
their ideas and to assess what they understand and are thinking.

To promote dialogic learning, teachers should ask testing questions
when necessary, focusing questions sparingly and carefully, and
genuine enquiry questions as much as possible,

Teachers should ask lesting guestions fo assess students’
learning. For example: ‘Is this piece of writing farmal ar infarmal?”,
This might be near the start of lessons fo assess previous learning,
during the main part of lessons fo assess whether students are
ready to move on, or during the final plenary fo assess and evaluale
the progress that students have made during the fesson, including
whether or nof they have achieved the leaming objectives.

Teachers should ask focusing questions fo draw students’
alttention to something or support them to come to an answer.
For example: ‘What do you notice about all of the words that are
marked in blue in the text?', or ‘Find the word like'in the first verse,
What is the sea compared to?. Teachers should occasionally
scaffold leamning, particularly when students are having difficulties,
by asking them a sequence of testing questions thatl guide them
to come to a correct and complete explanation. It is important that
such scaffolding is gradually removed, so that students become
able to answer quesfions without support. Teachers should also
avoid asking ‘eading questions” these guide students fo the
answer by telling them significant pieces of information, offen by
tone of voice or by actions, that give major clues to the answer,
These guestions don't encourage students to think for themselves
and in pracfice the feacher fells the students the answer.

Teachers should ask predominantly genuine enquiry questions,
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as these are most effective in encouraging students to think and
talk. For example, ‘Can you explain how you worked out what (...)
meant?, "What do you think about that?’, ‘What do you notice?" and
‘Why do you think that this is different?’. Questions that encourage
students to explain, exemplify, compare, conjecture and generalise
(see section 2.2) provide other examples of genuine enguiry
questions.

Teachers shouwld avoid asking ‘Guess-what's-in-my-mind
questions’. These are questions where the teacher has a specific
answer in mind and because of this they lend fo ignore or reject
other equally valid answers.

Acknowledge and incorporate students’ answers and ideas, using
a range of strategies to probe their thinking and facilitate student
discussion.

Teachers should not ignore students' answers. Although they may
sometimes only acknowledge their answers by saying whether
they are right or wrong, whether they agree or disagree, or by
offering praise or crilicism, teachers should predominantly build on
students’ answers by probing their thinking, encouraging them fo
explain their ideas, or inviting other students to comment. They
should respond to student’ answers in ways that encourage
discussion. Teachers should use the following strategies:

. Comparing. asking students to compare their ideas and
methods. For example, ‘Do yvou agree or disagree with
what Fatma just said and why?’

« Reasoning: asking a student to explain why they think
something, or why they have done something, or asking
other students to Iry and explain. For example, ‘Why do
you think that...? or ‘Ali, why do you think that Rosney
has said that?’

= Adding to: asking a student to say more. For example,
‘Can you tell me a bit more Zahrah?' or ‘Can anyone
add to what £ahrah has just said?’

«  Revoicing whalt a student said. For example, ‘Hadija,
50 you think that... is that nght?". Revoicing is nof the
same as merely echoing or repealting what a student
has said. Teachers could revoice in order fo make sure
that they understand what the student has said, before
they pass the idea back to the student to validate.
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Teachers could also revoice in order to alter or clarify what the
student and has said, then again pass it back to the student
to validate. Teachers could also revoice in order to compare
what different students have said.

*  Repeating: asking a student to say what another
student said in their own words. For example, ‘Hana,
Can you explain what lrene has just said?”

In all cases, teachers should listen to students answers rather than
listen for a particular answer that was in their mind.

Teachers should use wait time (or think fime) thoughtfully when
asking qguestions and responding fo sftudents” answers and ideas.
This includes. pausing for a few seconds affer asking a gquestion
before taking a student's answer or idea; pausing after a student
has answered to reflect on what they said before responding; amnd
giving fime for students to pause and think during their answers
and explanations. The length of wait time should vary depending
on the quesfion being asked. testing guestions generally require
less wail time than genuine enguiry questions.

Provide opportunities for students o discuss their ideas in pairs or
small groups during whole class work,

Teachers should use a range of stralegies fo ensure that all
students are achively engaged in lessons. These include:

*  Providing students with thinking time (see section 2.5).
Teachers could explicitly say before asking a guestion
that they just want students to think for 3-5 seconds
before attempting to answer.

. Differentiating questions. Teachers may ask different
guestions of students who are working at different levels
of attainment. More challenging questions couwld be used
to provoke higher-aftaining students to think more
deeply; carefully constructed enqguiry quesfions could
support lower-altaining or less confident students fo
grasp a difficult idea.

+  ‘Phone a friend’. If a sfudent appears fo be struggling or
not able to answer a question they can ask a friend to
help them.
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«  Providing a preview of a question. Sometimes it is 2.7  Introduce and use correct terminology alongside the skills, processes

helpful to provide (some) students with a question in and concepts being learned and develop students' vocabulary in a
advance of when it will be asked, maybe written on coherent and consistent sequence by providing students with many
the board or on paper, so that they can have longer to opportunities to encounter and discuss the meanings of words and
think about it and prepare their answers. phrases in different contexts.
’ ﬁ.r;w:mg r.‘.me zorsiﬁvafe siniied b xan;‘?;e D;hf.!ﬂs is, Teachers should infroduce new vocabulary explicitly and plan for
b mﬁal pa;r 2 i ikl {S?fefor o, =k mtscan a range of opportunities for students to encounter and start fo use
S;-‘P ?ne ] or sponfaneous 1, example, are new words and phrases in their talk and writing. They should ensure
AL QAL e : that students have the opportunity to encounter a new word several
. : . times in different contexts so that it can be understood, learned
The main part of & fesson provides the opportunily for teac fo and used. Teachers should also feach students the appropriafe

gjragmﬁ?ﬂi? ;haa‘ anablesstdentnindisouss Belvitansiipais grammatical terminglogy that describes the aspects of language
RipS. that they are learming. New (or recent) targef vocabulary should be
identified clearly in lesson planning.

Example {Year 3):
Roseli’s class had been working on a short unit looking at the language Example (Year 4):
of advertising, Following three lessons examining, analysing and talking
about adverts, Rosell planned a group work activity designed fo deepen )
students’ understandi adve ; In order to help a class learmn some key English vocabulary and fo
f:zder: e S el A dRsered i persiede X9 understand the key grammatical termn ‘adjective’, Mohamad gave his
) ) . students a short text in English that described a family’s pets. The
1. Students were placed into mixed-attainment groups of 4/5. students worked in groups of four to underiine all the adjectives. They
2, Eachgroupwas given copies of one of several adverls laken from were then asked to classify the adjectives in any way that they chose.
a recent glossy magazine and a set of investigative questions They could do this by meaning or by the position of the adjective
to explore, based on what they knew about the language of in relation to the noun, (for example 'They had a large black furry
advertising. These included: cat’). They had to write these in lists giving each list a heading that
. Wha is the advert aimed at? described what they had in common. Finally, each group was asked
] : ) ; - to explain the reasons for their classification and to work out some
’ fﬁﬁg”rg;;gf,mem ways in which the advert appeals simple riles for how to order English adjectives.

. ‘Choose an example of effective persuasive language and
explain how it affects the reader.’

3. Groups discussed their ideas together, wrote their own set
of notes and annotated their copy of the advert to show their
thinking.

4. The students were then regrouped info new groups, each made
up of represerdatives from the original groups. Studerts took it
in tumns to introduce their advert and explain their ideas about
how the advert was designed and written to appeal to the reader

5. Finally, the whole class came logether to discuss the queshion:
Which is the most effective of the adverts we have been looking
at and why?’
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3. Designing effective learning tasks

The purpose of a learning task is to initiate activity by students. The aim of
student activity is learning: to change the ways that they see things or think
about things or do things. Tasks become vehicles for leaming when they
provide opportunities for students to encounter and think about important
ideas and themes in learning English.

Successful teachers are skilled in designing effective learning tasks that:

+ promote appropriate student activity in relation to the content
heing taught;

+  lead to students achieving the desired learning outcomes.,

They are able to design and adapt effective learning tasks to match the age
and needs of the students, what they can do and what they have already
learned. They use a rich variety of stimulus materials and design learning tasks
that complement any core textbook for the subject. They use any textbooks
thoughtfully, selecting and adapting the material within them to match leaming
ohjectives and students’ needs. They see textbooks as a teaching resource,
needing interpretation and explanation.

Effective learning tasks:

*  expose students to something new andfor extend students
experience of something that they are becoming familiar with;

*  develop and invalve higher-order thinking;
* are matched to the age, needs and prior learning of the students;
*  encourage students to talk and explain.

Learning tasks are often classified as being either open or closed. Closed
tasks can support students to remember facts and learn routines but they
often develop procedural fluency rather than conceptual understanding.
Open tasks can support the development of students’ higher-order thinking
and conceptual understanding. Successful teachers present students with an
appropriate balance of open and closed tasks.

How teachers present a task to students, rather than the task itself, is the key
factor in determining whether a task is open or closed. For example, a task
may appear to be open but if the students know that the teacher is looking
for specific answers, then the resulting student activity becomes closed. This
can also occur if a teacher presents an open task in a very structured and
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scaffolded way that allows the students no choice about how to work on it
Conversely, a closed task may be adapted and opened up by a teacher so
that students are encouraged to find a range of different answers or are able
to choose how they will work on it

Successful teachers plan effective whole class, small group, paired and
individual learning tasks. They explain the purpose and outcome(s) expected
from a task clearly, checking periodically that students understand and know
how to proceed.

The expectations for teaching for English literacy mastery
in Brunei are that teachers:

KN | Design tasks that give specific attention to the development of
students' speaking and listening skills, widening the range of purposes
and contexts as students’ skills develop.

Teachers should design learning tasks that support students’
progress in all three components in the Brunei Literacy Standards:
speaking; listening, collaboration. Teachers should therefore
provide opportunilies for students to work in groups of different
sizes — in pairs, small groups, large groups and as a whole class.
Students should be taught how to take turns and when and how
to participate constructively in conversations, discussions and
debates.

Tasks in the early years of primary school should be designed
to encourage studenls' participation, clarity and contribution to
purposeful activities linked closely to their own experiences and to
the reading and writing tasks they undertake. In Years 4, 5 and 6,
tasks should be designed to promote more extended expression,
exploration of ideas, and adaptation to context and audience.
Through the secondary years, tasks should develop students’
ability to use talk to extend their thinking, to respond constructively
to others’ ideas, and to adopt a wider range of roles, including
speaking in more formal contexis.

Specific aftention should be paid fto increasing students’
vocabulary, ranging from describing their immediate world and
feelings to developing a broader, deeper and richer vocabulary
lo discuss abslract concepts and a wider range of topics, issues
and ideas.
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Example (Year 8):

Maureen taught explicitly the students in one of her classes how
to engage in different types of falk for different purposes. These
included: telling a story, arguing and persuading; explaining; giving
instructfions; working collaboratively in a group; speculating and
hypothesising. For each purpose, she devised a set of posfers
that sef out helpful words and phrases. Forexample, she identified
the following helpful words and phrases for ‘Hypothesising and
Speculating -
+  Words that leave options open as long as possible, e.g.
maybe, perhaps, possibly...
+  Conditional verbs that do not close down meaning, e.g.
could, would, night, may...

+  Prompts to think, e.g. What if..? Supposing... What
would happen if...7

+  Reflective questions, e.g. | wonder why...? Would it
make sense if...? Who thinks that...?

knowledge of the world in order to support their text comprehension.
They should be provided with sufficient opporiunilies to experience
high-quality conversation with the teacher as well as significant
experience of reading and discussing a range of stories, poems
and non-fiction texts in order to develop their comprehension skills.

Teachers should actively encourage sfudents fo read widely as
this often increases their understanding and wuse of vocabulary
because they encounter words they would rarely hear or use in

everyday speech.

Wiiting should be taught by being closely linked to good examples
of written texts so that students understand the different purposes of
texts and learn to use appropriate vocabulary, sentence structures
and ways of structuring and organising whole texts.

Example (Year 7):

Alivana taught her Year 7 students about preposifions and
prepositional phrases of place by showing them how to begin

a story by using the technigue of Zooming in’ fo describe the

3.2  Give systematic attention to word and sentence level aspects of reading setting. She modelled how to compose an opening:

and writing within whole text activities which are both meaningful and

explained clearly to students. ‘Along the deserled streel, down the dark passageway
between shops and through the gap in the fence he crept: a
Teachers should carefully explain meaningful reading and hungry cat searching for food.'

writing tasks to students so that they understand their purpose.
They should ensure that students develop the key skills of word
reading: working out the pronunciation of unfamiliar printed words
(decoding) and recognition of familiar printed words. In parficular,
phonics shouwld be emphasised in the eary feaching of reading and
wiiting.

Alivana then explained how she chose carefully a series of three
prepositional phrases to take the reader closer and closer to the
scene before revealing who or what was being described.

Students were then set the fask of composing their own opening
fo a story, working in pairs, selecling a different sefting and
character but imitating the same structure. They were provided
with a list of possible prepositions:

Technical aspects of writing (e.g. spelling, sentence grammar,
paragraphing) should not be taught not as an end in themselves
but as a means to an end, so that students learn to write in order
to communicate effectively. Teaching should ensure that students
are provided with opportunifies to articulate and communicate their
ideas and then organise them coherently for a reader. This requires
them fo learn about clarity, awareness of the audience, purpose
and context, and to develop an increasingly wide knowledge of
vocabulary and grammar,

Opposite; Along; Against; Down; On; Beneath; Through, Across

The task engaged all the students and students of differing ability
were able to work on if successfully. It was also successiul in that
they learned about a key aspect of English grammar.

Teachers should ensure that students develop appropriate
linguistic knowledge (in particular of vocabulary and grammar) and
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Ensure that tasks are appropriately challenging and do not oversimplify
the skills, processes and concepts that are being learmned.

Teachers should provide challenge in literacy tasks through
adjusting the:
+ level of reading difficulty;
+ length of reading required;
+ exftent of open-ended probing questions used in dialogue;
+ purpose, audience and type of text set for writing;
+ nature and purpose of speaking and listening activities.

They should ensure that whole class and guided group iiteracy
teaching enables all students to tackle fasks that are pitched at a
fevel that is just beyond what they can do independently.

Higher-attaining students should be challenged to work
independently on tasks that are open-ended and require them to
apply what they know and can do to new situations rather than
repeat more examples of routine tasks. Lower-attaining students
need differentiated tasks that offer the right level of support so that
they can make progress and achieve success (see section 4.10)

Example (Year 9):

Amir creafes differentiated tasks to support all learners fo achieve

Teachers should provide a range of models and examples of
effective literacy praclices. For example, teachers themselves
could demonstrate writing, including revision and drafting, or they
could provide displays of successful literacy outcomes and shill
use, either from students’ own work or from published matenals.

When students are learning a skill, it can be helpful if they see
another person actually going through the process first, Teachers
should therefore ‘model’ praclice, particularly when infroducing
a new skill, by: demonstraling, thinking aloud’, inviting student
contributions, and then sefting students a similar fask. The students
learn by watching the teacher demonstrate the specific skill and
listening fo the teacher simultaneously describe and explain what is
being done. Hearing the teacher describe the process is extremely
helpful. Teachers should arficulate their thinking and the steps
needed for the process fo be carned out effectively. They make
clear to students the problems and decisions which otherwise
might remain hidden. Teachers should therefore make’ visible’ fo
students the skills and processes used by speakers, readers and
writers. The students learn through observing the teacher as well
as listening fo them explain how they make language choices or
why they are using a particular strategy fo make sense of a text.

During ‘shared'reading and writing sessions, the teacher should not
anly model, but also elicit contributions from students: the students
participate as a class in developing a shared understanding of how
to go about a specific literacy task.

the objectives for the lesson. 3.5 Use textbooks and other resources thoughtfully, adapting them as
appropriate according to the skills, processes and concepts being
For example, when studying the structure of magazine articles learned and the prior learning of students.

he crealed a femplate for the construction of a news page. He
identified the areas for pholtographs, headline and the text. For
some students the achivity involved creating the full arficle and
headline, while others made bulleted notes for the full text and also
chose from three different headiines. Amir was able fo engage all
the learners with the same objective and clearly differentiate the
task by providing scaffolding and support.

Teachers should not be completely reliant on a textbook and should
plan activities using a range of resources. Teachers should choose
when it is appropriate fo use the fasks in the fextbook and when it is
better fo either adapt the textbook tasks or design alfernative fasks.

Teachers should choose a range of different resources to use in

lessons, as this will generate a variely of student activity. This is
likely to motivate and engage students much more than just using

3.4 Balance modelling and demonstrating ‘how to” with opportunities for a texthook.
students to practice and apply what they are learning through shared
and guided reading and writing. Some topics are taught more effectively through practical activity

rather than working through exercises from a textbook. Teachers
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should think carefully about the skills, processes and concepts
being taught and decide on the kind of activity that is likely to
support deeper understanding.

Teachers should adapt textbook tasks when appropriate to match
the prior learning of students. They should also adapt them when
appropriate to infroduce greater variely of aclivity into lessons, or to
make them pedagogically more effective. For example:

*  a texthook lask could be simplified for lower-attaining
students or made more difficult for higher-attaining
students;

«  some lower-altaining students could be provided
with additional resources to help them access a
textbook task;

«  textbook tasks designed for individual students to work
on could be adapted to use with the whole class or by a
small group;

+ a fteacher (or the students) could choose which they
think is the most difficult or most interesting question fo
answer and work on that, rather than working through all
the guestions in a fextbook exercise;

+  a teacher could give a random selection of answers fo
questions from a textboor exercise and students choose
which answer goes with which question;

+  some textbook tasks could be omitted entirely;

+  some routine problems or questions in textbooks could
be adapted so that they become non-routine;

+  aclosed textbook fask could be opened up.
Teachers should avoid:

+  encouraging students fo read long extracts from a book
out loud, as this does not lead to understanding of any
difficult ideas contained in the fext;

+  asking students to copy from the textbook, as this does
not require sfudents to think about the ideas and does
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not provide them with an opportunity to demonstrate their
understanding;

+  going through a whole textbook exercise with the
whole class, after the sfudents have been working on if
individually, as this is ineffective use of available teaching
time.

Design collaborative tasks that require students to explore, discuss
and explain ideas in small groups and pairs as well as a whole class.

Teachers should plan collaborafive fasks thaf require all students
to contribute. Collaborative fasks need to have clear instructions
and a purposeful outcome. They could take the form of games,
problem-solving aclivities or creative activities.

Collaborative fasks should provide opportunities for students fo:
+  comjecture and hypothesise;
«  ask questions;
«  share, explore and explain ideas;
*  learn from and with each other;
+  fake on a range of group roles;

«  dewvelop their skills of collaboration.

Teachers should engage students in esfablishing group goals
where necessary and discussing ‘ground rules’ for collaborafive
work, including furn-taking, making coniributions, listening and
responding to each other, building on each others’ideas, efc. They
could create group roles for more complex tasks, such as group
leader, researcher, presenter/reporfer, efc.

Teachers should establish flexible approaches to grouping students
based on the task, such as groups of similar prior atfainment,
groups of mixed prior attainment, groups where members possess
different skills, friendship groups, etc. Research suggests that
mixed groups fend to fearn more from each other and these
increase achievement of lower-attaining students. Teachers should
rotate groups so that students have more opportunifies fo leam
from each other.
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Teachers should use a variety of different collaborative strategies,
for example:

Jigsaw. A topic is broken down into different sublopics.
This could be decided by the feacher or discussed and
agreed by the class. 'Expert’ groups are formed who
develop expertise on a specific subtopic by exploring,
discussing and researching. New groups are then
formed which contain experts on all the different topics.
Students then take turns sharing their expertise with the
ather group members, thus generaling a group who has
‘complete’ knowledge about the topic being studied.

Snowball. Students first work individually on a task then
come together to work in pairs on the task. These pairs
then come together to form groups of four who work on
the task, and so on. In most cases, after working in fours,
all students come together for a plenary session in which
the ideas of all the groups are shared and discussed.

Fishbowl. One group observes another group. One
group discusses an issue or problem, works on a problem,
plays a game or carnes out a role-play. The second group
observes the first group and depending on the task may
be given something specific to observe. At the end of the
group activity, the second group feeds back on what they
observed and both groups then discuss.

Envoy. Groups work on the same fask. Al a convenient
point, once ideas have been formed, solufions developed,
or conclusions reached, one student from each group
moves to another group. Their role is to be an ‘envoy” fo
explain the thinking of their group to the new group, who
must listen and then provide the envoy with additional
ideas. The envoy then carres these back fo the original
group. This challenges the envoy to explain ideas clearly,
and others fo listen carefully and contribute. As a result,
learning is applied and consolidated.
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Example (Year 7):

Rosney's class had finished reading a short story based on the
Greek legend of Odysseus and Cyclops (‘Gateway to English 1°,
Unit 10). In order to deepen their understanding of key features
of a narrative, Rosney devised a task that required students
to work in groups of four. Groups were deliberately formed
to contain a mix of abilities. Each group was given a different
aspect of the story and asked to work collaboratively to find
information from the text, and to discuss their own responses
and ideas:

E Describe the two main characters. What do we learn
about them?

+  Describe the setting. What do we learn about the
places where the story happens?

. What problems do the characters have in the story?

. What solutions fo the problems occur?

Following this they were re-grouped info new groups of four,
each group confaining a representative of the orginal groups
(the Jigsaw slrategy). Each student in turn reporfed on their
‘findings’ to the new group, so that an overall picture was built
up. These groups were then sel an addilional task: to devise
some gquestions they would like to ask each character. In the
next lesson, some students took on the role of either Odysseus
or Cyclops, satin the ‘hot seal’ and responded to these prepared
gquestions.
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4. Assessing learning continuously

Assessment is a critical element of teaching. Effective assessment supports
and informs learming and is useful to teachers, students, parents and others.

Assessment of learning provides a 'snapshot’ of a student's attainment at
a particular point in time, most usually the end of a year. Their attainment is
measured against pre-defined standards and usually takes the form of exams
and tests.

The information obtained from summative assessments can be used to;
+«  evaluate how individual students are achieving against expectations;
+ inform students and their parents about their levels of attainment;

+ compare relative performance of groups of students, classes and
schools.

Assessment for learning is a continuous and informal part of everyday
classroom practice, Teachers and students use evidence to decide:

+  where the students are in their learning, the progress they are making
and the difficulties that they are having;

+ where they need to go next;

+  how best to get there.

Assessing learning continuously can have a significant impact on students’
attainment, behaviour, motivation and engagement with lessons, and their
ahility to work independently. Students’ achievements improve when teachers
use assessment effectively to set high expectations, provide constructive
feedback and match their teaching to the varying needs of students.

In particular, when assessing learning continuously, teachers:

+  promote confidence that every student can improve as this can have
a profound influence on students’ motivation and self-esteem;

+  share learning objectives with students and help them to know what
they are aiming for;

«  review and reflect on assessment information with students;
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*  involve students in peer and self-assessment;

«  provide feedback that helps students to identify their next steps and
how to take them;

« adjust their teaching in response to the assessed needs of students.

In classrooms where assessment for learning is an effective part of normal
classroom practice, what is to be leamed is made clear to students, as well as
the related expected learning outcomes.

Successful teachers assess students’ achievements and progress in a variety
of ways including analysing their written work, observing them as they waork,
gquestioning them and discussing their ideas with them. Assessment happens
every fime a teacher marks a book, asks a question to check understanding
or comments on a student's work. When assessing learning continuously,
teachers engage students in dialogue about how well they are doing, and
what they need to do next to improve further as part of everyday teaching and
learning.

An important aspect of assessing leaming continuously is identifying,
analysing and understanding students' mistakes and misconceptions.
Students give ‘wrong' answers for many different reasons. Sometimes they
make mistakes due to carelessness or poor concentration. Sometimes it is
because they make wrong decisions, fail to identify important information or
reason incorrectly. Sometimes it is due to poor memory. However, sometimes
students get things wrong due to misconceptions: they over-generalise and
develop alternative interpretations of ideas. It is not possible to teach in a
way that ensures students do not develop misconceptions: generalising is a
critical part of constructing meaning and learning. It is inevitable that students
will sometimes make generalisations that are not always correct. Successful
teachers design tasks and ask questions that expose possible misconceptions
so that their teaching can address them. They assess continuously students’
learning to understand the reascons for ‘wrong' answers and they address
misconceptions through discussion and feedback.

Feer- and self-assessment are more than students marking their own or each
other's work. Effective peer- and self-assessment encourage students to think
about the quality of their work and reflect on how to improve it. When students
are involved in reviewing and evaluating their own work, they make faster
progress, are better motivated and engaged in their work and behave more
responsibly. Successful teachers are skilled at involving students in assessing
their own work so that they understand what they must do to improve. Using
tasks that encourage students to assess their own learning at the start of a
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new topic can encourage them to think about where they are ‘now’ in their
learning.

The nature of the oral and written feedback that teachers give to students is
another important aspect of assessing learning. Research (e.q. Butler, 1988)
shows that teacher feedback that focuses on what a student needs to do
to improve and, in paricular, how to go about this, has a positive impact on
student achievement. Conversely, teacher feedback that focuses solely on
praise or compares students” answers or efforts is rarely effective and can
have a negative impact on student achievement. This includes when students
are given grades without any feedback. Effective feedback to students tells
them how well they have done and what else they need to do. This can take
the form of informal spoken comments and discussion, or may be written
comments in students’ books, which they can reflect on in order to make any
necessary improvements, Successful teachers make time available within
classroom routines for discussion about how well work meets expected
outcomes. This discussion is not only between teachers and students, but
also between the students themselves.

Assessing learning continuously is based on teachers having good subject
knowledge and knowing how to interpret the outcomes of student activity. This
requires teachers to be able to design tasks that reveal the depth of students’
understanding and expose any misconceplions.

Assessing students’ understanding and progress through how well they
answer questions, explain their ideas, or ‘show their working', also provides
teachers with feedback on their teaching. This information supports successiul
teachers to adjust their teaching to take account of;

+ what students need to spend longer on or need to have explained
differently within a lesson;

+ what students need to learn next, adapting future lessons so that
important ideas, concepts or skills can be fully secured.

The expectations for teaching for English literacy mastery
in Brunei are that teachers:

4.1 Share learning objectives with students near the beginning of lessons
and help students to know what they are aiming for.
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As described in seclion 1.2, leachers should clearly communicate
the learning objective(s) of lessons to students. This will encourage
a climate of reflection and support student self-assessment.
Objectives should be shared at the beginning of lessons using
vocabulary that students understand and then referred fo
appropriately during the lesson. Teachers should use these
learning objeclives to shape the questions that they ask during the
lesson, and students should be encouraged to use them as the
basis for self-assessment. Teachers should also use these learning
objectives in the final plenary of lessons (see section 1.3).

Teachers should ensure that students understand the expected
learning outcomes; the specific features which will make their
work ‘good” and what they have fo do to achieve these standards.
Teachers could do this by modelling an activity in front of the class
and then discussing it with studenis. Alternatively, teachers could
use an existing piece of work to explain why it is of a good or poor
guality and how it could be improved. Teachers could help students
to understand what ‘good’ quality looks by using phrases such as;

«  'What | am looking foris...
«  ‘What | expect from everyone is...
«  ‘To be successful, you will need to...’

+  'To get high marks you will need fo...

They can also encourage students to think about what ‘good’
quality looks like by asking questions such as:

«  'What do you think you will need fo do fo...?’
+  ‘How can you make sure that you have achieved...?’

«  ‘What do you think | mean by saying...?'
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4.2  Assess students during lessons through effective questioning, listening
Example (Year 2): and ohserving.

At the start of every lesson, Noraini writes on the whiteboard: the
learning objective(s), what she is looking for in the students’ work
and what they will do to achieve the learning objective(s). This is
a way of sharing and clarifying the learning objectives, identifying
what is expected of the students and also describing what that
looks like within the activities of the lesson. It also signals clearly
how Noraini will be assessing the students. For example, in one
fesson:

1. Noraini identified the following learning objective;

‘To hear and say the initial sound in words and know which
letters represent some of the sounds’.

2. Noraini translated that into what the students would be
learning:

‘We are learning to hear and say sounds at the beginning of
words’,

3. Noraini then broke that down into the stages of learning
and aclivities that would take place in order to achieve the
obfective;

« e will listen to the sound at the beginning of a word.
+  We will say the sound out loud.
+  We will say the sound to a partner,

«  We will think of other words with the same sound at the
beginning.

+  We will write the letfer of the sound’.

By having this routine clearly established within all of her lessons,
MNaraini is able fo involve the students in the learning process from
the start of each lesson, ensuring they are clear about what they
will learn and also the way in which they will know they have been
successful.

Teachers should use effective questioning techniques (see sections
2.2, 2.3 and 2.4) to assess students” knowledge and understanding.

This includes fargeting specific questions to individual students
and using resources such as mini whiteboards fo assess all the
students in the class during whole class work. When students
are working independently in small groups, pairs or individually,
teachers should move around the class assessing them through
observing them work, listening to them discuss their answers and
ideas and questioning them individually.

Teachers should not anly ask testing questions fo assess students’
learning, but should use genuine enquiry quesfions to challenge
and probe their thinking and assess their conceptual understanding.

Example (Year 5):

Irene always walks around the class when they are working in
small groups, pairs or individually.

She targets a few students to spend time with during this part of
the lesson. She begins by asking the student to explain what they
are doing and she then asks a sequence of questions to probe
their understanding and assess their learning. Sometimes she
asks guestions to assess whether the student has understood and
made links to previous work. Over a few lessons she manages
to have individual discussions with all the students and assessed
their learning.

She also spends some fime sitting with groups, cbserving and
listening to their discussions. This helps her to identify what she
needs fo focus on in the whole class episode that follows, thus
adapling her lesson plan and matching her teaching fo the needs
of the students.
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4.3

4.4

Expose, discuss and address common mistakes and misconceptions.

It is not sufficient to merely identify and acknowledge whether a
student provides a correct or incorrect answer. Teachers should
analyse and understand the reasons for students’ answers and in
particular assess whether incorrect answers are due to mistakes or
misconceptions.

Teachers should use effective guestioning (see sections 2.3, 2.4
and 2.9) to probe and discuss students™ answers. They should
encourage students to explain their ideas and thinking as a way
of exposing possible misconceptions. Teachers should use
the discussion that follows to redefine and deepen sludents’
understanding and address any misconceptions. Teachers should
probe correct answers as well as incorrect answers, o assess
whether students really understand or have given the correct
answer through chance,

Teachers should know about common misconceplfions that may
develop and target discussion sometimes on these.

Identify quickly if a student fails to master a key skill, understand a
concept or procedure and intervene early and effectively.

Teachers should identify any students who are having difficulties,
making mistakes or developing misconcephions (see sechion 4.3)
and respond rapidly. Infervention could take the form of targefed
individual or small group support within the lesson itself, in the next
lesson, or outside the fesson but dunng the same day (see seclion
4.11). Intervention should usually invalve additional direct teaching
and guestioning of these students but could also invalve providing
additional support resources. It is important that any scaffolding is
gradually withdrawn so that these students reach a similar level of
mastery and understanding as their peers.

If a significant number of students are struggling with the same
concept or skill, then teachers should adapt their lesson plan and
re-teach with the whole class. They should not re-teach using the
same approach and examples, buf adopt a different approach
based on ftheir assessment evidence, which addresses the
parficular reasons why the students are nof mastering the skill or
undersfanding the concept. They should draw on those students
who have already mastered the skill or understood the concept
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to support their teaching by encouraging them to demonstrate
their learning to the other students and help their peers. Teachers
should also challenge those students who have already mastered
the skill or understood the concept by asking them more demanding
gquestions that deepen their knowledge of the same content,

Use the final plenary as an opportunity to refer back to the learning
objectives and assess the progress that students have made towards
achieving them.

Teachers should use the final plenary to as an opportunity to reflect
an and review the learning that has taken place during the lesson
(see section 1.3).

In particwlar, they should:

+ discuss and address common  mistakes and
misconceplions;

«  enable students to reflect on what they have learned by
explaining ideas to each other andfor identifying things
that they are stilf unsure about;

+  refer back to the leaming objectives and expected
learming outcomes and explicitly assess and discuss
whether they have been achieved,

+  provide feedback that helps sfudents to identify their next
steps and how fo take them.

Whilst the use of a plenary session should become routine, its
style and format should nof
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Examples of final plenary activities;

Hot seat. A student is asked to sit in the ‘hot seat’ at the front as
an expert and the other students are invited fo ask them questions
based on what they have been learning in the lesson. Alternatively
the student can be asked to summarise what they have learned in
the lessaon,

Lucky dip. The teacher andfor the students write down some
questions based on what they have been learning in the lesson
and put them in a box. Individual students then take out a guestion,
without looking at it first, and have lo answer it,

Traffic lights. The teacher refers to the lesson objectives and then
asks students: what they understand or can do well {sludents hold
up green cards or show thumbs up); what they are not 100 per
cent sure of (students hold up orange cards or show thumbs to the
side); what needs further explanation or aftention {students hold up
red cards or show thumbs down). Students are asked to give and
explain their reasons.

True or False, The teacher shows a stafement on a card based on
what the students have been learning in the lesson. Small groups
of sfudents are given 30 seconds to decide whether the statement
is true or false. They are then asked to raise cards saying either
true'or false’and have to justify their reasons. This is repeated for
other statements. Alternatively, students could be asked to decide
whether the statements are ‘ALWAYS lrue’, ‘'SOMETIMES lrue’or
MNEVER true’.

Key ideas. Students are asked individually fo write down three key
ideas’ that they have learned during the lesson. They then come
together as pairs to put their ‘key ideas'together and then agree on
only three, They then come together as a group of four and if time
allows a group of eight. Finally, each group feedbacks fo the whole
class in furn.

Key words. Students work in small groups fo make a set of key
word cards, drawing on the vocabulary used in the lesson, putting
each word on one card and the definition on the back. These are
then put on the wall for the whole class fo see and discuss before
being entered into a class subject dictionary.

Writing/talking frames. Studenis complete senfences such
as: ‘What | found difficultieasy was...” The most important part
was...) | need to improve on..’
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46  Assess students’ written work for understanding, rather than just
answers, identifying possible reasons behind any errors.

When marking students’ books, teachers should not only identify
and acknowledge whether a student provides a correct or incorrect
answer. Teachers should analyse and understand the reasons
for students’ answers and in particular assess whether incorrect
answers are due to mistakes or misconceplions.

Having marked the wrtfen work of all the students’ in a class,
teachers should reflect on what they have leamed by asking
themselves:

Did the majonty of students in the class succeed and
demaonsirate understanding?

Were there some skills or concepts that most students
found difficult? What inferventions are needed?

Were there any common mistakes and misconceplions?
What are possible reasons for these?

Which students failled to master a particular skill or
understand a particwlar concept? Who were these
students and what interventions are needed?

Was the task that they completed too difficult or foo easy?
How could the task be adapted in the future?

How could the approach to teaching the topic be adapted
in the so that all students develop appropriate procedural
fluency and conceptual understanding?

4.7  Provide cral and written feedback to students that helps them to know
what they need to learn next and what they need to do to get there,

Teachers should ensure that they create a supportive classroom
environment so that feedback fo students can be most effective.

All oral and writfen feedback fo students should:

acknowledge what they have learned:;

Teaching for English literacy | 45



+  help them to recognise their next steps in learning and

how to take them; Example (Year 5):
+«  scaffold or support their next sfeps; Hana recognised that her students responded betler to written
) ) comments on their writing if she gave them a specific ‘prompt’
*  encourage mf" correction of errors or improvement of a to make a change or improvement. She then provided time in
piece of work; lessons for students to make these changes.

+  avoid comparisons with other students;
For example:

+  provide students with the opportunity to respond.
Hana marked the story that Falma had wrillen. Fatma's

Effective feedback causes students to think and reflect rather than story ended quite abruptly. Previously, Hana might have
react emotionally. It helps them move forward and gives them commented. "Your story has a good plot and storyline.
confidence to move forward. However, it ends very suddenly’. Instead, she wrote: “our

story has a good plot and storyline. However, it ends very

Teachers should begin any feedback by recognising the effort a suddenly. You can improve your story by wiiting a longer

student has made, identifying good aspects of their work and being E”':?';"Q showing how the child was reunited with her family.
clear about what makes it good, before discussing how they can Write about how the parents felt at the end”.

improve it
As a result Fatma knew what she needed to do to improve

Teachers should use the opportunities created by students working the work and was able to wrile a more satisfying ending.

in small groups, pairs and individually to give feedback to individual
students and small groups. This should be the most frequent
and regular form of oral feedback as it is direct and immediate. 4.8  Encourage and support students to assess and review their own work
Teachers shouwld also use opporfunities that anse during whole and the work of their peers.,

class feaching to provide effective feedback to students.

Teachers should plan self- and peer-assessment opportunities info

Whitten feedback (‘marking’) should always indicate how the work lessons once they are sure that students understand what they are
can be improved. Written comments should aim to focus on whether aiming for.

the student has mastered the learning objectives associaled with

the task. Teachers should begin to develop students’ skills in self- and

peer-assessment by modelling how fo assess a task. This can be
done with the whole class using previous examples of students’
work. Teachers should then support students to become better af
assessing their own work and that of their peers through providing
them with assessment criferna for tasks. They should support
students fo start by identifying where criteria have been met and
then where things are missing. They should then help them fo
suggest what could be done in order to meet the critena.

Teachers can then provide opportunities in lessons for students fo;

«  explain to the whole class or a small group or a partner
what they did well and what could be improved in a
recently completed task;
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4.9

+«  write their own evaluative comments at the end of piece
of work describing how far they think that they have
achieved the learning objectives and whether there are
any ways they could have improved the work further;

+  discussing with another student or the teacher how far
they think that they (or the other student) have achieved
the learning objectives and whether there are any ways
they could improve the work further;

+  discussing and agreeing targets for improvement with the
teacher.

Example;

Aidah uses a prompt sheet to help her students engage in peer-
assessment. The prompt sheet supports them to use positive
and helpful language and to make evalualive comments based
on evidence, Examples of prompts include:

. What I really like about this is...

. This is your best sentence because...
*  You have met the criferia here by...

*  This section isn't clear because...

. You could make this even befter by. ..

«  To reach the next slage you need to...

Identify and respond to the different needs and prior learming of
students through effective targeting and types of questions during
whole class discussions.

Teachers should differentiate their questioning to meet the needs
of individual students, not differentiate the topics taught or the
learning objectives that they are working towards.
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They should make effective use of assessment evidence gleaned
from questioning, listening to and observing students (see section
4.2) to adapt their questioning to meet the needs of different
students.

In particular, they should use their knowledge of students' prior
learning to target queslions at specific individuals during whole
class discussions. Teachers should use such targeted questioning
to assess further the level of their understanding and any support
that they may need (see section 2.3).

Teachers should also use their knowledge of students’ prior
learning to choose the appropriate types of questions to ask
specific individuals during whole class discussions (see section
2.4). They should differentiate their questioning to scaffold and
support lower-attaining student’s thinking and to provide further
challenge to higher-attaining students.

410 Adapt tasks to match the different needs and pricr learning of students:
provide increased challenge for higher-attaining students and more
scaffolding and support for lower-attaining students.

Teachers should differentiate the tasks that they design fo meet the
different needs of individual students, not differentiate the fopics
taught or the learning objectives that they are working fowards.

They should make effechive use of assessment evidence gleaned
from gquestioning, listening to and observing students (see section
4.2) fo ensure that tasks are appropnately challenging for all
students (see section 3.3).

When planning, teachers should adapt tasks so that they offer
greater challenge to higher-attaining students and deepen their
understanding of the same subject content. Students who find
an aspect of the work difficult should be provided with greater
scaffolding and support. Forexample, a task could be; broken down
inte smaller steps; be supported by additional prompts; modified to
provide an easier level of challenge.
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Example (Year 9 Functional English):

Gilbert planned a short unit of work focusing on writing an effective
instructional text, The unit lasted for two weeks. Previously, students
had studied a range of instruclional texts, including carrying out both
effective and ineffective instructions, (for example: how to get from
A to B on a map, how fo make an egg sandwich) and built up their
knowledge as readers. This follow-on unit started with a lesson that
drew on what students already knew as readers so that they could
transfer this knowledge into their own wniting. In the cpening lesson:

1.  The class revisited fwo carefully selected instrucfional texts
that had been studied in previous lessons. Through whole
class teaching, Gilbert showed the students how to analyse
the sfructure of each and how fo choose effective vocabulary.
Through effective guesfioning he drew out their prior learning.

2. Together they drew up a set of agreed criteria for writing an
effective instructional text.

2. Gilbert then used shared wnling, in which he modelied how to
plan and compose the beginning of a new piece of instructional
wiriting.

4. After this, the sfudents worked independently (either individually
or in pairs) to plan their own text. Some students worked with
a pre-prepared planning sheet that included a flow chart to
help them fo sfructure their plan. They were also given a sef of
prompt questions so that they could check that their work met
the learning objectives.

5. In the final plenary, students worked in small groups to compare
their plans; one student from each group talked through their
plan to the whole class.

Gilbert listened carefully fo the presentafions in the final plenary
and realised that a number of students did nat yef have a clear
understanding of how to organise their ideas into a clear sequence.
Others were still struggling with using the correct imperative verb
form at the start of each instructional step. He used this assessment
information to modify his plan for the next lesson in the sequence. He
decided to focus more time with these two groups of students to re-
consider the structure and vocabulary of an instructional text. Whilst
he was working with this group, the other students who had made
good plans would work independently.
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411  Provide targeted support to students who are struggling through one-
to-one and small group teaching during lessons and outside of lessons.

When assessment indicates that an individual or small group of
students have failed to grasp a key idea, concept or have difficulty
mastering a specific skill, teachers should take immediate action to
support their learning (see section 4.4).

Teachers should ensure that they understand the reasons why
particular students are sfruggling. For example: a language/iteracy
problem; lack of understanding of a key concept; lack of prior
experience; or the result of a specific learning difficulty. Following
this, teachers should group together students who have a common
need so that they can provide appropriate targeted support in a
manageable way:.

Research evidence (e.g. Muijs & Reynolds, 2001) supports the use
of very direct, structured teaching and learning for students who
make slow progress. This may take the form of short additional
lessons (e.g. 20/30 minutes) that are focused on one key aspect
of language (e.g. vocabufary), concept, or skill. These additional or
‘extra’ lessons should proceed at a brisk pace, teaching students in
small sequential steps, accompanied by detailed explanations and
concrefe examples.
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Example (Year 6):

Through continuously assessing learning, Munah identified a
group of students who were not meeting expectations for writing.
She planned some targeted intervention lessons for these students
outside of their main lessons. She planned a structured approach
to each lesson that followed a pattern of:

Remember. Munah reviewed previous learming and
activated prior knowledge.

Model, Munah identified a key leaming objective and
showed students how to achieve it through demonstrating
and engaging them in the thinking required.

Try. Munah set students a short task that they could
achieve success in with her support.

Apply. Students worked independently on a similar fask
{e.g. same problem, different content; same reading skill,
different text). Munah focused on providing support and
feedback to individuals.

Review. Final plenary to secure the learning.
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