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Bilingualism is an important yet under-researched field of study. Ofsted (2005) defined advanced bilingual
learners as: 'pupils who have had all or most of their school education in the UK and whose oral proficiency in
English is usually indistinguishable from that of pupils with English as afirst language but whose writing may
still show distinctive features related to their language background'.

A pilot project set up in January 2004, aimed to increase 'the confidence and expertise of mainstream primary
teachers in meeting the needs of advanced bilingual learners and also raising the attainment of bilingual learners.
Asthe pilot developed it grew to include less advanced bilingual learners too. The pilot aimed to improve
attainment of all these learnersin literacy and numeracy, and to promote effective pedagogy and practice for
pupils with English as an additional language. The pilot was set up by the Primary National Strategy (PNS) in
partnership with the Ethnic Minority Achievement (EMA) Unit within the DfES in seven local authorities (LAS).

For this TLA research summary, we selected and summarised a study that reported on:

® how pupils and teachers benefited from the pilot

® therole of LA consultants in participating schools

® teaching and learning approaches

® how teachers and pupils were supported during the pilot

® the school factors that supported the programme, and

® interventions and practice that were influential in achieving the aims of the project.

The study is:

White, Kerensa, Karen Lewis and Felicity Fletcher-Campbell. Raising the Achievement of Bilingual Learnersin
Primary Schools: Evaluation of the Pilot/Programme. London: DfES (Research Report RR758), 2006.

Although the study refers to 'bilingual’ and 'non-bilingual’ as well as learners with English as a second
language, in this summary we have opted for the terms EAL and non-EAL learnersfor simplicity.
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Because this programme involved individuals and organisations at different levels - LA, school, teachers - there
is considerable detail about organisational and management issues connected with the programme. Nonethel ess,
the importance of the learning environment and whole school support is clear and we have highlighted how
closely the two are interconnected in this summary. The summary isillustrated with examples from the study and
is complemented by a number of case studies which provide extra detail about schools' practicein relation to
EAL teaching and learning and about the key role of EAL specialist teachers.

Back to top

Overview

The RfT summary looked at the study Raising the Achievement of Bilingual Learnersin Primary
Schools: Evaluation of the Pilot/Programme

Why istheissueimportant?

In many local authorities and schools there are significant numbers of children from ethnic minority
backgrounds for whom English is an additional language (EAL). Thereis plenty of evidence that lack of
fluency with English isabarrier to learning for many of these children.

What did the study find out?
The study found that the programme helped pupils with EAL:

® t0 be more confident and to have higher expectations of themselves
® t0 ask more questions and 'expect to understand'
® t0 be more prepared to use their home language in school; and

® t0 be more 'on task' and focused.

How was this achieved?

Inthis RfT, we look at the importance of creating effective action plans that included accessible targets,
making appropriate resources available, effective targeting and monitoring, appropriate and effective
organizational and managerial structures for developing and supporting teaching and learning in the schools.
Teaching approaches that made language development a priority were also critical to the success of the
programme.

How was the resear ch designed to be trustworthy?

Local authority personnel and practitioners were consulted in 21 schools within seven local authorities
through interviews and visits. There were follow-up visits to 13 of the schools and visits to a further four
schools.

What aretheimplications?
The research showed the importance of:

® teachers encouraging children to develop their language skills in their home and engaging parents to help them
develop the skills, such asreading in their home language

® teachers deploying strategies that provided effective support for speaking and listening among EAL learners such as
guided reading, reading buddies, speaking frames, for example; and

® schools offering CPD for mainstream teachers in relation to the learning of EAL pupils, informed and provided by
EAL specidists.

What do the case studiesillustrate?
The case studies show, for example, how:

® teachers and EAL specialists collaborated to plan and deliver effective teaching to EAL learners



® parents and other adult volunteers were helped to become more confident and proficient in reading with learners,
including those with EAL; and

® how a school organised an effective, whole-school approach to the teaching and learning of EAL pupils.

Back to top

How did the pupils benefit?
Assessment data showed:

® significant improvementsin English for all

® English as an additional language (EAL) pupilsin the pilot programme schools compared with EAL pupilsin non-
programme schools

® no difference in science and maths achievement - researchers concluded this may be because the effort was on English
teaching and approaches were less embedded in science and maths, and

® no difference in the rate of improvement between EAL and non-EAL pupilsin programme schools - researchers
suggest this means the programme benefited all pupils

Teachersin the participating schools reported that the pilot activities encouraged EAL pupilsin a number of
ways, including:

® having higher expectations of themselves

® heing more confident

® asking more questions

® 'expecting to understand'

® heing more prepared to use their home language in school, and
® heing more 'on task' and focused.

Teacher interviewees explained that the benefits of using talk partners were:

® encouraging children to talk in a more constructive way and to keep 'on task'
® more articulate responses, often from pupils who were reluctant to contribute, and

® children who were more confident talking one-to-one with another child in their first language than to the whole class.

How did teacher s benefit?

The research suggested that the confidence of teachers and teaching assistants was enhanced by their work
with the pilot, particularly when they worked collaboratively with consultants from the LA (see next section).
Specifically they reported gainsin:

® insight into the general difficulties encountered by key stage 1 and 2 pupils with EAL and the reasons why these
difficulties inhibited the pupils attainment in national tests

® insight into the specific difficulties encountered by individual groups of pupils within the EAL cohort (e.g. such as
different sets of tenses or anomalies in vocabulary)

® awareness of links between EAL teaching and learning and other current
initiatives such as Assessment for Learning

® understanding of how the pilot strategies could be integrated into regular
classroom routines and approaches for all learners

® extension of the individual teachers repertoire of strategies, techniques and presentations for use in the classroom
® opportunities to observe new models and get constructive feedback from the consultants (see next section)

® support from senior leaders, and



® collaboration with other teachers.

In some cases the teachers learned new strategies from the consultants; in others the consultants hel ped
teachers adapt existing strategies; and on some occasions consultants hel ped teachers re-engage with
strategies that had fallen into disuse.

Who werethe pilot consultants and what was their role?

LAs appointed consultants to work with schools on pilot activities. Whilst the numbers of consultants, who
served groups of schools, differed from LA to LA, each school was allocated approximately ten days of
consultancy time. Schools usually had an input into how the consultants were deployed. It was important that
the consultants had the relevant pedagogical knowledge and expertise and the skills to work with school
senior leadership and with teacher practitioners in the classroom.

In most schools, the consultant worked with the leadership team, class teachers and TAsin a number of ways,
including:

® aninitial diagnostic visit

® co-teaching strategically targeted year groups

® co-teaching with individual class teachers on prioritiesidentified by the school

® working with class teachers on integrating EAL strategies into existing units of work, and
® observing and monitoring classroom practice after strategies had been introduced.

One example of a consultant supporting teachers involved the strategy of guided reading. The consultant
worked with year 3 teachers. After selecting and grouping the target pupils, the consultant modelled a guided
reading session, and team taught with the teachers. In another school, the consultant held one-to-one sessions
with the teacher on speaking frames. In this strategy children orally "fill in" a speaking frame; this encourages
them to learn to listen to others, imitate, and invent and adapt |anguage patterns. One class teacher explained
that these sessions made her feel confident that she was using the speaking frames correctly in her classroom.

Case study ldescribes how teachersin a London borough undertook professional development activities
aimed at supporting EAL learners.

How did schoolsidentify and plan to addresstheir pupils needs?

A diagnostic visit by the consultant helped schools to write atermly Raising Achievement Plan (RAP) which
identified the targets and included an action plan to meet them. In most schools, the RAPs were written by the
headteacher, together with members of the leadership team and the pilot consultant. RAPs had a common
format which included detailed objectivesin four areas: leadership and management, teaching and learning,
conditions for learning and partnerships beyond the classroom. In one school at least, the RAP was
incorporated into the school's development plan; over time more schools took this approach as it made the
programme more sustainable.

The diagnostic visit and the RAP set the context for the work of teachers.

Some teachers felt their first RAPs had been over-ambitious and they had not been able to meet all the success
criteria. Several teachers commented that the second and third RAPs had more focus on embedding and
monitoring targets they set in the first RAP. Others believed their first RAPs were too vague; and that in later
RAPs success criteria, and means to achieve them, were sharpened up.

The majority of schools saw the benefits of writing termly RAPs, including

® focusing teachers' minds through short term plans
® enabling teachers to take ownership of their actions

® clearly setting out who was accountable for the actions
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® establishing success criteria, and

® creating atime frame.

What teaching and lear ning appr oaches helped?

Teachers recognised the need to prioritise speaking and listening. One headteacher commented: 'Raising
standards is not about putting up signsin different languages - that doesn't make any difference...What makes
adifference is good quality teaching and learning and really focusing on the speaking and listening input.'

Strategies teachers used across a range of contexts and which seemed to be helpful in enhancing pupils
understanding and devel oping their language use are described below.

Curricular/layered targetsto plan for language development and curriculum access

Whole-school targets (one each for reading, writing and mathematics) were

identified from an audit of attainment against the progression strands in the 2006 Primary Framework and the
schools original target statements for reading and writing. The curricular targets were translated into year
group targets for each half-term or more frequently, and were based on age-related expectations. School staff
used them to guide teaching and learning and prepare the ground for future assessment. One numeracy
coordinator believed the Numeracy Strategy 'darted around too much' and children were being taught too
many different thingsin any given period. Layered targets enabled him to return to focus on one aspect for a
number of lessons.

Planned opportunitiesfor speaking and listening

Schools made use of planned speaking and listening activities aiming to increase speaking and reduce time
spent only listening. As one headteacher explained, teachers used to talk at children and explain words; now
they realise children need to talk...". Speaking and listening activities were mainly whole class, although small
groups were sometimes used. A range of strategies for structuring dialogue were used, for example, in one
school, speaking and listening activities were planned using roles in dialogue. Children were each designated
arole - chair, reporter, scribe and observer - and were asked to debate a particular issue. One class teacher felt
this had worked well asit focused pupils' attention on their role. Teachers a so found speaking frames and
guided talk helpful; they became more aware of modelling and scaffolding language for EAL learners,
recognising the importance of speaking in structured sentences and rephrasing sentencesto aid
comprehension. Teachers also used 'talk buddies where pupils were given planned opportunities to talk with
one another in English or their first language. Tak partners were used in English and mathematics when
pupils were asked questions, and at the beginning and end of |essons.

Teachers who wish to look more closely at the role of dialogue in the classroom may be interested to read our
earlier RfT on the work of Wegerif and his colleagues, Raising achievement through group work:

Theuse of first language

First language was used by children to learn - rather than limiting it to its use by adults for explanations. By
the end of the pilot year, approximately two thirds of schools were attempting to promote the use of first
language as atool for learning more in the classroom. However, some monolingual teachers did not feel
confident using pupils first languages and preferred it when bilingual TAs were present in the classroom to
give them support.

In one school, teachers set up an Urdu class for pupils in which lessons were delivered by an Urdu speaking
TA to high achieving bilingual learners. Thiswas one of the most successful aspects of the pilot for this
school.

Case study 2describes additional strategies for supporting EAL students; it shows how an EAL specialist and
science teacher worked together to design and implement a more appropriate teaching and learning
programme for EAL learners.

How wer eteacher s supported?


http://www.gtce.org.uk/teachers/rft/bilingualism0709/bilingualism0709casestudy/casestudy2/

Support was based around the work of the pilot consultants, appointed by the LAS, and trained and supported
by them and by PNS regional directors. The two groups worked together to provide participating schools with
aprogramme of eight whole-staff professional development sessions which could be used flexibly to meet the
specific needs of schools. Once a consultant was employed, his/her contribution to particular schools was
negotiated between themselves and senior leaders in schools. In the mgjority of schools, an EAL coordinator
was appointed to manage the pilot. Thiswas often a more senior member of staff but afew were class
teachers. In many schools, the EAL coordinator had akey role in driving the pilot and acting as the mediator
between the consultant and other staff.

School based devel opment was built around a number of strands:

® |eadership and management

® teaching and learning: including language devel opment, curriculum access and assessment for learning
® conditions for learning, and

® partnerships beyond the classroom.

Within schools, the professional development programme was most positively viewed by staff when it:

® \was negotiated from the outset by the senior leadership team and the consultant

® wasjointly delivered by (internal) school staff and the (external) consultant

® was explicitly linked to the current needs of the school

® offered new ideas and approaches and/or supported staff in using strategies they were already familiar with
® \was accessible to all staff, including teaching assistants, and

® \was supported by effective use of consultant time to ensure that professional development was enacted in practice.

How wer e pupils supported?
Two main ways of supporting children were through TAs and partnerships with parents/carers and the
community.

Deployment of TAs

Staff commented that the pilot had enabled schools to recognise the potential of working with their TAsin the
classroom and to build up TAS skillsin appropriate areas. There was evidence that TAswho weretrained in
the pilot were being deployed differently. Significantly, in many cases TAs were working with teachersin the
classroom with atarget group of pupils, on particular tasks. By working with EAL learnersin the classroom
rather than withdrawing them, classrooms became more inclusive. Some of the specific tasks TAs carried out
included:

® supporting guided reading
® speaking in first languages (guided talk), in all areas of the curriculum, and

® analysing the language used in National Curriculum test papers to identify areas which caused EAL |earners particular
difficulties.

In one school, the headteacher redeployed bilingual TAs across the whole school, rather than focusing their
work in key stage 1, in order to spread their expertise more widely.

Development of partnerships beyond the classroom
Two practical activities planned to devel op partnerships beyond the classroom were to:

® give staff the skills needed to liaise with members of the community, and
® involve minority ethnic parents more widely in school life.

Parent Family Learning Groups were established. These aimed to increase the involvement of parentsin their
children's education by providing information about the pilot and teaching strategies being used and



providing practical examples of how they could help their children's learning. For example, teachers helped
parents to recognise English coins which in turn enabled them to help their children to count and handle
money. Other examples of activities designed to help parents included:

® encouraging parents to hear pupils read and inviting them in to read stories to the children in English and their first
languages at the end of the day

® presenting numeracy and literacy workshops for pupils and parents
@ discussions about the importance of attendance for their child's education, and

® designing a new and easier induction process for newly arrived pupils and their parents. The new procedure was
developed in one school and shared with other schoolsin acluster.

One school sent a curriculum newsletter on speaking and listening to parents which described the different
strategies, such as group work, guided talk and speaking frames, in user-friendly language. It also outlined
possible ideas about when parents could use first languages at home - e.g. when they are getting ready in the
morning, coming home from school and discussing homework.

Case study 3illustrates an approach to training parents and other adults in supporting children's literacy
which is particularly relevant to parents of children with EAL.

How did L As help schools and teacher simplement the pilot?

The pilot was led, and pilot consultants managed, by managers of the Primary National Strategy (PNS) and
the Ethnic Minority Achievement Service (EMA). In this way the pilot became embedded in the Primary
National Strategy which made it possible for participants to gain access to professional development based on
local specialist expertise. In some authorities, the collaboration between the two LA teams - PNS and EMA -
was innovative as respective managers/teams had not previously worked together.

A key initial task LA personnel shared with schools was the diagnostic visit. LA officers and the school
|eadership team analysed the school's existing provision for EAL learners using performance and self-
evaluation data. The LA consultants provided feedback on lesson observations and audits of the learning
environment and the school's planning.

LA management was most effective in the following areas:

® choosing pilot schools based on a sound knowledge of school's provision for EAL pupils and the capacity of the
school to make good use of the pilot resources

® showing participating schoolsit was itself clear both about the aims of the pilot and its application to the schools
(including the target group of pupils)

® including senior leadership within the authority in support of pilot activities and in engaging in collaboration aimed at
promoting a coherent LA approach across a range of other specialist work

® jdentifying and creating access to resources

® devel oping appropriate means of monitoring and evaluating the pilot in order to support and disseminate its processes
and outcomes, and

® identifying networks and providing opportunities for sharing good practice.

Schools which used the tools, such as speaking frames, but did not share funded external advice/consultation
were less successful in improving outcomes for EAL pupils - suggesting the importance of externa specialist
input.

Thisfinding chimes with the findings of areview of effective CPD carried out in 2005-7 by Cordingley, P. et
a. (2007) which highlighted the crucial role of specidistsin effective CPD. (See Further Reading).

What part did the schools play in implementing the pilot?
A leadership team within each school was responsible for implementing the pilot. In most cases this was
made up of headteacher/deputy head, literacy and numeracy coordinators and the EMA coordinator in the
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school. To identify the specific needs of the school and the part the consultant could play, senior leaders and
relevant middle managers, the consultant and relevant local authority advisers carried out structured audits,
leading to a RAP (see next section). The pilot built upon other work schools were doing to create an inclusive
curriculum.

Schools which participated in the pilot used a number of activities to enhance the learning of their EAL and
non-EAL pupils, including:

® dual language displays (e.g. displaying key vocabulary; signs and instructions; languages spoken)
® visual resources (e.g. whiteboards, 3D objects)
@ photography (in one school, photography had been used to build a storyboard to bring the story to life for pupils)

® hetter opportunities for representing minority ethnic cultures and allowing the curriculum to be more culturally
inclusive (e.g. celebrating alanguage of the month; promoting Black History Month), and
® collaboration between a consultant and the race equality coordinator to review the school's existing policy on race
equality.
In anumber of schools changesin staff deployment were made as aresult of the pilot. Thisillustrates the
importance of the involvement of senior leaders who could respond to emerging outcomes from the pilot and
take strategic decisions based on the evidence.

Case study 4describes awhole-school approach to supporting EAL learners that hel ped to rai se achievement
for al learners.

Schools and teachers a so recognised the importance of sharing good practice from their pilot activities and
welcomed the opportunity for further work with other schools through:

® networks of pilot schools, and
® dissemination of good practice.

Networking amongst pilot schools had occurred in approximately half of the case study LAs during the pilot
year. Inone LA, the consultant set up termly meetings for EAL coordinators and other teachersin the
borough. Staff found them useful as away of sharing innovative practice and resources. In ather LAS, the
consultant brought together teachers from pilot schools on single occasions. For example, a consultant had
taught all the literacy coordinatorsin one LA about specific teaching strategies for EAL learners. In another
example the consultant arranged for the EAL coordinator and assessment coordinator in one school to visit
colleagues in another school to see how curricular/layered targets were being used.

How wer ethe data collected?

Personnel and practitioners were consulted in 21 schools within seven LAs through interviews and visits.
Seven local authorities were selected to participate in the evaluation which took part in three phases between
May 2004 and April 2007. Key staff consulted in each LA included the Primary Strategy Manager, the
manager of the EMA service and the pilot consultant. There were also visits to 19 schools across the seven
authoritiesto interview arange of staff (total of 116 interviews). There were follow-up visits to 13 of the
schools and visits to a further four schools recommended by the L As for having made interesting
developmentsin their initial year of the pilot and more telephone interviews with school staff. Three
interviews were conducted with the regional director(s) during this period. This report primarily focuses on
the findings from the case study school visits.

Datawere analysed in relation to:

® monitoring the inclusion of EAL strategiesin planning
® observing the use of teaching and learning strategies in lessons

® undertaking baseline assessments on the attainment of EAL learners
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® assessing language devel opment
® target setting, and
® monitoring and tracking the progress of EAL learners.

Schools evaluated their progress through:

® evaluation of RAPs, and

® end of year assessments.

Pupil performance data was analysed for the years 2004, 2005 and 2006.

What aretheimplications of theresearch?
Teachers wishing to develop their own EAL practice might like to consider the following implications of the
findings of this research:

® The study emphasised the importance of learning in pupils home language. Could you encourage your children's
parentsin order to help them develop reading skillsin their home language. Could you link up with institutions such as
community centres or mosque to discuss how learning in school can be linked most effectively to first language
learning?

® The study highlighted the value of interactions between pupils and parents. Could you give parents and carers more
guidance on activities that they could do at home to support their children's learning such as reading books, listening
to them read, experimenting with money?

® The study referred to a number of strategies that were effective in supporting speaking and listening among EAL
learners such as guided reading, reading buddies, speaking frames, for example. Do you have any experience of these
strategies? Would you find it helpful to work with - and possibly observe - your colleagues to refine your, and their,
practice in these areas?

School leaders may wish to consider the following implications for whole-school EAL development:

® The research suggested that speaking and listening skills are important. Do you have a whole school strategy for
developing your pupils speaking and listening skills across different curriculum areas? Could the opportunities
provided to the pupils at school be complemented by work with their families? Are there any existing home-school or
home-community links you could build on?

® The pilot programme was very structured and involved collaboration at a number of levels: between local authority
leaders and schoal |eaders, consultants and school |eaders, consultants and school staff as well as between consultants
and staff involved in other strategies like EMA support. Isit possible for you to access on-going support from your LA
that would enable you to develop a programme for EAL learnersin your school similar to that described in the study?

Gapsin theresearch

Gaps that are uncovered in afield of research also have a useful role in making sure that future research
builds cumulatively on what is known. But research also needs to inform practice, so practitioners
interpretation of the gaps and follow-up questions are crucial. In relation to research on the learning of EAL
students greater information would be helpful in a number of areas including:

® more detail about classroom teaching and learning, process perhaps through an observational study
® the role of interaction with other pupils and adults, and
® theimpact of cultural differences on learning.

Do you think that research exploring these questions would help you inform your practice? Which issues are
of most interest to you?

What isyour experience?

Do you have any evidence about what enhances the learning of children with EAL? Do you have action
research or enquiry based development programmes running that explore, for example, the impact of
particular teaching and learning strategies on children with EAL? We would be interested to hear about



examples of effective strategiesin or out of school that have helped bilingual learners, which we could
perhaps feature in our case study section.

Your feedback

Have you found this study to be useful? Have you used any aspect of this research in your own classroom
teaching practice? We would like to hear your feedback on this study, which we can share and use to inform
our work.

® cmail: research@gtce.org.uk

Back to top

Case studies

We have chosen four case studiesto illustrate different aspects of the programme featured in our
RfT summary.

Case study 1 describes the professional development needed if teachers are going to make a
difference to the achievement of English as an additional language (EAL) pupils.

The second case study describes the way in which a science teacher and a EMA specialist support
teacher worked together to improve outcomes for learners with EAL in science.

The third case study illustrates how parents and other adult volunteers can be hel ped to become
more confident and proficient in reading with learners, including those with EAL.

Thefinal case study provides an example of a school that devel oped effective whole-school
practice in the teaching and learning of EAL pupils.

Specialist teachers' support for mainstream teachers CPD

This case study shows how involving EAL teachersin literacy training brings benefits for teachers and pupils.
Whilst it is actually drawn from key stage 3 (Years 7 and 8) we believe it has the potential to inform literacy
teaching in the primary school too. The case study is based on the experiences of alocal literacy consultant
and an EAL adviser and of teachers and pupils at Swanlea School in Tower Hamlets. They believe much of
the pedagogy that underlies the literacy strategy is good practice for the inclusion of EAL students. Promotion
of oral language, interactive teaching, group work, teacher modelling - all key elements of the literacy
strategy - are also key features of the learning of children whom have EAL.

Professional development for teachers of EAL pupils

This collaborative effort enabled EAL teachersto play akey part in training teachersin literacy learning.
Deryn and Ranjna believe LAs should be encouraged to see the link between the two areas and to ensure that
EAL colleagues areinvolved in delivering and embedding the teaching and learning approaches at school and
classroom level. They suggest that at LA level it means using the EAL adviser to co-deliver cross-curricular
materials and English training as well. At local training days, they suggest that both the head of EAL in each
school and the head of specia educational needs (SEN) should attend.

Therole of the school and department

They believe that a whole-school responseis critical. At school level, leaders need to be aware of the key role
that EAL and SEN colleagues can play in transforming teaching and learning and to identify clear roles for
them. At department level this meansinvolving EAL staff in training, focusing on the literacy of each subject
area. This should help departments identify strengths and weaknesses in their teaching of the language that
supports learning within their area. Deryn and Ranja encouraged collaborative learning, where each partner
values the contribution that can be made by others. This approach also encouraged collaboration between the
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departments by identifying common aspects of focused language development. Again, EAL and SEN teachers
were in aposition to play a central rolein the process.

Collaborative working to meet pupils needs

Deryn and Ranjna believed targeted EAL support was essential if pupils were to gain access to information,
improve their understanding, and make progress. They believed a key starting point was an initial analysis of
what pupils can and can't do at word, sentence and text level including identifying points of difficulty where
pupils reach a'plateau’. They believed thiswas helpful for al pupils not just those with EAL. They also
identified a number of key areas such as collaborative planning with afocused EAL input, and team
teaching - particularly in relation to word and sentence level work. EAL teachers' specialist language
knowledge of sentence level grammatical structures was potentially especially useful herein modelling
language features or approaches to help pupils be clear about what they are trying to write. Such a clear focus
on language objectives would enable EAL teachers to break down learning tasks to the level appropriate for
pupils. EAL teachers were also an excellent source of expertise in setting up investigative group work and
pair and group talk.

Literacy teaching and learning at Swanlea School

Swanlea School provided an example of how professional development and teaching literacy worked in
practice. The heads of English, EAL and SEN at the school attended a three-day English training programme
together. The EAL specialist attended literacy across the curriculum training accompanied by an English
department colleague. They subsequently jointly planned and led atraining day on this back at school.

At the beginning of the school year school |eaders implemented support from SEN and EAL departments for
Englishin Year 7, which was taught in mixed ability groups. The main features of the strategy included:

® hlock-timetabling all English lessons

® giving the teachers a protected period together once a week for shared planning, and

® providing each teaching pair (EAL specialist plus English teacher) with an additional period so they could produce
differentiated materials for group work and 'starters - word and sentence level short activities.

EAL specialists presented the starter activities, and in practice often co-taught with mainstream colleagues.
Starters were followed by an introduction to the key objectives of the lesson, followed by individual and
group activity which gave pupils the opportunity to work on specific learning areas. The EAL and the English
teacher supported pupils during these activities. Plenaries were led by the EAL or English teacher and
provided pupils with the opportunity to reflect on the lesson objectives and their learning.

What impact did the strategy have?

The teachers believed that the extra support offered to Y ear 7 pupils was paying off. This was supported by a
visiting regional director who was so impressed by their classroom practice that lessons were filmed for a
National Literacy Strategy video included in the material sent to all secondary schoolsin England to support
the key stage 3 literacy strategy. An OFSTED report commented: '(The) school is on track to significantly
increase the percentage of pupils gaining expected and higher levels at key stage 3 in English, mathematics
and science. Available CV A results show a significant improvement, overtaking those at LA and national
level.

Reference

Deryn Hall and Ranjna Dudhia, London Borough of Tower Hamlets
The information on which the case study summary is based is accessible on the Literacy Today website:

National Literacy Trust: Bilingual benefits

I mproving outcomes in science for learners with English as an additional
language (EAL)
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Whist this case study mainly focuses on Y ear 7 pupils we believe it has a number of key messages for
teachersin the primary phase too. De Ferrers Specialist Technology Collegeis an LEA Comprehensive
School with 1800 pupils and over 100 members of staff situated on the outskirts of Burton on Trent. The
project was undertaken in conjunction with the science faculty. It involved an EMA specialist and a science
teacher. Two classes of Year 7 students were involved in the project. Studentsin Y ears 7-10 were
interviewed. The teacher-researchers also used videoed and taped recordings of minority ethnic pupilsto gain
apicture of difficulties they felt they encountered and how they might be addressed. In total, over 100
students took part in the study. Ethnic minority pupils form approximately 10% of the college's population.

The two teachersinvolved in the collaboration had two main aims:

® 10 see how the science curriculum at KS3 could be made more accessible for EAL learners of Pakistani origin; and
® t0 develop an effective teaching partnership between specialist subject staff and ethnic minority achievement grant
funded (EMA) support staff.

What problem did the study aim to addr ess?

This research was prompted by an analysis of the school's national test results, which showed that pupils of
Pakistani origin were falling behind the main school population in terms of achieving Level 5 in mathematics
and science. The gap between the majority school population and Pakistani girls was even greater than that
for boys. The teachers wished to find out why these students could achieve Level 5in English, but not in
science.

How did teacher s decide which strategies would be helpful?
In the first term of the project the teachers conducted interviews with pupils and used the findingsto help
them plan the project activities for the second term. They developed a variety of strategies, including:

® games and activities using key words from learning content

® worksheets to aid writing connected with experiments-such as planning and drawing conclusions from results
® \writing frames to 'scaffold' students' report writing

® worksheets using DARTSs (Directed Activities Related to Text) activities, and

® ascience dictionary for Year 7 pupils.

Games and activities using key words were based on approaches such as card games matching words and
meaning, and putting key words in sentences. These were designed for pairs or small groups of pupils.
Teachers also created word searching activities for example, a'four in arow' game (using true or false
questions to compl ete the game).

Prepared worksheets aided pupils in writing up experiments; these involved cloze activities - which are based
on word prediction, sequencing and use of tables. Writing frames hel ped to structure pupils' report writing,
offering them sentence stems, connectives, and specific vocabulary they could follow.

A science dictionary was also published containing key words for each topic with simple definitions.

What wer ethe outcomes of the project?
Discussions with students, classroom observations and analysis of teaching and learning strategies gave an
insight into how the science curriculum could be made more accessible for EAL learners.

Many pupilsidentified new vocabulary as an issue. They felt new words were 'coming at us too quickly' for
them to learn their meanings. When asked why they didn't ask the teacher, one pupil replied, 'l didn't want
the teacher to think | didn't understand because they might think I'm in the wrong set, but | don't understand
because I'm learning in another language'.

The pupil interviewees all agreed dictionaries containing specific scientific definitions of words would be
helpful. One highlighted the inadequacies of standard dictionaries, "When | look in adictionary for aword |



see lots of explanations but | don't know which is the science one'.

All interviewees felt that they enjoyed practical lessons the most and learnt the most during them. They
identified writing in science as difficult because they are uncertain about which voice to use, passive or active.
They aso had trouble deciding what had to be included in their writing. One student commented that 'l wrote
down method, result and conclusion for lots of experiments and never understood and still don't know what to
writein each heading'.

Some pupils commented that they had to copy from the board whilst the teacher was explaining the work.
They found this particularly frustrating, as they could not concentrate on the explanation as they were fully
occupied with accuracy.

Few pupilsfelt that Urdu translations would be useful. However, they all felt the benefits of having other
EAL studentsin their group as they could talk things through in their first language (Punjabi-a spoken

language).

What did the project achieve?
The strategies used were evaluated through student comment, end of module tests and classroom
observations. The researchers found:

® specific teaching on keywords helped pupils improve their oral contributions and they were more likely to use the
correct vocabulary
® pupils found the dictionaries most useful: their written work improved in terms of structure and use of specific science
vocabulary and the end of topic tests showed an improvement for the mgjority of the group; and
® pupilsfelt they were taking a more active part in their report writing, not merely copying from the board.
Reference
Julie O'Connor, National Teacher Research Panel summary: Improving outcomes for learners with English as
an additional language (EAL) in science

National Teacher research panel publications website

The Better Reading Partnership, Partnersin the FAST LANE

We chose this case study because it illustrates the FAST LANE (Families And Schools Together Literacy
And Numeracy for Everyone) approach. Thisis used to train reading volunteers and parents reading to their
children using the principles of the Bradford Better Reading Partnership. As the author of the original case
study commented: 'Many parents comment "I just don't know how" when asked to support their children with
reading.’ Thisis particularly likely to be the case with parents of children with EAL. The FAST LANE
programme enabled parents to access three different types of training, accredited at varying levels, to help
them support their children's reading more effectively:

® Reading at Home: Informal parents’ workshop (one hour)
® Reading Friends training (three two-hour sessions)
® Better Reading Partnership (two days plus one half-day follow up)

Parents workshops covered the importance of parents talking about pictures in books their children are
reading. Not only does this help the child but parents who are not confident themselves when reading can use
them to support their child's reading. Referring to pictures provided parents with away of introducing names
of characters, linking new words to the illustrations, and relating the story to the child's own experiences.

Workshops emphasised the importance of praise and the avoidance of the word 'No'. Children responded
more positively to: 'Have acloser ook at that' or "What went wrong there? Pupils with EAL particularly
benefited from additional questioning in afriendly, conversational tone, to probe their understanding: "Why
do you think he did that? or "What do you think would happen if...?


http://www.standards.dfes.gov.uk/ntrp/publications/

Parents learned to encourage their child to use picturesto read on and make guesses about the meaning of
difficult words. Once they saw the results, parents realised they can really make a difference to their own and
other children's reading skills: 'My little boy isreally keen to read now when he comes home'. Or as a class
teacher commented: 'It really makes a difference ... makes the children feel much more confident'.

Reading Friends sessions involved adults meeting their pupil once or twice aweek for half an hour, under
the supervision of atrained support worker. The reading partner notes down when the child then uses the
three reading strategies. grapho-phonic (visual), syntactic (structure) and semantic (meaning). Weaknessesin
the pupil's understanding are addressed through prompts such as: '‘Does that ook right?, and 'Does that

make sense? Adults give pupils specific praise for what they achieve.

The Reading Friends encouraged the children to look for meaning from the whole text and the supporting
illustrations, rather than the individual letters of words. Initially the adults were retired people from the local
community who were eager to support children in school. The scheme now has parents hel ping out, including
some who were already in school as lunch-time supervisors. Following the success of the first Reading
Friends group, set up in February 1997, there were now 25 groups in school throughout Kirklees. Five schools
had two groups operating successfully.

Better Reading Partnership training was for parents who have successfully taken part in a Reading Friends
project or have been supporting pupils regularly. They were recommended for further training by the
participating schools. The training was accredited through the Open College Network at levels one and two,
leading to a Better Reading Partnership qualification at level three. Adults with Better Reading Partnership
training were expected to maintain weekly progress records and analyse the child's strengths and weaknesses
in more detail than the Reading Friends did.

What impact did the programme have on pupils and adults?

Typically over the ten weeks of the programme pupils showed athree to 18 month increase in reading age, as
well as more positive attitudes to reading. Parents liked being able to support their own children at home as
well as the pupils they work with in school, gained in confidence and appreciated being able to acquire
accreditation. Involving volunteers other than parents brought other benefits such as helping to strengthen the
school's links with the community.

Reference
Anne Dunford, FAST LANE coordinator for the Reading Partnership, Kirklees

National Literacy Trust: Partnersin the fast lane

Good Practice Case Study: Tredworth Junior School

This case study shows how ajunior school developed policy and practice to ensure equality of accessto the
curriculum for all pupils, including those for whom English is an additional language (EAL). The school
adopted a whole-school approach that included direct language support from a specialist teacher. The whole-
school approach was based on creating a learning environment that encompasses a varied range of teaching
and learning strategies, multicultural and multilingual resources and displays, and whole school celebrations
that embraced a wide range of world cultural events.

Aim
Specifically the school aimed to provide effective learning opportunities for all pupils, by setting suitable
learning challenges, responding to diverse learning needs, and overcoming potential barriersto learning.

Factor s under pinning work with bilingual and multilingual pupils
The school recognised a number of background factors as being key to progress for EAL pupils, including:

® recognition of the importance of home language


http://www.literacytrust.org.uk/Pubs/Dunford.html

® treating racism and bullying seriously

® strong home/school and wider community links

® | earning environment that is sympathetic to avariety of cultures
® resources, which include bilingual materials; and

® curriculum, which portrays positive images and role models.

Theroleof the EAL specialist teacher

The school received language support (currently 0.5) from an EAL teacher from the Ethnic Minorities
Achievement Service (EMAS). The EAL teacher liaised with the school multicultural education co-ordinator.
The involvement of the EMAS teacher in school planning occurred at al levels, as appropriate to meet the
needs of EAL pupils.

Therole of the EAL specialist teacher included:

® initial assessment of language stage of EAL pupils

® monitoring of EAL pupils' progress

@ in consultation with class teachers, collaborative planning and target setting for EAL pupils including both curriculum
and EAL specific objectives; and

® direct support of pupils language devel opment both in class and withdrawal (1:1 or small group) as appropriate, for
language development and enrichment.

A key role of the EAL specialist teacher was to provide class teachers with advice in a number of areas
including: differentiation of work for EAL pupils, curriculum materials, classroom strategies to support EAL
learners in the classroom and implementing inclusion statements for EAL pupils, refugee and asylum seeker
pupils, ethnic minority pupils and EAL pupils with SEN.

Curriculum planning
The school recognised that the needs of EAL pupilsin accessing the curriculum had to be carefully planned.
Specifically teachers aimed to ensure that:

® the language and learning needs of pupils were clearly identified and provided for

® the language and learning demands of the curriculum were analysed and appropriate support provided
® visua support was provided for key concepts

® planning included opportunities for first language activitiesin the classroom; and

® the support requirements of pupils were identified.

Classr oom practice
Thiswas based on a number of elements, including:

® teachers having high expectations of all pupils regardless of ethnicity, gender, or social background

® activities being matched to pupils needs and abilities with a clear sense of progression.

® developing oracy and literacy through: awareness and utilisation of the children's first language expertise; provision of
scaffolding/writing frames; and using story props.

Developing pupils language skills
The school planned to raise pupils language skills through a number of activities including:

® collaborative activities that involve talk
® opportunities for giving feedback to others; and
® opportunities for structured group work that encourages participation, and models the skills pupils need to develop.

Creating a lear ning environment

Teachers planned to use displays in the classroom and around the school to reflect linguistic and cultural
diversity. Dual language textbooks would be available and in use where appropriate. To help pupils access
their learning, teachers used a number of visual approaches based on:

® videos



® maps

® posters

® pictures

® objects; and
®|CT.

EAL pupilsand special educational needs

The school was keen to ensure that pupils whose first language was not English were not automatically
understood to have special educationa needs, whilst accepting that EAL pupils could have SEN. The school
recognised both the importance of, and the difficultiesinvolved in, the early recognition of SEN in EAL
pupils. Assessment of SEN in EAL pupilsinvolved the EAL specialist teacher as well as the Special
Educational Needs Co-ordinator. The EAL specialist teacher was responsible for ensuring that home language
did not prevent the parents/guardians either from accessing information on their child's special educational
needs, or from putting forward their point of view.

Liaison with parents
For parents of EAL learners this was taken into consideration by:

® providing a welcoming environment, actively seeking to put parents at their ease in what may be an unfamiliar setting
® monitoring letters and newsl etters sent home, to check that language used is clear and straightforward
® reading through letters (where appropriate) with children before they are taken home

® provision of translations of school documents in community |anguages, where appropriate
°

® informal contact with parentsin the school playground to reinforce communication

® inviting parents into school to help with class activities, eg reading, cooking, class outings

® encouraging parental involvement with shared reading scheme and homework, which may be specifically language
based; and

® encouraging parental involvement on governing body.

Assessment and target setting

Monitoring EAL learners' progress and development was shared between mainstream teachers and the EAL
teacher. Individual pupil profiles were kept updated with relevant information and regular assessment tasks to
monitor children's progress. This assessment also informed curriculum planning. Pupils were encouraged to
take responsibility for their own learning by setting their own targets for achievement or assessing their own
progress.

The school aso carried out a structured programme of ethnic monitoring to observe the performance of
different groups in relation to academic achievement, and uses the results to assess whether its provisionis
ensuring equal educational achievement by all groups.

What impact did the strategy have?

Data published by the DCSF showed steadily improving aggregate scores for English, mathematics and
science. OFSTED particularly singled out reading levels, science achievement and family learning as worthy
of mention.

Reference
Gloucestershire County Council: Tredworth Junior School
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Further reading

The project
Raising the Achievement of Bilingual Learnersin Primary Schools: Evaluation of the Pilot/Programme by
Kerensa White, Karen Lewis and Felicity Fletcher-Campbell (2006) DfES L ondon: Research Report RR758.
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Robustness

This study set out to evaluate a pilot project introduced by The Primary National Strategy (PNS) in
partnership with the Ethnic Minority Achievement (EMA) Unit to raise the attainment of bilingual pupils. In
2005 the pilot, which took placein 21 local authorities (LAS), became the English as an additional language
(EAL) Primary National Strategy programme. The researchers collected data over athree year period to
evaluate the impact of the programme and provide recommendations for further development for primary
EAL provision.

The evidence for the study is based on both qualitative and quantitative data consisting of:

® telephone interviews
® face-to-face interviews with school and LA staff
® analysis of pupil performance data.

The outcomes of the evaluation are set out in two reports. The first interim report was published in 2006 and
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details the messages emerging from the interviews concerning impact on teacher confidence, the nature of the
interventions, and the effectiveness of management arrangements. The second report, published in 2007,
reviews the outcomes for pupils participating in the pilot in their Key Stage 2 (KS2) English, mathematics and
science tests.

Relevance

The prevalence in England of families who do not have English as their first language means that increasingly
teachers are looking for approaches which mean they can enhance the learning of all pupils. Much of the
research on provision for bilingual pupils emanates from the USA, so it is particularly timely to have a
window on how this group can be accommodated in the English context. The report not only provides detail
on the types of intervention that teacher reports and pupils English outcomes suggest work, but also looks at
the wider picture of how other agencies, in particular LAS, can support schools with EAL pupilsto improve
their provision.

Applicability
The study identifies alink between the approaches taken during the pilot and improvements in teacher
confidence and pupil performance in KS2 English tests. In particular it focuses on:

® teaching and learning approaches identified as particularly helpful, including planned opportunities for speaking and
listening, and encouraging the use of first language for learning

® the role of local authority consultants in supporting teachers to develop their practice -consultants, for example,
conducted diagnostic visits, modeled teaching and team taught with practitioners, helped teachers integrate strategies
within existing units of work, and observed and fed back to teachers as they introduced new strategies

® other support provided by LAs, such as ensuring coherence with other initiatives and facilitating access to resources,
and

® devel oping home school links by providing school staff with liaison skills and involving minority ethnic parents more
widely in school life.

Writing

The language in the report is accessible and transparent. As always with DCSF commissioned research, the
executive summaries provide a helpful overview of the main features and findings of the study, and signpost
where more detail can be found. The description of the approach to the statistical analysisis detailed enough
to provide a basic understanding without drifting into over-technical language. The authors have also
formulated a series of questions for policy makers, LAS, and schools to prompt their thinking on taking
provision for EAL forward.
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