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The purpose of the EAL handbook

EAL in Cambridgeshire and Peterborough

According to the National Curriculum framework for England (2014)
all pupils in our schools are entitled to access “a curriculum which is
balanced and broadly based”. Fundamental to this, is the need to develop
strong skills in using the English language, particularly those aspects of
English that are reserved for academic learning and expression.

Cambridgeshire and Peterborough are intent on improving learning and
educational outcomes for all children and young people. The number of
pupils recorded as having English as an additional language continues
to grow steadily across Cambridgeshire. In Peterborough, numbers
remain consistent at around 35% of the school roll.

This is as true for pupils learning English as an additional language
(EAL) as it is for any other pupil. It follows, therefore, that ensuring
progression for pupils learning EAL is a responsibility that is shared by
all staff in the school.
The aim of this handbook is to acknowledge that the task faced by pupils
learning EAL is different, in that their introduction and exposure to English
will have been different to their peers. This has implications for what
happens in classrooms: from curriculum content, to approaches to learning
that enrich language development, to how groupings are organised.
The handbook is intended to meet the needs of a range of professionals and
stakeholders, including headteachers, leadership teams, inclusion leaders,
classroom teachers, EAL practitioners, teaching assistants and governing
bodies. It offers practical advice and explains the context in which many
pupils will be learning. It will be of use to those who are new to working with
pupils learning EAL, as well as those more experienced in this field.
This digital version of the handbook enables readers to click on links to
useful documents and websites.
An icon in the text will direct you to:
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a webpage		
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Cambridegshire

This reflects the fact that Peterborough has long established Pakistani
and Polish communities. Learners of EAL who have settled in
Cambridgeshire and Peterborough more recently include pupils from the
European Accession states: Poland, Lithuania, Latvia and Slovakia.
In the following graphics, we can assume that a significant number
of the pupils represented in the category ‘Any other White’ are from
these countries.

www

a document that
can be downloaded

EAL pupils as % of school roll
40%

a video clip
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The category designated ‘Other’ is more difficult to describe due to the
fact that it is an umbrella category for children from various of ethnic
backgrounds which statistically are small. Children in this category include
those who identify as being of Indian heritage, ‘Any other Asian’ heritage or
from a country in Africa. It also includes a children from a number of “mixed”
backgrounds, such as ‘White and Asian’, ‘White and Black Caribbean’.

Peterborough: 2020 Schools Census
Pakistani
12%

Developing best practice

Other
21%

White British
48%

Many schools in Cambridgeshire and Peterborough have built up excellent
practice in working with children learning EAL. For these schools, and for
those who are new to this way of working, the EAL Quality Mark offers an
opportunity for their provision to be acknowledged and celebrated.
Applying for the EAL Quality Mark requires schools to go through a process
of self-evaluation where they rate EAL provision as gold, silver or bronze.
Their conclusion is verified via a visit from an associate of the EAL Academy.

Any other white
19%

Schools that have already received the award include:
Cambridgeshire
: : 2020 School Census
www

Other
16%

Cauldwell Primary School,
Bedford

Any other White
10%

www

The Discovery Primary School,
Peterborough
www

www

Hampton Hargate
Primary School
www

Kensington Primary School,
Newham, London
www

White British
74%

Goldington Green
Primary Academy, Bedford
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The Phoenix Special School,
Peterborough
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Who are our EAL pupils?
Pupils who are learning EAL are those who, during their early
development, had exposure to a language or languages other than
English. They may continue to use those languages in a variety of
social, cultural and religious contexts.

process by grouping pupils so that they will be exposed to good models
of spoken and written English. An EAL learner should not automatically
be expected to work with pupils of the lowest ability level. High
expectations and appropriate challenge are just as important for pupils
with EAL, whether they are encountering English for the first time or are
experienced users.

Examples of pupils we might identify as learning EAL include:
• Pupils arriving in the UK with age-appropriate language and literacy
skills in one language, but accessing learning through the medium of
English for the first time.
• Pupils whose education might have been interrupted, or who might
not have attended school.
• Pupils new to the UK who may have learnt English as a school
subject in another country.
• Pupils born in the UK into households where parents and/or extended
family members use a language other than English.
The term ‘EAL learners’ covers pupils whose individual experiences,
knowledge and readiness for school can vary enormously. Some
will come from language backgrounds that use a different alphabet
or script to English; others may speak a language which is not
traditionally written down.
Coming from a range of cultural, social and linguistic backgrounds, EAL
learners may find our education system unfamiliar and disorientating.
It is the responsibility of the school to ensure that all pupils feel safe,
settled and ready to learn. Schools may need to take steps to combat
feelings of anxiety or unhappiness can impact on learning.
All staff working with EAL learners should not assume that pupils are
of low ability or have a special educational need just because they are
reluctant to speak or write in English. It takes time for new learners to
build confidence and competence in English. Teachers can assist this
July 2021
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Working with newly arrived learners of EAL

The countries of origin of most newly
arrived pupils in Cambridgeshire and
Peterborough include Poland, the Czech
Republic, Lithuania and Slovakia.
This is not a complete list and there are
pupils from a range of backgrounds in
our schools.

Features of newly arrived pupils

Classroom strategies

Pupils who have had limited previous
education. Literacy or numeracy skills may
be less developed.

•		 Provide opportunities for talk and
kinaesthetic learning in all lessons for the
first few years.
•		 Place next to supportive pupil who speaks
same language if possible.
•		 Provide clear instructions and visual support
for all tasks.
•		 Focus on hearing, using and recording key
vocabulary for things. For example, labelling
diagrams and pictures, matching words and
definitions.
•		 Focus on writing simple sentences using
substitution tables.

Those transferring to secondary school
from primary school may have good oral
fluency in English but be behind agerelated expectations across the curriculum.

The most common languages spoken
in schools in Cambridgeshire and
Peterborough are Punjabi, Urdu, Polish,
Lithuanian, Portuguese, Slovak, Latvian,
Czech and Russian.
However, many pupils who speak some
of these languages are not new arrivals
to the UK; they are members of settled
minority ethnic communities and many
will have been born here.

Pupils who have had some previous
education may have developed literacy
skills in their first language. They are likely
to have basic numeracy skills, but may not
yet be secure with areas such as geometry,
measurement or data handling.
Some new arrivals may not have studied
subjects like science or art and design
before.

Use all of the strategies mentioned above plus:
• Plan some structured oral activities for all
lessons.
• Ask prediction questions about texts before
reading.
• Use talk partners for oral rehearsal before
writing.
• Provide dictionaries and online translation tools.
• Encourage paired reading with a focus on
extracting information from texts. e.g. DARTs
(Directed Activities Related to Texts).

See page 37
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Working with newly arrived learners of EAL

The countries of origin of most newly
arrived pupils in Cambridgeshire and
Peterborough include Poland, the Czech
Republic, Lithuania and Slovakia.
This is not a complete list and there are
pupils from a range of backgrounds in
our schools.
The most common languages spoken
in schools in Cambridgeshire and
Peterborough are Punjabi, Urdu, Polish,
Lithuanian, Portuguese, Slovak, Latvian,
Czech and Russian.

Features of newly arrived pupils

Classroom strategies

Pupils who are already literate in one or more
languages.

Use all of the strategies mentioned above plus:
• Use lesson starter activities that activate
prior learning using subject-related visuals.
• Place pupils in middle sets and be
prepared to move them up as soon as
there is evidence of good progress.
• Model target language orally especially in
preparation for writing.
• Focus on using grammar in context.
For example, past tenses in history,
comparative phrases in maths and
science.
• Use substitution tables to help with written
structures.

Pupils from Eastern Europe may show ability
in maths that is above their ability in English or
science.
Some new arrivals in these groups are likely
to make rapid progress within 6 months of
arrival and catch up with their peers in 3 or 4
years.

However, many pupils who speak some
of these languages are not new arrivals
to the UK; they are members of settled
minority ethnic communities and many
will have been born here.
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Common terms and their meanings
Term

Meaning

EAL (English as an additional language)

The process of learning English language (vocabulary, structure, usage) while simultaneously
learning (acquiring curriculum content, skills and knowledge) through the medium of English.
The term recognises the fact that many children learning English in UK schools already know
one or more other languages and are adding English to their repertoire.
Also termed ESL (English as a second language) in other parts of the English speaking world
such as the USA, Canada and Australia.

EAL learner

A pupil whose first or preferred language is not English, but who operates in English for the
purposes of schooling. EAL learners are simultaneously learning English while learning through
the medium of English.

EAL beginner

A pupil who has been in the UK for less than two years and who is developing their knowledge
of English. A beginner may have literacy skills in another language which help speed the rate at
which they acquire English.

Advanced (EAL) learner

A pupil who has been the UK education system for at least two years, or who may have been
born in the UK. An advanced learner may have acquired a level of fluency in English that enables
them to interact and function in most day-to-day situations, but might still make mistakes in their
written English. Advanced learners require continued support in order to develop full control of the
formal, academic structures of (written) English that are necessary for success at school.

Bilingual learner
Bilingual pupil

A pupil who uses English and at least one other language to go about their daily lives. In the
context of education in the UK, the term does not imply particular levels of fluency or linguistic
competence.

ESOL (English for speakers of other
languages)

A course of study, usually for adults or young people aged 16+ where English is taught to
non-native speakers. The language content is often linked to life skills/work skills. ESOL
courses do not prioritise the knowledge and skills of the school-based curriculum and are
therefore unsuitable for secondary school pupils.

July 2021
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Common terms and their meanings
Term

Meaning

BME (Black and minority ethnic) also
BAME (Black, Asian and minority ethnic)

In the UK, refers to groupings of people who are not white and/or who have an ethnic, cultural,
linguistic identity that is viewed as different from the mainstream.

Ethnicity

An individual’s identification with a cultural or ‘racial’ group. Ethnicity may also correspond with
a national or linguistic identity. Characteristics such as religion, country of origin or skin colour
do not imply membership of an ethnic group.

Ethnic minority

A person or group of people who identify with a particular ethnic group that is different to the
ethic group that the majority population ascribes to.

Nationality

Having the citizenship of a nation state, either through birth or naturalisation. This means that
a person’s nationality may be different to their country of birth or their country of origin. Some
people may be citizens of more than one nation and may hold two passports. This is referred to
as having ‘dual nationality’ or ‘dual citizenship’.

Refugee

A person who has been forced to flee their home country for fear of being persecuted on
the grounds of their ‘race’, religion, nationality, membership of a particular social group or
adherence to a political opinion.

Asylum seeker

A person who has fled their home country because of a fear of persecution, and who is in the
process of seeking safety and protection (refugee status) in another country.

July 2021
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WELCOMING NEW ARRIVALS
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Admission and induction
Welcoming parents
Key messages
n

The term ‘new arrivals’ includes
pupils new to English, new to the
area or moving between schools.

n

New arrivals will come from a range
of backgrounds, and will have had
different social experiences and
therefore have diverse needs.

n

One of the first steps in welcoming
new arrivals is to help them feel safe
and secure in their new environment.

n

Schools should always try to
provide first language support
through appropriately trained adults,
wherever possible.

n

n

An important part of children feeling
safe and secure is seeing their
language and culture reflected
in their surroundings.
Other children can play a key role in
welcoming new arrivals.

July 2021

Parents enrolling their children in the British education system for the first time may need support
with understanding the school day and procedures. It is important that schools make parents feel
welcome and comfortable:
• Provide a comfortable reception area and a quiet interview room where confidentiality can be
respected.
• Consider using informative, multilingual display material.
• Provide induction materials for pupils new to English, including for older pupils.
• Provide a ‘welcome booklet’ with photographs and simple captions to help pupils find their way
around.
A translated, illustrated ‘welcome booklet’, that explains the timings of the school day, uniform
requirements and contains some curriculum information, is valuable for both pupils and parents.
Such a booklet could provide opportunities for pupils and parents to talk together about the new
school experience and could support the involvement and engagement of families.
Schools and parents may prefer to use a digital platform to produce such a resource. Mantra
Lingua have developed an app that can generate an online booklet in more than 20 of the most
commonly encountered languages.

Useful links
Mantra Lingua Welcome Booklet
www

The Learning Village Welcome booklet
EAL Hub: Resources for new arrivals
Mantra Lingua multilingual posters and other resources
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to plan for their inclusion.

The admission meeting
The admission meeting is an opportunity to welcome the new pupil and
their family, and show the school as a warm and inclusive environment.
Schools should think about who the best person to conduct the meeting
is, for although a lot of administrative detail needs to be collected, this
might a useful point at which to begin the dialogue between parents and
an appropriate member of the teaching staff.

• Use peer support or ‘buddies’ to help with settling in. This helps pupils
learn school routines, develop friendships and reduces isolation at
school break times and lunchtimes.

The school should collect a range of information about the new pupil(s),
including:

Useful pro-forma in this document include:

• Details of previous schooling, in the UK and/or overseas.
• Languages used at home and in the wider community and literacy levels.

• After a few weeks, review the pupil’s settling in period with the pupil,
teacher(s), parents, buddies and a translator, if necessary.

Admissions Record Sheet (page 78)
Settling in questionnaire (page 92)

• Cultural, faith, dietary and health requirements.

Setting up a ‘buddy’ system

• Involvement in supplementary or community education.

Any newcomer to a school will want to make friends, find their way
around and participate in learning activities. Assigning a ‘buddy’ or
‘buddies’ can assist with this. Support from a buddy is a quick and easy
way to promote participation and the making of first friendships. It also
benefits pupils in developing their leadership skills and empathy.

• Special educational needs and disabilities.
• Hobbies, interests, particular skills or talents.

www

Log into our Resources Page to access a question bank from
St Michael’s RC Primary School in Newcastle.

Pointers of best practice in admission meetings include:
• Hold admissions meetings on a set day of the week, as part of a
known and established routine.
• Gather information about the child’s prior learning, using trained
bilingual staff or an interpreter if needed.
• Take new pupils and families on a tour of the school.
• Share key information from the admission meeting with appropriate staff.
• Make the pupil’s first day in school a set day, so teachers have time
July 2021

Recruiting pupils from a range of backgrounds and with a range of
interests will ensure that there are always suitable buddies available
when needed. Matching more than one buddy with a new pupil, perhaps
for different times during the day, can help avoid the role being seen as
burdensome, and the appointment of sequential buddies allows for the
support to continue for a longer period of time. having multiple buddies
is also a useful strategy when pupils are grouped differently for lessons,
or studying different subjects, such as in Key Stage 4.
Being a buddy is an important role and the school must set clear
expectations, perhaps by drawing up success criteria, such as a set
of tasks or a ‘job description’ to be completed as part of the buddying
role. Pupils who take this on should be chosen carefully. They will need
training and support.

Cambridgeshire and Peterborough Handbook for English as an Additional Language 14

Schools should choose pupils who are:
• reliable
• respected by staff and peers
• good listeners
• sensitive and empathetic to others
• able to speak a community language where possible
• able to respect confidentiality
• willing to commit to the role for a given period
It would be good to include pupils who themselves were once new to the
school and who have now settled in well.

Demonstrating good practice with buddies
Operating such a buddy system could be seen as evidence of how
the school develops pupils’ SMSC (spiritual, moral social and cultural)
education. Becoming a buddy might also be linked to the school’s
reward system, with certificates given out in assemblies for successfully
completing a stint as a buddy, or training other pupils as buddies.

July 2021
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Conditions for learning for newly arrived learners of EAL
General points to bear in mind when welcoming newly arrived learners of EAL

Teacher objective

Teaching and learning strategies

To help EAL learners feel secure,
valued, and socially included so that
they can progress more quickly.

• Give the learner a seat towards the front of the classroom, in view of board.
• Make use of display, books and artefacts that reflect the learners’ language/ ethnic background.
• Differentiate and allow sufficient time for pupils to complete tasks.
• Consider pupil grouping to allow for collaborative learning and to provide peer support.
• Allocate roles in groups, e.g. reporter, photographer, time-keeper, note-taker, questioner etc. to ensure participation.
• Ensure pupils have the relevant equipment and can see the textbook and demonstration.
• Nominate ‘buddies’. These might sometimes be other pupils who share the pupils’ other language(s).
• Learn to pronounce the pupil’s name correctly and find out as much as possible about their background, interests, and
previous achievements.

Gauging progress when pupils new
to English may be reluctant to speak
out loud.

• Use non-verbal communication: smiles and gestures.
• Structure listening activities and provide scaffolding for support. e.g. tick charts for key words.
• Use traffic light cards so teacher can gauge pupils’ understanding.
• Ask closed (yes/no) questions.
• Give concrete activities e.g. classify pictures of vertebrates/invertebrates.
• Allow the use of first language to support learning.
• Use mini white boards to quickly assess learning and progress.
• Plan for active learning and observe the pupil.

Make curriculum content accessible.
Learners should get the gist even
though they may not understand all the
structures and vocabulary.

• Activate prior knowledge.
• Ensure examples are culturally diverse.
• Provide visual or concrete support, eg pictures, videos, examples, real objects.
• Allow time for pre-teaching if you have support.
• Give pupil(s) a copy of the PowerPoint/presentation used.
• Use graphic organisers to display text, eg timeline rather than a paragraph.

July 2021
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Induction programmes
A high quality induction programme can help new arrivals settle
in quickly become effective learners. It should enable schools to
make accurate assessments of pupils’ educational experiences and
attainment, so teaching can be matched to their needs.
Such programmes can also encourage the participation of parents,
including those who face barriers engaging with schools or other
services. When devising an induction programme, schools should:
• Ensure that all procedures are clear and systematic and that all staff
and pupils are familiar with them.
• Share information from the admission meeting with appropriate staff,
including class and subject teachers, support staff, pastoral staff, EAL
staff and the inclusion lead.
• Not automatically place new arrivals in low attaining groups or sets
because they are new to learning English. Rather, allocate them
to groups where they will experience good models of spoken and
written English, and receive educational challenge appropriate to
their learning needs.

• Where possible, involve a member of staff who speaks the pupil’s
language in the assessment.
• Set short-term social and academic targets, that inform the school’s
tracking and monitoring of early progress.

In summary
n Support for new arrivals requires approaches that address
the pupils’ social, emotional, linguistic and academic needs.
n Roles, responsibilities and procedures need to be clearly set
out. All staff need to be familiar with them.
n Inclusive teaching, rich with language-focused activities,
provides the best support for new arrivals.

• Have high expectations of EAL learners, bearing in mind that they
will need to make accelerated progress in order to close the gap with
their peers.
• Incorporate a range of activities that encourage the new pupil’s
participation, where communication does not rely solely on spoken or
written English and where understanding can be demonstrated in a
variety of ways.
• Carry out a baseline assessment once the new pupil has settled in,
to determine their curriculum skills and language levels in English.
Teachers should observe pupils carefully to determine their potential
ability and not rely solely on English language and/or reading tests.

July 2021
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New arrivals at different phases of education
Key messages
n

n

n

n

n

Children should not be expected
to leave their home culture at the
school gate. They will benefit from
seeing their cultural heritage and
language represented in the learning
environment.
A child’s home language plays a
central part in her/his social, emotional
and cognitive development and should
be maintained alongside the new
language (English) being learnt.
Roles and responsibilities need to be
clearly set out.
Structured, language-based activities
will help children acquire the
vocabulary and structure of English
more easily.
The use of visuals and props will
reinforce learning and increase
accessibility of classroom games and
other activities.
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The early years

Children acquiring English in an Early Years setting need to feel that their home experiences and
languages are acknowledged and valued, as this is a key part of their development and identity.
The curriculum should draw on and reflect the child’s home experiences and backgrounds with
cultural and linguistic diversity fully evident, not just at certain times of the year, for example
during religious festivals.
Parents should be made aware that the school values the maintenance of home languages.
Schools can reinforce this by providing positive messages such as:
• Incorporating signage, labelling and other examples of home languages and scripts in all
areas of provision.
• Ensuring artefacts reflect those from pupils’ home and other cultures.
• Providing opportunities for children to hear their home language spoken by adults (where
possible), and through the provision of multimedia, such as books, stories and songs.
• Making dual language and mother tongue books available.
• Giving clear information to parents that maintaining home languages is valuable and will assist
with the acquisition of English.
• Providing a welcoming admission and induction process as part of developing a home-school
partnership.
• Providing opportunities for parents to be involved in their child’s education, including
contributing to assessment.
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Language development in the early years

• Designing and making models.

Children new to English and advanced EAL learners need strong
language models where opportunities for speaking and listening are
maximised. The following strategies are particularly valuable:

• Using puppets.

• Patterned language in stories, routines, songs and books that the
children have been involved in making.

• Collaborative games.

• Using conversational, spontaneous language at times when there are
often several adults available.
• Games with a spoken element, where specific language structures
can be emphasised in context, such as through repetition, chorusing,
call and response etc.

• Imaginative play scenarios. For example, garage, travel agents, café,
shops.
• Songs and rhymes.

The Bell Foundation has produced a helpful guide for practitioners
working with EAL learners in the Early Years Foundation Stage:
Guiding-principles-for-EYFS.pdf (bell-foundation.org.uk)

• Collaborative learning opportunities where children can speak in their
home language and in English with their peers.
Younger children also need lots of visual support to help them tune into
stories, rhymes and other examples of language use. This can include:
• Story props and story sacks to support telling and re-telling stories,
thus supporting emerging literacy.
• Incorporating photo props in class-made books and as part of story
making.
• Using puppets for additional support in story-telling and imaginative
play.
• Labelling resources with both writing and pictures.
It is important that children learning EAL have the opportunity to engage
in focused activities with adults and monolingual peers to enhance
language acquisition. Standard good practice in Early Years provision
supports this. Examples include:
• Cooking and making a book to record the activity, with photos.
• Re-telling stories with story props.
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Key stages 1 and 2
All pupils learning EAL, regardless of the stage they have reached,
are best supported by working regularly in pairs and small groups.
This allows them to hear and practice the natural rhythms and patterns
of English. For this reason, it is important that beginners are not
always grouped together as they need to be exposed to a variety of
models of English. Talk is crucial to the development of both language
and learning for all pupils. Although beginners may not seem to be
contributing orally, they are actively listening, which is the first step in
developing spoken English.
As they gain confidence, they will feel more able to risk trying out their
new language in a small group, rather than to the whole class.
Useful strategies to encourage their participation in learning include:
• Seating them next to a sympathetic peer, particularly someone
speaking their language.
• Seating them near the front so they can see and hear clearly and pick
up gestures and body language.
• Encouraging the use of picture dictionaries, or for older and/or literate
children, dual language dictionaries and readers.
• Developing their listening and reading skills using texts with a
“TalkingPEN”; a tool that can speak the word pointed to on a page.

• Providing plentiful visual support, such as real objects, pictures,
maps, charts and diagrams. If possible, use relevant first language
or dual language material such as translated texts and picture
dictionaries.
• Using internet resources to allow for research to be done in first
language if practical.
• Providing plentiful opportunities for paired and group work, such as
role-play, to develop oral skills.
• Relating content to pupils’ previous experiences to allow them to
utilise their knowledge of the world.
• Allowing some homework and classwork tasks to be completed in the
first language. Consider giving ‘Talking Homework’, for example:

Science: Year 2 Homework
We have been learning about how plants grow.
English

Home Language

flower
leaf
stem
root

Please talk with your child in your home language about what we did in class.

• Involving them in class routines such as giving out books
• Rewarding their efforts according to the systems the school has in
place: reward stickers, golden time, etc.

Can you help them to write the key words in your language? Thank you.

• Encouraging and allowing the use of a child’s first language, orally
and in writing, as this will utilise their conceptual knowledge and
value their previous educational achievements: literacy skills are
transferable from one language to another.
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Newly arrived pupils who are literate in another language may also be
set tasks on occasions when the class is doing individual work.
They can:
• Translate key words using a bilingual dictionary
• Use first language texts to support conceptual development
• Match words to meanings with pictures

Speaking and listening with Year Two pupils
In this video clip, the teacher uses a range of techniques and strategies
to support pupils’ language development. These include teacher
modelling of the target language, scaffolding language acquisition
through listen kills and collaborative working.
Mainstream inclusion for EAL learners in Year Two

• Label diagrams
• Sequence pictures to explain a process/story, then match pictures to
sentences
• Complete a gap filling activity
• Write in their home language.

Non-literate new arrivals
If the newly arrived pupils are beginning to learn to read and write for
the first time, they will face the double challenge of not only learning
English, but also learning the new skills of reading and writing. Although
their spoken English may develop quite quickly, their literacy skills may
progress more slowly. They can still attempt many activities such as
matching, labelling, sorting, and sequencing referred to above, but they
may complete fewer tasks than those who have more skills in reading
and writing, and may need specific literacy interventions depending on
their age.
For further guidance see the section on teaching and learning later in
this handbook.
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Key stages 3 and 4
Pupils being admitted to secondary school need the same types of
support as those in key stages 1 and 2. In a large secondary school,
an individual pupil’s isolation may go unnoticed more easily, and so it is
important that systems for supporting them are clear and explicit to staff
and pupils alike.
Form tutors are pupils’ main point of contact for day-to-day information
and advice, but they only spend a short amount of time with pupils each
day, so the wider pastoral system will need to be alert and responsive to
pupils’ needs and concerns.
A key point of contact will be with the EAL leader. This person will have
general oversight of support for new arrivals. The role encompasses:

It is much more useful if induction programmes focus on teaching crosscurricular skills, such as how to read a scale or gauge in maths, science
or geography. This facilitates the teaching of vocabulary and its usage
that is relevant to more than one subject, for example:
• the temperature rose by 0.5 degrees
• 10 degrees is cooler than 12 degrees
• it measured 6 centimetres
• this length is in line with the norm

• Monitoring the social progress of new learners, including the
recruitment and training of ‘buddies’.
• Advising subject teachers on the most suitable sets and groupings.
• Tracking and monitoring pupils’ academic progress and discussing
this with subject teachers.
• Recommending and/or modelling classroom strategies designed to
improve language learning across mainstream subject areas.
The EAL leader will also oversee the delivery of any induction
programme the school has devised. Induction programmes in secondary
schools should always be for a short, fixed period of time, and
curriculum content should link to mainstream subjects as closely as
possible. The best place for pupils to acquire the language skills that will
speed their acquisition of the academic language used in school, is in
mainstream classrooms.
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Induction lessons should try and address the barriers to learning that
pupils may face in subject classrooms. For this reason, it is preferable
not to spend time learning vocabulary lists taken from, for example,
English language textbooks for foreigners (commonly known as EFL).

Skills such as how to identify a cause, reason or motive in science,
geography or English, require the teaching of language items such as:
because

as a consequence

in due course

results in

For pupils with good literacy skills, dictionaries, glossaries and
translation apps will all be useful, but it is important to teach pupils how
to use them correctly, especially where homonyms (words with more
than one meaning are spelt the same way) may occur. For example:
• bark (the noise a dog makes; the outer layer of a tree trunk)
• pen (an object used for writing; an enclosure where animals are kept)
• bat (a small flying mammal; an object for hitting a ball)
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Building vocabulary, developing concepts

Pupils arriving in Year 11

All pupils, particularly those who need help with basic literacy, should
be encouraged to read as widely as possible, both in their preferred
language and in English. Reading material offered should reflect pupils’
chronological age as far as possible. The overuse of key stage 1 and 2
material should be avoided. The development of phonological skills can
also be supported using rhymes and poetry.

Despite arriving towards the end of compulsory schooling, some
EAL pupils can achieve academic success, particularly if they have
good literacy skills in another language and experience of suitable
curriculum content.

Good quality readers, graphic novels and texts in other languages can
be obtained from a number of sellers, including Penguin, who offer
graded readers for teenagers. Listening to audiobooks, especially whilst
following the text on a page, can also be very beneficial in helping pupils
develop their vocabulary and widen their horizons more generally.
www

www

Penguin English Language Graded Readers

According to their needs and abilities, schools may wish to offer
these pupils fewer subject choices in order to allow for more private
study time, in which case the curriculum offer may be supplemented
with bilingual support and/or mentoring. Schools may also offer
alternative qualifications, such as Functional Skills or Entry Level
courses where appropriate. Whatever offer is made, schools should
ensure that clear and available progression routes are identified
for each pupil and that suitable advice and guidance is given
concerning application to post-16 settings.

A checklist to support teachers in preparing for new arrivals is
available as an appendix to this handbook.

Penguin Audiobooks

In summary
www

www

www
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Famous poems for children

n Support for new arrivals requires a multi-faceted approach
that addresses students’ social, emotional, linguistic and
academic needs.

The Children’s Poetry Archive – website with soundfiles of
poets reading their work aloud.

n Roles, responsibilities and procedures need to be clearly set
out. All staff need to be familiar with them.

Mantra Lingua bilingual books, TalkingPEN and dual
language resources

n Quality First Teaching in an inclusive curriculum, rich with
language-rich activities, provides the best support for new
arrivals.
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TEACHING AND LEARNING
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Teaching and learning
Key messages
n

The mainstream classroom is the best
environment for EAL pupils to acquire
English.

Teacher responsibilities
Pupils who are in the process of learning English have the same entitlement to a full, balanced
and stimulating curriculum as any other pupil. It is an expectation that all teachers will adapt their
teaching to respond to pupils’ different needs.
The Teachers’ Standards state that teachers must:
‘have a clear understanding of the needs of all pupils, including those with special educational
needs; those of high ability; those with English as an additional language; those with disabilities;
and be able to use and evaluate distinctive teaching approaches to engage and support them’.
(Teachers’ Standards: Department for Education, 2011, Part 1, 5.4)

n

EAL learners should be given
opportunities to use their first language
for learning.

n

The learning context can be made
more supportive for pupils new to
English through the use of a range of
scaffolding activities.

What are the best conditions for learning English?

Pupils who are new to English and
more experienced learners need to
be provided with achievable tasks
that provide appropriate age-related
cognitive challenge.

• Be taught in contexts where the meaning is clear, the language is understandable, and where
there are opportunities to express their understanding in different ways.

Planning and teaching of EAL learners
should be based on evidence gathered
through a variety of assessment
approaches.

• Feel comfortable and secure in a learning environment where they can feel confident to ‘have
to go’ without fear of ridicule or failure.

n

n
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We use language to express meaning and to communicate ideas. EAL learners will learn
quickest when there are opportunities for meaningful interactions and communication with their
peers and teachers. To make the best progress, they need to:

• Hear good models of spoken English from adults and other pupils who are fluent.
• Have frequent opportunities for spoken interactions, both pupil to pupil, and pupil to teacher.

Most importantly, pupils will acquire English best when the focus is on using language to learn
about something, rather than when the language content is an end in itself. It is essential that
all teachers work to help learners to develop their language skills in all areas of the curriculum.
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Supporting language and learning across the curriculum

Wave One

The most effective way for this to happen is through what is often
referred to as ‘quality first teaching’. This means that all children are
entitled to inclusive, high quality provision, where teachers adjust their
teaching to suit pupils’ learning needs.

The first wave of teaching is designed to enhance the learning of all
pupils, including EAL learners. Wave One teaching involves providing
a wide variety of tasks, where pupils work collaboratively, engaging in
exploratory talk, joint construction of oral (and written) reports. Planning
for the development of the language pupils need to successfully
complete tasks, is a feature of planning for quality first teaching.

Wave 3
Additional highly
personalised
interventions

Wave 2
Additional interventions
to enable children to work at
age-related expectations or above

Wave 1
Inclusive quality first teaching for all

For experienced EAL learners, this would include a strong focus on
reading for information and developing subject specific and/or technical
vocabulary as well as specific attention to the use of metaphorical and
idiomatic language, the passive voice and nominalisation.

Wave Two
It is when pupils are failing to make progress that schools may look
to the second wave. At this point, time-limited, tailored, small group
teaching may be offered. The aim of any additional teaching is to bring
new students to a point where they can follow and participate in most of
the mainstream lesson. The key question to EAL staff withdrawing pupils
is, ‘Are you providing a lesson that is as good as, or better than the one
the students have left?’
Ofsted previously provided this guidance:
Any withdrawal of EAL learners from a mainstream class should be for a
specific purpose, time limited and linked to the work of the mainstream
class; the subject/class teacher should be involved in all the planning.
(Briefing for section 5 inspection, Ofsted, 2014)
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Examples of second wave interventions for early learners of EAL include:

Wave Three

• A curriculum orientation programme for 1 or 2 hours a week to
introduce the vocabulary and structures of different subjects (preteaching).

These individualised programmes would be appropriate for EAL learners
who have failed to make progress with any of the previous interventions
and who are unlikely to have their needs met in another way. Wave
three interventions should be delivered by practitioners with appropriate
training, expertise and experience. Activities might include:

• Literacy or maths catch-up sessions for learners who have missed
some or all of their primary schooling.
• A support option at key stage 4, providing additional teaching input to
other options pupils are studying.
For more advanced users of English, EAL teachers should provide
support for subject and class teachers through joint planning, team
teaching, supporting and resourcing lessons. Some advanced learners
will need specific help in class with more challenging aspects of
communicating abstract ideas accurately. This includes areas such as:
• verb use, especially past tenses and modal verbs
• subject-verb agreements
• comparative phrases

• One-to-one reading (including in pupil’s first language) with bilingual
staff if possible.
• One-to-one academic mentoring and/or coaching, including that
offered by a bilingual member of staff or one responsible for home/
school links.
• Refugee advice or counselling.
As with Wave Two interventions, this work should be evaluated for its
effectiveness.

A form for evaluating interventions can be found on page 96.

• choice of prepositions
• subordination in complex sentences
Interventions should be monitored and their impact evaluated.
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The difference between conversational and academic
language

The difference between BICS and CALP

Children in the early stages of learning English will often develop
conversational English language fairly quickly. They are motivated by the
desire to form friendships and join in social activities. Making meaning is
easier in real life situations as it requires meaningful communication.
This kind of socially-based fluency in English that children acquire
more quickly is often referred to as ‘BICS’ (Basic Interpersonal
Communication Skills) after the work of Jim Cummins. Cummins
contrasts it with ‘CALP’ (Cognitive Academic Language Proficiency).
These two acronyms are a shorthand for describing language use that
differs in terms of:

BICS

CALP

social interaction, between friends,
family, classmates etc.

less personal communication with
classmates, teachers;
communication with unfamiliar adults,
strangers or an absent audience

face-to-face talk; spontaneous
communication; supported by visual
and contextual cues including facial
expressions and gestures

‘performance’ and formal talk;
considered choice of words; longer
sentences; more likely to be written
down or typed no emojis

general, aspects of everyday life

concerned with academic content;
expresses higher level and critical
thinking

everyday language, including slang
and colloquialisms

formal, specialist and academic
vocabulary; jargon; complex language
structures

communication in a shared ‘here-andnow’; often in real time; contextual
cues support understanding; sense of
joint meaning making

reported or recounted content;
exposition of abstract ideas;
few contextual cues to support
understanding; remoteness of
participants

• the social relationship between the people communicating.
• how that communication is taking place.
• the purpose of the communication.
• the range of vocabulary needed for effective communication.
• the nature of the communication.
The language of ‘CALP’ is more demanding on the learner and needs
to be taught explicitly. It is less easy to pick up than ‘BICS’ as there are
fewer concrete or contextual cues to assist the learner’s understanding.
For these reasons it takes longer to acquire.
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Rates of progress in learning English

Integrating language development

It can take five years or more for an EAL learner to develop academic
language skills that are on a par with those of their peers. Teachers
need to accelerate EAL learners’ language development to stop them
from being at a continued disadvantage.

Considerations for teachers
When developing a scheme of work, teachers need to consider the following:

Years in UK education

Rates of progress in learning English

Average pupil with
English as a first language

Average pupil
learning EAL

Pupils with EAL have to
make faster progress in
order to close the gap
with their peers

1. What are the learning objectives?
What content do I need to cover?
Do I need to layer objectives?
What will a good finished piece look like?
2. What language is needed to achieve the outcomes I want to see?
How will language communicate meaning and understanding?
What function will it perform?
(See Planning for language development below).
Will the language be used for:
Comparing? ‘X and Y both…’, ‘Both X and Y …’, ‘ X is … but Y…’
Explaining cause and effect? ‘The main cause of … is … We know 		
this because …’
‘A positive/negative effect of … is …’
3. How can I make the meaning accessible?
Activating prior knowledge; use of visuals, video, graphic organisers;
experiential learning; demonstration; contextual clues etc.

Progress over time

Teachers need to plan lessons that integrate language development,
including ‘CALP’ from an EAL learner’s first day in school.

4. How will I model and teach the language?
Provide models of spoken and written language; analyse ‘real’ texts;
share good examples of pupils’ work; language-based games; repetition;
talk partners, good-quality speaking and listening opportunities.
5. How will I assess success?
Should I plan for differentiated outcomes?
Do pupils have a choice of responses? (non-verbal: sequencing 		
images, labelling diagrams, multiple choice answers etc.)
Are multiple assessment/feedback opportunities built in?
(pupil observation; peer and self-assessment),
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Teachers’ planning should also take into account aspects of classroom
organisation including group dynamics, the language demands of the
activities, proficiency in English and the language needs of all pupils.

Planning for language development

A planning grid incorporating planning for language can be
found on page 87.

• Self-evaluation of performance in PE?

A useful starting point for integrating language development into learning
is to consider the purpose of the learning. For example, is the purpose:

• Classifying rock types in geography?
• Analysing the language devices used in a speech in English?
• Evaluating the effectiveness of a product in technology?
• Describing the features of 1960’s pop songs in music?
The purposes printed in bold above denote the function of the language
to be used. There are numerous language functions that are common
across curriculum subjects. The following list is not exhaustive:
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Identifying

Naming

Listing

Describing

Classifying

Comparing

Contrasting

Explaining

Generalising

Deducing

Predicting

Interpreting

Summarising

Analysing

Evaluating

Hypothesising

Justifying

Designing

Arguing

Concluding

Observing
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For example, if the purpose is to compare and contrast two things,
teachers would model the language needed to make direct comparisons
and identify the similarities and differences. Teachers could support pupils
with structures such as:

Comparing and contrasting: similarities
_______ and ___________ are both _________________.
Both _________ and _________ have ______________ .
Both _______ and _________ are similar in that _______ .
In the same way, _______ and __________ are ________.
Like ___________, the ___________ is _______________.
One of the main similarities between ___ and ___ is ___.

Additional
discourse
markers
However
Nevertheless

_______ is ________, but ___________ is __________.

• Completing a visual organiser (e.g. table or chart) categorising their
observations.
• Compiling a class data set (e.g. tally chart) of all the similarities and
differences found.

Although

• Explaining/justifying why some features seem to be more or less
important than others; finding out if their peers agree with them.

Whereas
Despite

Whilst
To extend ideas
Because

While ________ shows ________, ________ is _______.

Therefore

________ and _________ are different in that ________.

In contrast

The main difference between _____ and _____ is _____.

As a result
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• Two pairs of children to comparing their findings and logging where
they noticed the same/different things.

• Ranking the most common or most important similarities and/or
differences and recording this (e.g. a pyramid, ladder etc.)

__________ is___________, whilst _________ is _____.

An additional difference is __________.

• Talking in pairs about the similarities and differences they can see.

On the
other hand

Similarly

Comparing and contrasting: differences

As the required language is introduced, pupils should begin using it as
part of a teaching and learning cycle of activities. For example:

• Asking pairs of children to discuss how to improve their answers/
conclusions.
As the teaching and learning cycle progresses towards writing, scaffolds
and supports such as sentence starters and writing frames can be used.
This short video explains the usefulness of scaffolding
children’s writing in this way.

Consequently
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Classroom activities and language functions
Below are some examples of how language functions can be matched
with classroom activities. They are particularly useful for EAL learners
who are in the early stages of learning English, but will support
teachers planning for all pupils. They are activities that can be used in
collaborative working.
Matching

pictures with names of musical instruments.

Labelling

a diagram of the water cycle; the components of an electric circuit.

Sorting

photos of factors which cause pollution into air, water, soil.

Annotating

pictures of wedding ceremonies in different religions.

Classifying

labelled pictures of food into groups in technology.

Finding

pages in an art book that show portraits or landscapes etc.

they need orally, before committing to writing. As they work, their
thinking and recording of ideas can be supported through the use of key
visuals such as tables, charts diagrams etc.

Increasing the challenge for learners
As pupils increase their vocabulary and gain greater control of structure
and usage, teachers should increase the learning challenge. By
including a greater number of activities where more abstract thinking is
required, the more complex language that goes with such thinking will be
generated. Teachers may wish to use a tool, such as Bloom’s taxonomy
(the cognitive domain) to achieve this. The model has a number of
tiers, and the activities associated with each one can act as a prompt to
include more cognitively challenging tasks in a learning sequence.

Sequencing stages in a sequence of gymnastic moves in PE.

BLOOM’S TAXONOMY

Completing

simple sentences with missing key words.

Identifying

which is the odd one out of a set of three images.

Selecting

pictures which support the view that life was hard in Victorian London.

Comparing

rural and urban features placing keywords into a Venn diagram.

creating, inventing, composing,devising,
combining, planning, imagining,
constructing, designing

Highlighting keywords in a text.
judging, selecting, deciding, justifying,
debating, testing, recommending,
rating, appraising

Numbering

the stages in a sequence or procedure.

Ticking

true or false sentences.

Matching

heads and tails of sentences.

Predicting

what will happen next by drawing a picture.

Choosing

the correct answer from three alternatives.

Circling

what they can see from a list of keywords while watching a video.

Plotting

the changing fortunes of a character on a graph in English.

analysing, explaining, investigating,
distinguishing, comparing,
separating, differentiating

explaining, interpreting, comparing,
discussing, summarising,
matching, paraphrasing

Pupil talk and collaborative learning
Working collaboratively in groups will not only help children test their
ideas, but can allow opportunities for pupils to rehearse the language
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solving, showing, using, illustrating,
completing, classifying,
comparing, designing

naming, recalling, stating, listing,
describing, labelling, drawing,
finding, memorising
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Aspects of classroom organisation

Planning for a culturally inclusive curriculum
When pupils see themselves reflected in the curriculum, it can bring a
sense of validation. A culturally inclusive curriculum should truly reflect the
modern British society of which children are members. However, there is
more to this than representation. Integrating alternative perspectives and
voices, may also throw up views that need to be challenged and/or dealt
with sensitively. This is not a reason to avoid the issue.

A guide for planning a culturally inclusive curriculum can be found on
pages 85-86.
See also:
www

www

The Prosperity Project’s Anti-racist curriculum framework

BAME Education Network: Creating a curriculum that our
children need

Grouping and setting
Care should be taken not to place EAL learners in the early stages
of English fluency in low ability sets as a matter of course. Previous
educational experience and pupils’ literacy in other languages should be
taken as indicators of academic potential.
Children’s ability to express themselves in English will often lag behind
their ability to understand, to generate ideas and grasp new concepts.
For this reason, it is vital that teacher expectations of pupils’ cognitive
ability are realistic and based on observations of their all-round ability,
not just their proficiency in English.
This is the reason why reading test scores should not be the sole basis
on which children are assigned to groups. The results they give are
often unreliable indicators of an EAL learner’s cognitive ability. This is
because the EAL pupil may be unfamiliar with the vocabulary presented.
Similarly, the type of text and the contextual situation presented may
also be new to them.
A more helpful measure for allocating children to groups could be the
pupil’s non-verbal test score. The gap between this and their verbal
test score may well indicate academic potential. This is one way in
which teachers may begin to distinguish between language fluency and
cognitive ability.
Whatever grouping arrangements are put in place, they should be
flexible, allow for movement and be kept under review.
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EAL and Special Educational Needs and Disabilities (SEND)

EAL pupils who are not literate in any language

EAL is not a special educational need. A child’s lack of proficiency in
English, or their lack of experience in the British education system,
resulting in them being reluctant to speak, are not in themselves,
indicators of learning difficulties. School staff should avoid automatically
categorising learners of EAL in this way.

Pupils who are learning EAL and not literate in any language are the
exception rather than the rule. The younger they are when they enrol
at school, the easier it will be for any early literacy interventions put in
place to make an impact on developing their literacy.

EAL learners with age-appropriate literacy in another language and who
perform well on non-verbal reasoning tests will learn more rapidly by
working with children who are confident users of English. EAL learners’
needs are not the same as those of pupils with literacy difficulties or
other special educational needs. Grouping both types of pupil together is
unlikely to benefit either group.
However, it is not impossible for pupils with EAL to have SEND.
Children who are learning EAL follow a recognisable pattern of
development in acquiring their new language. If their progress appears
to be less than expected, and if there are concerns about their literacy
in their first language, this might raise the question of the child having
learning difficulties.

If pupils arrive after key stage 1, schools will need to employ similar
strategies and resources as those used with younger children to develop
initial literacy. This may be more problematic in secondary schools,
where generally, staff have less expertise in teaching early literacy. In
such cases, schools should explore their normal channels of support,
be that a Specialist Leader of Education (SLE), a local teaching school,
specialists within the local authority or academy chain, a feeder primary
school, etc. to find the most effective methods and resources. The EAL
Academy can also provide consultancy and training in these situations.

The organisation NALDIC points out in its publication, Guide to working
with EAL learners with Special Educational Needs and Disabilities
(SEND), Christina Richardson et al.,(2020), that whilst professionals
should not view pupils’ reluctance to speak, or slow acquisition of
English as indicators in themselves of a special educational need,
“this is in no way dismissing the possibility of an EAL student having a
special educational need, which clearly requires further investigation by
the EAL coordinator and SENCO.”
When investigating a suspected special educational need, any
assessment undertaken would need to be in the pupil’s preferred
language, with the support of an experienced translator if necessary.
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The multilingual classroom
When should pupils use a language other than English for learning?
If there are several pupils in a class who share a language, grouping them together may be a useful way of supporting them. They will be able to
use their shared language to put forward their ideas, explore new concepts, and confirm their understanding. However, to develop their fluency in
English, there may be times when English is the more appropriate language to be using.

When to use first language for learning

When to use English for learning

Pupils should be encouraged to use first language:
• when the cognitive challenge is likely to be high
• to orally rehearse ideas and thinking
• when pupils are still developing proficiency in English
• to highlight differences in linguistic structure or expression between
English and other languages
• when a more fluent speaker shares the same first language as a
new arrival
• to translate English in order to understand and reinforce new
vocabulary
• where pupils are literate in other languages to look up meanings in
a bilingual dictionary

It may not be appropriate for pupils to use their first language when:
• pupils need to practise the target language to improve fluency
• oral rehearsal needs to be conducted in the target language so that
pupils are prepared for writing tasks
• pupils are being encouraged to take risks in their spoken English to
build confidence
• pupils need to practise expressing themselves quickly in English,
for exam preparation

www

Adapted from: Alice Washbourne, EAL Pocketbook, Teachers’ Pocketbooks (2011)

Translation in the classroom
EAL learners should have access to a range of translation tools. Give literate pupils bilingual dictionaries, so they can be independent in their
learning. Teachers can also use translation apps and websites to provide translations of texts and to create bilingual word banks. Apps which speak
as well as write are excellent ways of quickly translating a word or phrase.
July 2021

Cambridgeshire and Peterborough Handbook for English as an Additional Language 35

Teaching more advanced learners of English

Building and securing vocabulary

Developing the skills of more experienced learners of EAL
Pupils referred to as “advanced learners of EAL” are usually those who
have spent two years or more in the British education system. Very
often, the term is used to describe pupils from multilingual homes who
were born in the UK.
Ofsted, in their report ‘Could they do even better? (2005)’ state that
advanced learners of EAL are:
“Pupils who have had all or most of their education in the UK and whose
oral proficiency is usually indistinguishable from that of pupils with
English as a first language but whose writing may still show distinctive
features related to their language background.”
These differences in writing performance may explain an achievement
gap that is often seen between pupils with English as their first language
and EAL learners who have years of experience in learning English.
Teachers should be vigilant in monitoring the progress of these
learners and not take it as given that their attainment will ‘naturally’
be lower than that of their peers. Explicit support when working with a
more demanding curriculum is needed to assist advanced learners in
expressing higher order thinking in written forms. Teachers will need
to provide scaffolding for the use of formal and academic language for
speaking, and particularly for writing tasks.

A tool to help teachers assess how well they are meeting the needs
of their learners is available on pages 88-89.

The following strategies are useful when working with advanced
learners of EAL:
• Analyse the language demands of the curriculum as well as the
content and plan to address them.
• Explicitly teach the difference between everyday usage and the
subject specific meanings of words. For example:
log: a cut branch or trunk from a tree; a written record of a journey
process or event;
pupil: a school student; the aperture that lets in light at the front of
the eye;
season: a distinctive climatic period in a year; to treat a material to
make it ready for use;
• Use games, crosswords, etc. to help word recognition and spelling.
• Teach related words together. For example:
colony, colonise, colonisation etc.; and teach how to use them in
sentences.
• Teach idiomatic language and set phrases, especially those
that are collocations (words that are habitually used together) in
context. For example:
a hard frost | a quick shower | to commit a crime |
to form an allegiance with | to go to great lengths to
• Teach pupils to use passive forms and/or abstract nouns when
describing remote processes and phenomena. For example:
mountains are formed when... | products are distilled by...
Homelessness is a major problem in inner cities’
• Teach the common (and near) homophones. For example:
‘row’ and ‘roe’ | ‘queue and ‘cue’ | accept’ and except’
• Enable access to bilingual academic dictionaries.
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Useful webpages
www

Pie Corbett stresses the importance of listening to
modelled talk

English club: Examples of collocation

Suggestions for reading activities
www

The Ozdic collocation dictionary

www

My English Tutors: Examples of homophones

Offer pupils good quality model texts to draw on. Use strategies, such as
DARTs (Directed Activities Related to Text) to support and scaffold the
understanding of difficult texts rather than simplifying the text. Here are
some suggested DARTs:
• Deconstruction. Pupils are presented with a deconstructed (cut into
segments) text to examine and re-structure, thus causing them to focus
on their meaning by comparing, completing and reforming the text.

Suggestions for listening activities
• Use audio and video clips, teacher modelling, invited guests etc. to
provide good models of formal and academic talk.

• Reprocessing. Pupils reprocess texts to examine meaning and
intention, effect, form and structure, etc. through structured talk
activities and re-telling.
• Identifying themes and annotating. Pupils explore attitudes and
themes, inference and deduction in challenging texts. Use of coloured
pencils helps show connection and overlap of ideas and themes.

• Use listening frames to guide pupils as to what to listen for.
• Use dictogloss to support listening into writing.

Suggestions for speaking activities
• Provide plenty of opportunities for structured collaborative talk.
• Provide word banks, banks of formal phrases and formal sentence
starters, for pupils to use in talk activities and writing.
• Use role-play and debate to allow pupils to practice using the formal
voice.
• Move from collaborative talk to formal presentations (as preparation
for a written report).
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Teachers may also design:
• Activities to support the understanding and replication of sentence
structure, through multi-layered substitution tables.
• Activities to support the acquisition of vocabulary, the identification
of cultural references and/or idiomatic language which might be
unfamiliar, through Frayer diagrams.
• Activities to unpick confusions due to pupils not following references
to pronouns in texts.
Teachers should also model the type of reading appropriate to the task,
for example, skimming for gist, scanning for specific information, close
reading for revision or analysis.

Suggestions for writing activities
• Explicitly teach the main text types used in different subjects.
• Analyse and explain the language features of text. Provide models
and examples.
• Encourage pupils to borrow language structures (but not copy
content) from good models.
• Support pupils in planning their writing, using frames, sentence
starters etc., but avoid overly structured writing frames which can
inhibit creativity and limit independence.

Reading in primary schools: Pie Corbet Reading as a Reader
www

Directed Activities Related to Text (DARTs)

www

Frayer diagrams

www

Grammarly: referencing pronouns
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Writing in primary schools: Pie Corbet Reading as a Writer

Speaking and writing frames: The Bell Foundation
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In summary
n

Teachers should not confuse social and conversational
fluency in English with the need to develop control and
fluency in more abstract, written English.

n

Providing scaffolding for the language pupils need through
a range of classroom activities is more beneficial to
learners than differentiating by simplifying tasks, as this
can limit the opportunities for acquiring more academic
styles in English.

n

Teachers should maintain high expectations of all pupils
and plan for their needs accordingly. Consideration of the
skills pupils will need to demonstrate their learning and the
language linked to these skills can assist teacher planning.

n

Bilingualism is not a learning difficulty. EAL pupils’ needs
are different from those of monolingual peers with literacy
difficulties. Grouping them together is unlikely to benefit
literate EAL learners.

n

Using pupils’ first language in the classroom, alongside
English, to help clarify meaning and support conceptual
understanding is an important part of the preparation for
writing.
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IMPROVING OUTCOMES FOR PUPILS AT RISK OF UNDERACHIEVEMENT
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Improving outcomes for pupils from migrant Roma communities
Key messages
n

Obtaining good outcomes for Roma
pupils is challenging but not impossible.

n

Accurate ascription and engagement
with families is vitally important.

n

Understanding background information
as well as the culture and history of the
Roma is an important starting point.

Achievement, attainment and equality of outcome
Certain groups of pupils may be potentially more vulnerable to underachievement, or
experience barriers to their learning and progress. These include pupils from Roma
communities, refugee and asylum-seeking families, unaccompanied minors and some pupils
eligible for the pupil premium.
Amongst its EAL learners, schools will have varying ethnic groups and numbers of first
languages and varying percentages of EAL learners overall. Achievement rates for different
groups vary, but the emphasis must always be on raising achievement and attainment for all
groups. There are many generic strategies for this mentioned elsewhere in this handbook, but
sometimes certain groups need specific attention.
Nationally and locally the lowest achieving group is the new migrant Roma population. Schools
which have positive outcomes with this group also have excellent outcomes for all their groups.
Therefore, getting it right with this group can benefit everyone. Adopting specific interventions
for specific groups does not go against the principles of equality or inclusion. Inclusion is about
how to obtain equality of outcomes. It is not about trying to ensure equality of inputs. This is a
misconception that needs to be clearly confronted.
Pupils from the new migrant Roma communities are the lowest achieving group according
to government performance data. It is worth remembering that the purpose of looking at
performance data by ethnicity is not to set different expectations for different groups, but to see
where interventions are needed to raise achievement and attainment to the highest possible level.

Barriers faced by pupils of Roma heritage
The barriers faced by the Roma are social, cultural and historical. Most Roma families come
from countries where they have experienced discrimination in all aspects of life, including
education. Many teachers, teacher trainers and government officials in most eastern European
countries, express views about the intellectual capacity of Roma which their UK peers would
find shocking and unacceptable.
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In the Czech Republic and Slovakia most (up to 75%) of Roma children
attend what we call Special Schools, but the literal translation of the term
is “Schools for the mildly mentally retarded”. Pupils follow a restricted
curriculum and leave with few qualifications. Attendance below the age
of 12 is 73% but drops to around 25% thereafter. The number of Roma
graduates from these two countries is statistically zero.The number of
Roma graduates from these two countries is statistically zero.
This has the following implications for the UK schools that Roma pupils join:
• They expect schools and teachers to discriminate against them if
their ethnic origin is known.
• There are often low levels of prior learning to activate.
• Literacy skills in their first language may be poor.
• There is unlikely to be a family history of positive engagement in
education.
• The connection between regular attendance and academic progress
will often not be made by families.
• Aspirations may be low.
• Pupils may not be school or classroom ready.
• Parents will often be reluctant to engage.
• Parents may not prioritise supporting school policies on uniform and
homework.
• Standard written communication with parents, even when translated,
will often fail, due to low levels of literacy within that community.

• Health issues may affect progress and attendance.
• School may not even know the pupil is Roma as there is great
reluctance to ascribe as Roma.
This is long list of negatives and schools need to guard against seeing it
as a list of excuses to explain away low performance. Neither is it a list of
reasons to put the blame on the community. It merely outlines potential
barriers to progress which schools have to take the lead in removing.
There are schools who have managed to deliver positive outcomes
with this group and that must be the starting point for schools in
Cambridgeshire. Schools which understand the potential barriers, then
rise to the challenge of removing them, and succeed in the process,
seem to acquire expertise and develop an ethos which helps all pupils
to flourish.

Improving ascription1
Schools with high levels of ascription of Roma have higher levels of
achievement and attendance. The best opportunity to obtain accurate
ascription is at the initial admission interview. If a Roma heritage worker
is present the likelihood of getting accurate ascription is much greater.
The important point is that a Roma heritage person is more likely to
persuade a Roma family to overcome their reluctance to ascribe as
Roma than a non-Roma person who is there to interpret.
Schools regularly collect information about pupils’ ethnic origins, but
sometimes the concept of ‘ethnicity’ can become confused and/or conflated
with ‘nationality’. Where communities have experienced discrimination and
harassment directly related to their ethnicity, they may choose not to declare
their ethnicity accurately, preferring instead to ascribe to a nationality that they
may see as making them less conspicuous.
1

• Pupils might be reluctant to work with non-Roma children.
• School and Roma may misinterpret each other’s intentions.
• Roma pupils may develop inappropriate coping strategies.
• High levels of poverty could hinder engagement and attendance.
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• Erratic employment patterns and poverty related transport issues
could mean appointments may not be kept.
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The word ‘Gypsy’ is offensive to many eastern European Roma.
This does not prevent us from acknowledging that UK born Gypsies
are rightly proud of the ascription ‘Gypsy’. Schools should offer the
possibility of ascribing as ‘Roma’ separately from ‘Gypsy’ on the school
admission form. These choices are reflected as the categories ‘WROG’,
and ‘WROR’ the code specifically to identify Roma pupils, on the
annual school census.
If the school knows a pupil is Roma but is not ascribed as such, it
cannot choose to apply that ascription itself. If the family will not agree
to ascribe as Roma, their wishes must be respected.
Where schools have succeeded in persuading a family to re-ascribe as
Roma, it will usually have taken a period of trust-building, often using
a Roma heritage worker. A new ethnic monitoring form will have to be
completed and signed.
For a list of reasons why correct ascription benefits the pupil,
the school and the local authority, see pages 19 - 22 of the
publication ‘The Inclusion of Gypsy, Roma and Traveller
Children and Young People’ (DCSF, 2007).
For more information on the importance of ascription visit
Bradford Schools Online. You will also find translations of
information cards for parents in Slovak, Czech and Polish.
Once schools have accurate ascription for their new migrant Roma pupils
then tracking and monitoring procedures become more robust.

In summary
n

Schools should understand the importance of accurate
ascription and make sure this is achieved.

n

Schools should be aware of the difference between
‘ethnicity’ and ‘nationality’ and not conflate these terms.
(See page 11 above).

n

The use of Roma heritage personnel is helpful in
persuading families to ascribe as Roma.

Engagement with parents
Successful schools have always invested heavily in working in close
partnership with parents. This is more difficult with parents from the new
migrant Roma communities but not impossible. Many of the parents will
have had negative experiences of their own time in school and may well
have low levels of literacy. This means they will be reluctant to enter
an environment that has negative connotations for them, and they will
be hesitant about getting into situations where their weaknesses will be
exposed.
They are unlikely to understand the whole UK education system and
schools’ policies and procedures as they will differ greatly from their
country of origin and will thus seem daunting.
In many Eastern European countries, children start school at the age
of seven, and stay in the same school until the age of 15. At this point
they either leave, go to a vocational provider or undertake tertiary study
likely to lead to university. The concepts of key stages 1 to 4, primary to
secondary transition or high-stakes exams at the age of 16, will all be
difficult to understand, even if you translate them.
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Where schools have engaged successfully with parents from this group,
they have done so by explaining the mechanics of UK systems, but
more importantly, they have been able to explain the value of education
itself. They have convinced parents that education is as important for
their community as it is for everyone else.

How to communicate with parents?
Schools have done this in several ways, including making multimedia
resources with soundtracks in pupils’ first language. These can be
used to explain everything from qualifications, key vocabulary, uniform
and attendance; others have made presentations which an interpreter
has explained at school-based meetings, or at meetings held in
community centres.
The following websites provide resources for communicating with
parents in languages other than English.
www

www

How can schools improve their engagement with parents?
• Recognise that many parents from this group may wish to avoid
prospect of going into school and offer reassurance.
• Explain the stages and processes in the UK education system in a
way which will be understood, including using visuals, parents’ home
languages, etc.
• Find a way to communicate your school’s policies and procedures
which will be understood.
• Make sure all standard letters are written concisely in clear simple
English. This makes them easier to translate.

Mantra Lingua

• If possible, use a QR code on letters home that takes parents to a
recording in their language of the key messages in the letter.

EAL Hub: Resources for new arrivals

If early parental contact with the school involves receiving information
like this which is both positive and useful to them, then parents will
be more ready to come into school to discuss other issues. More
importantly, they will have more understanding of the school’s priorities.
Parents’ evenings can be problematic. In many countries, the school
report is much more of a transactional exchange, so parents struggle
to get any value out of the UK norm for parent consultations. Having an
interpreter who can not only translate the words but also the concepts,
helps. Making a model report in the home language for parents to
compare their child’s current report against, also helps.
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Schools should think about how it might feel if, on attending a parents’
evening, they find it is delivered entirely in English; the conversation
centres around items such as “Your child’s attendance is unacceptable
and you will get a fine soon.” It is only to be expected that trust will be
harder to develop. Early success with engagement will head off some of
the negativity experienced during such conversations.

Attendance
Nationally the attendance of pupils from this group is low. Again, this
has its roots in experiences gained in their countries of origin, where
attendance is even lower and where there are no consequences or
interventions for poor attendance.
Information on expectations for attendance should be communicated
when the parent joins the school. If the school fully explains that
attitudes towards attendance are very different in the UK, parents’
understanding will be greater. For example, if a parent thinks “my child
has my child has 80% attendance, their attendance is so much better
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than in Slovakia”, they will not anticipate the school’s view is that this is
too low. In that case, a mutual understanding of the situation becomes
both unlikely and problematic. If real engagement with the family has
not yet happened, the danger is the family may conclude that fines are
being mentioned because they are Roma, and not because they have
not addressed their child’s attendance issues.
If however, the information communicated about school systems in the UK
is clear, comprehensive and explicit about attendance and consequential
penalties, then a good start is more likely. This information should contain
clear guidance and reasons that are not acceptable for absence from
school, to avoid any clash of perceptions.
Obviously, the family needs to be made aware of the possibility of fines
and other legal action concerning school attendance, but explaining the
expectations of the education system in the UK is also an opportunity
to sell the value of education to the family by emphasising the positive
aspects of good attendance.

Teaching and learning
Pupils from the new migrant Roma communities are usually EAL
learners and all the advice in this handbook applies. They will make
progress where wave one teaching and learning are combined with best
EAL practice. The two approaches should be indistinguishable.
However, some standard advice may be less relevant. If there is no
prior learning, then it cannot be activated. If there are no literacy skills
in the first language, then they cannot transfer across. Therefore, while
pupils will need time to settle and adapt, there should be a focus during
induction on assessing literacy in first language and the early acquired
skills, such as the ability to hold a pen, use scissors etc. The information
obtained should determine relevant interventions.
Some wave 3 interventions may be needed particularly where
prior learning and time in school are significantly below age related
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expectations. Some of the aims of wave 3 interventions may be
achieved outside of withdrawal during lesson time such as during
reading and/or homework clubs after school hours.
Development in English may be slower than with other groups if there
is no exposure to English outside school and thought needs to be given
to promoting such opportunities. Because of their own experiences,
some parents may not have achievement at school as high on their list
of priorities. There is evidence that schools which make an effort to raise
the aspirations of their Roma families and persuade them of the value
of education get better outcomes. This takes us back to the amount of
detail the school needs to explain on admission.

How can schools enhance teaching and learning for Roma pupils?
• Apply the advice and guidance given elsewhere in this handbook.
• Assess literacy in the pupil’s first language carefully and consider
specific, tailored wave 3 interventions to promote literacy in English.
• KS4 late arrivals will need a tailored programme that takes into
account the destination at 16+.
• High standards and high expectations are essential.

Issues for leadership teams
Obtaining good outcomes for pupils from the new migrant Roma
communities can be a challenge for schools on many levels: inclusion,
progression, diversity and teaching and learning. Strong leadership is an
essential factor for success in this and any area.
Schools which are successful with this group always have a clear
strategic lead from the top and usually, an additional key person who
drives through initiatives at the operational level. This person is usually
well-known and respected by the community.
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The New Arrivals Excellence Programme (DCSF, 2007) showed that
successes can be achieved when staff plan and work thoughtfully with
this community.
You can access the suite of DCSF resources for new
arrivals from Lancashire’s Ethnic Minority and Gypsy, Roma
and Traveller Achievement Service.
The challenge to inclusion results from the way most Roma see the
world, which is in terms of Roma and non-Roma, or Gadjo (there are
several spellings of this word). Roma people are often reluctant to mix
closely with non-Roma following centuries of discrimination from nonRoma communities. If no seating plan is in place, Roma children will
usually want to sit with other Roma in class and at break times.
Schools which have been successful in raising the achievement have
often found ways of demonstrating Roma inclusion. This might be
through involvement in song and dance performances. This is a good
way of recognising and celebrating Roma culture and is usually much
appreciated by parents. However, care should be taken not to think that
singing and dancing is all Roma pupils can succeed at.
Many schools have a buddy system for new arrivals where a pupil from
the same language and ethnic background inducts the new arrival into
school life. Roma pupils could be encouraged to become part of the
buddying team and take on other responsibilities in school.

Leading provision for Roma pupils in schools
• Successful schools have leaders who believe this group of
learners can achieve.
• Proactive leaders understand the barriers to progress and
ensure they are removed.
• The wider school staff know their community and follow this
lead closely and are aspirational for their students.

Pupil voice
Successful schools invariably have an effective pupil voice. Obtaining
the full contribution of pupils from the new migrant Roma communities
to the pupil voice is difficult. However, the fact that Roma heritage pupils
have become head boy and deputy head boy in different schools, shows
it is not impossible.
The key is the whole ethos of the school. This must convince the
Roma pupils that the school belongs to them as much as to anyone
else, and they must believe that, even if their suggestions and
requests do not always meet with success, they are listened to. This
may sound obvious, but it is hard to arrive at this happy medium given
the treatment Roma have received in schools in many countries of
origin. Schools must ask if their mechanism for pupil voice is fully
accessible to all groups, including Roma.
The Ofsted report ‘Overcoming barriers: ensuring that
Roma children are fully engaged and achieving in
education’ (2014) provides an overview of best practice.

July 2021

Cambridgeshire and Peterborough Handbook for English as an Additional Language 46

Other useful websites and resources:
In summary
www

www

www

Roma Support Group

n

To improve outcomes for the new migrant Roma
communities, schools will need to be even more precise and
thorough in the implementation of advice in this guidance.

Romani Cultural and Arts Company

n

Accurate ascription and engagement with families is vitally
important.

n

Clear interview and induction procedures are essential
in setting a solid basis for on-going strong relationships
between the school and its Roma communities.

n

School leaders will need to be thoughtful about how planned
interventions best meet the identified needs of Roma pupils.

n

Once schools have accurate ascription for their new migrant
Roma pupils, tracking and monitoring procedures become
more robust.

Bracknell Forest EAL and Diversity Team welcome
booklets translated into:
Czech
Polish
Slovak
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Improving outcomes for other pupils at risk of underachieving
Key messages
n

n

n

Children and young people learn best
when they feel secure and valued.
Inclusive practices in schools can
support learners to participate and
achieve.
Schools should focus on the positive
contributions made by all pupils.
This includes late new arrivals, mobile
pupils, those experiencing social
disadvantage and those from groups
with a history of underachievement.
Targeted funding, such as the pupil
premium, can be used to provide
strategic interventions that impact on
performance.

Refugees and asylum seekers
Many pupils who are seeking asylum in the UK or who are refugees, achieve well at school.
However, there is evidence that some of these pupils may underachieve. Learners in these
groups may have arrived unaccompanied by an adult or face other barriers such as having
arrived in the UK in their mid-teens or having had little or no prior education. Where children
have been without schooling for a long period of time, it is important that they are enrolled
and admitted to school as quickly and as smoothly as possible.
www

The World Data site states that, in 2019, the majority of people seeking asylum in
the UK were from Iran, Eritrea, Sudan and Syria.

Some children may have experienced traumatic events and may need time and support to
adjust and manage the transition to a new country. However, it is important not to see all
such pupils as ‘traumatised’. Most refugee pupils are very resilient and achieve academic
success in schools that address their needs holistically. (Rutter, 2006)

Pupils eligible for the pupil premium
The pupil premium is funding for schools that aims to improve attainment and other outcomes
for children who are disadvantaged. It supports children from low-income families who are, or
who have been, eligible for free school meals (FSM) at any point in the last six years. It is also
payable for children who are looked after and those from armed forces families. Many pupils
eligible for the pupil premium will be learning EAL.
Sometimes, families do not take up their entitlement to FSMs. This may be due to issues of
stigma associated with free school meals. It may also be due to a lack of fluency in English and a
lack of knowledge of what pupils are entitled to.
To ensure that families access their entitlement to FSM and trigger pupil premium funding,
schools should engage with families, using translators where necessary, to overcome any
barriers to making an application.

Click here to go to the appendix ‘Checklist for ensuring the effective use of the pupil premium’
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Ofsted no longer publishes good practice case studies,
however, the publication The Pupil Premium: How schools
are spending the funding successfully to maximise
achievement (Ofsted, 2013) is still available on line.
Amongst the interventions illustrated were:
• the recruitment of a multilingual teaching assistant, using pupil premium
funding, to give extra reading practice and mentoring support to a pupil
who had arrived in Year 4, having not had full schooling previously.
• the deployment of a teaching assistant, funded by the pupil premium
to work with Year 9 pupils on pre-teaching vocabulary and structures
needed for specific subject lessons.
• the use of pupil premium funding to raise the confidence and
aspirations by building the ‘cultural capital’ of a girl who achieved
six top-grade GCSEs (grade A*) in Year 9 and went on to study with
Year 12 students while completing other GCSEs.
Schools are accountable for demonstrating the progress and attainment
of those pupils eligible for the pupil premium. Many schools ensure that
the pupil premium is used in ways that can also benefit disadvantaged
pupils who are not eligible for the funding. They do this by using
interventions that have been shown to have greater and /or longer
lasting impact on pupils’ learning.

www

Schools are increasingly making effective use of the
research evidence provided in the Education Endowment
Foundation: Teaching and Learning Toolkit to identify
the most effective strategies for accelerating attainment of
disadvantaged learners.

Pupils who arrive at Key Stage 4
Schools should aim to enter all EAL pupils for at least 5 GCSEs or
equivalent qualifications. Some pupils who join the school mid-way through
the key stage, or with limited previous education may need to be offered
alternative qualifications such as entry level or level 1 qualifications. These
are available in many subjects from most exam boards.
ESOL qualifications are also available but it is not recommended that
pupils under 15 embark on these courses.
Consult the websites of the examination boards for details of qualifications
at entry level and level 1.

In summary
n

EAL learners who are from refugee or asylum seeking
backgrounds, or who are unaccompanied minors, or who have
had interrupted schooling can still be high achievers.

n

Schools can recognise pupils’ abilities through careful
observations of them as learners as well as through formal
assessments and tailor teaching accordingly.

n

Disadvantaged pupils, including those with EAL, can benefit
from targeted interventions and other programmes funded by
the pupil premium.

A checklist for ensuring the effective use of the pupil premium can
be found on page 101 of the appendices.
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LEADERSHIP AND MANAGEMENT
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Leadership and management
Key messages
n

n

n

All children are entitled to a
school place irrespective of their
immigration status or any special
educational need or disability they
may have.
Provision for EAL learners is a
whole school issue that must
have strong leadership if it is to
be effective, inclusive and enable
children to feel secure and valued.
EAL provision must feature as part
of the school development plan.

n

Every pupil in our schools has an
entitlement to fulfil their potential
through access to a broad and
balanced curriculum alongside
their peers.

n

All schools have a statutory
responsibility to comply with the
public sector equality duty and to
publish equality objectives.

Admission to school
Local authorities have a legal duty to provide education to all children of compulsory school age
resident within their area, irrespective of their immigration status and appropriate to age, ability
and aptitudes and any Special Educational Needs or Disabilities (SEND) they may have.

The school admissions code (2014)
The code seeks to ensure that children from all backgrounds, and of all ethnic groups and
religions, have the same opportunities to go to good quality schools. Admission authorities must
not adopt procedures or criteria that disadvantage children who arrive in their area outside the
normal admission round. The code is due to be amended in 2021 to better support the in-year
admission of vulnerable children and reduce to a minimum any gaps in their education.
Parents of children who are asylum seekers or those who have limited leave to enter or remain in
the UK can enrol their children in a maintained school.

EAL provision in schools
Provision for EAL learners is a whole-school issue, but its effectiveness depends heavily on the
vision of the senior leadership team. A confident leadership knows its school and the community
it serves and puts evidence-driven initiatives into place and evaluates their impact. When EAL
features as an aspect in the school development plan, a more ‘joined-up’ approach is ensured,
providing continuity between school self-review, the analysis of performance and the evaluation
of teaching and learning. It allows schools to explicitly link training needs with performance
appraisal and needs analysis with financial planning.

Leading EAL in schools
Effective leadership teams ensure that there is a culture of high expectations for all pupils,
particularly those from minority ethnic backgrounds and those learning EAL. They model the
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approach that all pupils, regardless of language and/or ethnicity can
achieve at the highest level with support. Challenging targets are set for
identified pupils that take into account previous educational experience
and attainment, teacher assessment of potential as well as the
recognised need for accelerated progress to close the attainment gap.

Some tools for evaluating school provision can be found on pages
93-95.

The EAL leader
The role of the EAL leader will vary according to the type of provision
that needs to be made. Factors such as the number of pupils on roll
who are learning EAL, their previous educational experience, and their
levels of literacy, will all impact on the scope of the role. Whatever the
circumstances, it is important that the EAL leader understands the
distinctiveness and challenges of learning EAL. That is:
developing a full range of skills and proficiencies in the usage of
English, whilst simultaneously using it as a tool for learning.
The EAL leader should work closely with other leaders in the school. It is
a cross-curricular role that should:

The EAL leader will play a key role in the way the school develops
positive attitudes towards difference and diversity and actions to
eliminate discrimination, advance equality of opportunity and foster
good community relations, in keeping with its responsibilities under the
Equality Act 2010. Good quality training and professional development
are essential for this.

A chart of roles and responsibilities for EAL leaders in primary
schools is on pages 81 to 82.
Secondary colleagues, see pages 83 and 84.

Additional adults in the classroom
Additional adults can be used in the classroom to enhance learning
experiences for children. Recent research into the use of additional
adults, provided in the Education Endowment Fund Teaching and
Learning Toolkit found that, teaching assistants had the most impact
on the progress of pupils when they:
• Have a specific role linked with teaching and learning rather than a
general supporting role in the classroom.

• Ensure pupil data is analysed and any gaps in progress are being closed.

• Are given time to discuss their involvement in the lesson and their
interventions with pupils with the class teacher/subject teacher.

• Lead on offering training and support on strategies designed to
meeting pupils’ language needs.

• Are trained to deliver a particular intervention.

• Assist colleagues to ensure that classroom activities, teaching
materials and the wider curriculum reflect the cultural, linguistic and
ethnic diversity of the school and wider community.

• Supplement the teacher’s input rather than substituting for the teacher.

www

Education Endowment Fund Teaching and Learning Toolkit

• Support colleagues in establishing appropriate teaching and learning
strategies and interventions are put in place as needed.
• Monitor the settling in, integration and progress of pupils.
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Effective deployment of additional adults
Teaching assistants can support learning by reinforcing a number of
good behaviour for learning strategies such as:

A tool for developing the role of additional adults in schools can
be found on pages 97-100.

• Supporting pupils to work in roles, ensuring everyone contributes to
group talk.
• Helping pupils check each other’s work, reinforcing the learning
content and the skills being developed.
• Helping pupils to summarise their learning, identifying what they
enjoyed or found easy and what they found more challenging.
• Modelling target language structures and sympathetically recasting
pupil utterances.
When working in mainstream classrooms, teaching assistants can:
• Ensure the contribution of target pupils is incorporated into plenary
sessions and whole class learning.
• Ensure the teacher is aware of progress made and can include this in
her/his planning and target setting.
• Provide additional concrete support for pupils. for example, visuals,
props, dictionaries, worksheets etc.
When working with small groups, teaching assistants can:
• Pre-teach content that will be covered in the mainstream lesson.
• Revisit and reinforce learning that has recently been covered in lessons.
• Deliver targeted teaching to develop skills that pupils may not have yet
developed. For example, letter formation, conventions in punctuation etc.
• Deliver focused intervention programmes for which they have been
fully trained.
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a) First language
In relation to language, information is required for all pupils concerning
their “first language”. The DfE defines “first language” as:

Data collection
School performance and data
Leadership teams must ensure that all groups of pupils make progress
and are seen to be making progress. It is good practice for attainment
data to be analysed by language, gender and also ethnicity. Other data,
such as attendance, rewards and sanctions, and exclusions should also
be analysed by language, gender and ethnicity.
The responsibility for collecting data lies with the senior leadership of
the school. The school leadership team should identify an individual
to oversee the process of data collection, and be sure to distinguish
between the responsibilities of staff involved in inputting the data (school
administrative staff) and staff applying specialist knowledge to the data
collected (assessment/curriculum leaders, EAL staff).

Why collect language and ethnicity data?
Collecting language and ethnicity data helps schools improve their
understanding of the communities they serve. It supports the analysis of
attainment at school level and allows comparison at local and national levels.
Identifying performance gaps is particularly helpful for uncovering EAL
pupils who may have advanced fluency in social English, but who may
still need support with academic tasks. It may also give schools the
opportunity to identify students who can take public examinations in
community languages.

What to collect?
The annual school census requires schools to submit information about
pupils to the DfE. Schools should collect information about pupils’
language and ethnicity. This information is highly personal, and schools
should approach this task in a sensitive manner. This is more likely to
increase cooperation and achieve a fuller response.
July 2021

A pupil’s first language is defined as any language other than English
that a child was exposed to during early development and continues
to be exposed to in the home or community. If a child was exposed
to more than one language (which may include English) during early
development, a language other than English should be recorded,
irrespective of the child’s proficiency in English.
The most recent guidance for the DfE’s Annual School Census (January
2021) is that a language code should be recorded after consultation with
the parent/guardian, or with older children, the pupil themself. Schools
should not ascribe a language code to pupils. On the rare occasion
where parents or pupils have not responded to enquiries, schools
may use the codes ‘ENB’ (not known but believed to be English) and
‘OTB’ (not known but believed to be other than English). However,
these codes are to be avoided wherever possible and schools should
endeavour to collect all elements of personal data.
b) Ethnicity
In relation to ethnicity, as with the collection of first language data,
schools should not ascribe a particular ethnicity to a pupil or group of
pupils. Where schools have not collected a pupil’s ethnicity, the codes
‘NOBT’ (information not yet obtained) or where necessary, ‘REFU’
(refused) may be recorded.
A list of all the data items required, including language and ethnicity
codes, can be found here:

www

Data items for the school census 2021-2022
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c) Proficiency in English
The DfE no longer requires this information as part of the school census.
However, it is recommended that schools collect it anyway. It helps
leadership teams, as it depicts the profile of EAL learners in a school
more accurately, and can help schools map progress over time.
Schools should use the five-point scale (categorised A – E) that
describes the developing stages of language proficiency to make a ‘best
fit’ judgement about each of its pupils. School should not fall into the trap
of believing that having more learners at stages C and D implies a lesser
need for EAL support. More experienced learners using EAL will often
require quite specific support to develop their proficiency in academic
English, having already acquired clear abilities in social English.
Leadership tams should be aware that support for these learners is
better categorised as “different” rather than “less”.

How to collect?
The school should ensure that all parents/carers (or pupils where
appropriate) are invited to provide first language and ethnicity
information in time for it to be inputted and submitted for the January
school census. A data collection sheet to check or update pupil
information should be sent home in the autumn term.
Parents and pupils will be encouraged to respond more openly and
confidently if a positive attitude to language diversity is promoted within
the school. EAL staff can support this process, using bilingual staff
where necessary to ensure that incomplete or unreturned data collection
sheets are followed up, as well as information that does not match
knowledge already obtained by the school.
Ways of fostering a positive attitude to language diversity include:

More information about the proficiency scales is given in the section
on assessment later in this handbook. (See page 65 onward).

• Putting up displays in prominent places in the school about language
diversity amongst the pupils and staff.

A copy of the proficiency scales and descriptors is available
on page 103.

• Inviting parents to share information about their languages and
cultures in assemblies.

When to collect?

• Planning language awareness lessons as part of Citizenship
education.

The process of collecting and/or updating first language and ethnicity
information should begin in the autumn term, in order for schools to be
able to send an accurate return to the DfE in the January school census.
Language and ethnicity information for midterm admissions should be
added to the school information system as soon as possible after they
go on roll at the school.
It is good practice for EAL staff to have a meeting with the school data
manager to update and check the data in the school management
information system. This is particularly important after any transition,
especially in the case of the Year 7 transfer.
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• Including language information questions on the school admission
form.
Schools should check that their management information systems can
store all languages and corresponding language codes accurately.
They should make provision, if necessary, for more unusual languages
such as Azeri, or Manx Gaelic, which might not automatically appear
on their systems.

Cambridgeshire and Peterborough Handbook for English as an Additional Language 55

Interrogating data
Once data is in place, schools can compare exactly how pupils from
different language and ethnic groups are performing. This will help
leadership teams in planning to narrow any gaps in achievement.
Pupil data should be analysed by language, ethnicity and also gender.
Leadership teams may wish to ask questions of the data, such as:
• How many children from each ethnic group speak EAL?

Schools should analyse data regularly, not just at the end of key stages,
to ascertain the rates of progress that children learning EAL are making:
• How do rates of progress compare for pupils from different ethnic
groups?
• How do rates of progress compare for pupils from different language
groups?
• Does progress vary according to year group, subject group, key stage
etc?

• Are these children achieving national standards?
• Are these children achieving high standards matching their abilities?
• How can teaching and learning and grouping and setting be used to
change the attainment profile for groups in our school?
• Do boys from certain ethnic groups perform less well than girls or vice
versa?
• Are gender gaps wider for some groups than for others?
• Are gender gaps wider for some areas of the curriculum than for
others?
If free school meals data is also cross-referenced, the school could ask:
• Is there a higher incidence of FSM in one or any of these groups?

• Do pupils learning EAL make faster progress than their peers,
indicating that they are closing any attainment gap?
• Is this true across all proficiency stages?
There is no set format for presenting data and schools will need
to consider how the tools they use allow for the clearest picture of
progress to be viewed over time. Any data capture may contain or
anomalies, if, for example, there are small numbers of pupils or if
numbers are fluctuating. To avoid these irregularities, it may be
helpful to aggregate the mean performance scores over a threeyear period (three year rolling average) as this will give a more
reliable picture of performance. The insight schools gain from
examining data can help inform action planning, direct resources,
adjust teaching and learning and target interventions.

• Is this true year on year?
• Do FSM children achieve as well as other children in any group?
• Is that true for all groups?
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Statutory responsibilities

Publishing equality information: what is required?

The Equality Act 2010
The Equality Act 2010 brings together all previous antidiscrimination legislation under a single umbrella. It introduces
a Public Sector Equalities Duty (PSED) often referred to as ‘the
general duty’ which sets out schools’ duty to:

As part of the PSED, the Equality Act requires schools to publish annual
equality objectives. This information will largely relate to pupil data and
how groups who share relevant protected characteristics are affected
by school policies and practices. If it has more than 150 employees,
schools may also wish to publish this information for staff.
Equality information might include:

• eliminate discrimination, harassment and victimisation and any
other conduct prohibited by the Act

• information about the diversity of the school population, levels of
attainment and rates of progress amongst and between groups.

• advance equality of opportunity between people who share a
protected characteristic and people who do not share it

• general information on what the school is doing to eliminate
discrimination, advance equality of opportunity and foster good
relations between communities.

• foster good relations between different people when carrying out
their activities
The Act updates all previous legislation against discrimination and sets
out nine ‘protected characteristics’. These are:
Age						Race			
Disability					Religion and belief		
Gender reassignment			Sex				
Marriage and civil partnership		

Sexual orientation		

Schools can set equality objectives to tackle any issues of discrimination,
inequality and disadvantage. Objectives might be linked to challenges the
school is already responding to in the school improvement plan, or can
address issues and concerns identified through consultation with pupils,
staff and parents.
Some examples that equality objectives might address include:
• Narrowing gaps in attainment between groups of pupils.

Pregnancy and maternity

Under this legislation, protection against discrimination is now
extended to pupils who are pregnant or have recently given birth, or
who are undergoing gender reassignment. The characteristics of ‘age’
and ‘marriage and civil partnership’ are not applied to school pupils.
Exceptions to discrimination provisions for schools, covered under
previous legislation, such as the content of the curriculum, collective
worship and admissions to single sex schools and/or schools of a
religious character remain in place.
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• Improving school attendance of pupils from particular groups.
• Increasing the participation of particular groups in school activities.
• Reducing prejudice-related bullying and the use of derogatory language.
• Improving knowledge, skills and attitudes to enable pupils to
appreciate and value difference and diversity, for example, increasing
understanding between pupils from different faith communities.
• Improving the participation and engagement of different groups of
parents and communities.
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It is a statutory requirement that equality objectives are ‘specific and
measurable’. This is to make sure that objectives are not vague or
flimsy statements, but reflect achievable and measurable improvements
that the school wishes to make. Many of the objectives school publish
are likely to feature in their school development plan. There is no set
format for publishing equality objectives. For most schools, setting up an
equalities page on their website will be the best approach.
The Equality Act 2010 and schools: Departmental advice
for school leaders, school staff, governing bodies and
local authorities (DfE, 2014)

The Office for Standards in Education (Ofsted)
The Education Inspection Framework
All references in this handbook relate to the Ofsted Education Inspection
Framework published in 2019. The framework states that Ofsted will
no longer consider any internal school-generated data when making
their evaluations. However, collection and interrogation of this data is
an essential part of strong leadership. Schools are best able to respond
to the progress and needs of their pupils when data analysis is rigorous
and action planning is shared with all staff.

Tackling bullying. racism and xenophobia

Ofsted and EAL

Section 89 of the Education and Inspections Act 2006 states that
maintained schools must have measures to encourage good behaviour
and prevent all forms of bullying amongst pupils. These measures
should be part of the school’s behaviour policy.

The current Education Inspection Framework does not give specific
guidance on how inspectors will make a judgement on the quality of
education of pupils learning EAL. A team of dedicated Specialist Advisor
posts has been created in Her Majesty’s Inspectorate (HMI). Their role
is to join up the thinking on inclusion across and within different groups.

Some key pointers on how to address this can be found on the
next page.

Data collected as part of the school census identifies pupils with EAL
as a pupil characteristic and reports on the progress of these pupils in
the context of national indicators. It is still unclear how the consistent
underperformance of certain groups who intersect with pupils learning
EAL, will impact on inspection outcomes. However, we should not lose
sight of the fact that data can provide evidence of the achievements
of EAL learners by depicting their progress as part of a thriving,
multilingual community.

Spiritual, moral, social and cultural (SMSC) education
This refers to the over-arching umbrella that encompasses personal
development across the whole curriculum. This extends to the way
that schools prepare pupils for the opportunities, responsibilities and
experiences of later life.
There is a clear overlap between SMSC education and catering for the
needs of pupils learning English. The way in which schools address the
wider aspects of EAL provision such as improving children’s understanding
of and respect for different faiths and cultural diversity, can make a
significant and relevant contribution to children’s SMSC development.
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Case Study: Recommendations from EqualiTeach on promoting race equality
EqualiTeach is a not-forprofit equality and diversity
training and consultancy
organisation, working
with education settings
throughout the UK.
During 2020-21,
EqualiTeach was funded
by the Cambridgeshire
Community Foundation to
support schools to better
promote race equality and
tackle racism.

Start from a young age

There is a belief that young people don’t notice difference and that speaking about diversity and race will
introduce issues where they had not previously existed. However, the reality is that small babies are aware
of differences in skin colour, and children as young as three start to use racial cues as a basis of categorising
people. Talking with young children about diversity will help them to value differences and reject prejudice and
develop positive attitudes about themselves and people unlike themselves. Ensuring that there is a diverse
representation of people in books, toys and games, such as dolls, jigsaws and dressing up items introduces
children to diversity and creates opportunities for conversation.

Promoting race equality is not about being colour-blind

A person’s skin colour is a signifier of their history and a key part of their identity. If adults avoid speaking about
difference, then children can grow up erroneously believing that it is rude to mention skin colour. Make sure that
staff and students are equipped with the correct language to be able to confidently speak about ethnicity and identity.

To ensure that racism is
meaningfully prevented and
tackled within school, it is
important that initiatives are
embedded across all areas
of school life and involve
both young people and staff.
Some starting points are
outlined on these pages.

Talk about similarities and differences

For more information
about how EqualiTeach
can support your school
with tackling prejudice and
embedding equality, visit
www.equaliteach.co.uk

Start from where young people are
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Allow young people the opportunity to discuss differences between people: physical features, but also cultural
differences such as family structures and relationships, naming systems etc. Encourage a focus on similarities
making pupils aware that across ethnicities, countries and cultures there are things we all share as part of
our common humanity: our concern for others, our need to be loved, our need to eat, sleep and play, to have
adequate shelter and clothing. Help children appreciate differences but show them how to identify and challenge
inequalities. Avoid stereotypes and generalisations remembering that there is huge diversity within every
ethnicity, country and culture.

Ask children open questions about what they know, what they’ve seen and what questions they have. Use
circle time, ask-it baskets and online questionnaires to gather young people’s thoughts and concerns. This
allows you to pitch the conversation at the right level, avoiding over-complicated explanations, which could
increase worry and confusion, or pitching it too low and leaving out important issues because you think pupils
aren’t aware of them.

Cambridgeshire and Peterborough Handbook for English as an Additional Language 59

Case Study: Recommendations from EqualiTeach on promoting race equality
EqualiTeach is a not-forprofit equality and diversity
training and consultancy
organisation, working
with education settings
throughout the UK.
During 2020-21,
EqualiTeach was funded
by the Cambridgeshire
Community Foundation to
support schools to better
promote race equality and
tackle racism.
To ensure that racism is
meaningfully prevented and
tackled within school, it is
important that initiatives are
embedded across all areas
of school life and involve
both young people and staff.
Some starting points are
outlined on these pages.

Challenge stereotypes and prejudice

Sometimes pupils may say something which is biased or prejudiced. Use open non-judgemental questions, such
as ‘What do you mean by that?’ or ‘What makes you say that?’ to find out what they meant by the statement
and allow them the opportunity to question what their opinions are based on. Provide them with an alternative
viewpoint and help them to recognise stereotypes and explore the difference between neutral and emotive
language, fact and opinion. Never leave racism unchallenged, use incidents as an opportunity to educate.
Ensure that the school has a policy for recognising and responding to racist incidents and that all staff know how
to implement it.

Diversify the Curriculum

Take steps to review the curriculum and look how it can better serve young people and provide a wider range
of voices and perspectives. Ask: Is it accessible? Is it meaningful for all pupils, including those with English as
an additional language? Do pupils need a particular cultural capital to fully access the content? Do pupils see
themselves reflected? Does it resonate with their own experiences? Can pupils bring their own perspectives into
the conversation? Does it equip pupils to live in a diverse and global society? Whose stories are told? Does it
widen pupils’ horizons? Does it allow them to see how they can make a difference in the world?

Promote Positive Action

Young people can feel helpless in the face of big world issues such as racism, but there is a lot that they can
do to create positive change, including raising or donating money, challenging racism and raising awareness
amongst their peers, sharing content on social media, creating films and blogs, and writing to newspapers and
MPs. Young people have a voice and should be empowered to use it.

For more information
about how EqualiTeach
can support your school
with tackling prejudice and
embedding equality, visit
www.equaliteach.co.uk
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In summary
n

EAL leaders should have as their focus the distinctiveness
and challenges of learning EAL. High quality professional
development should be provided in order to fulfil their role.

n

Schools should collect and analyse data to review the progress
EAL learners are making across the five levels of English
proficiency.

n

Schools must comply with the duty under the Equality Act 2010
to eliminate discrimination, advance equality of opportunity and
foster good relations between people.

n

EAL leaders can make a key contribution to how the school
develops provision for pupils’ SMSC development.
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ASSESSMENT
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Assessment
Key messages
n

n

n

The assessment of pupils learning
EAL should be responsive to their
achievements, including in their first
language as well as their English
language needs.
All aspects of language development,
including proficiency are crucial
aspects of EAL assessment and
should always be addressed as part of
target setting and future planning.
Schools should have high
expectations of EAL learners’
progress. Target setting based
on assessed performance should
anticipate that EAL pupils will close
any attainment gap with their peers
over time.

Why assess EAL
Assessment is used on a daily basis to help teachers ascertain what learning has taken place, where
there might be gaps, and to identify next steps. When teachers have a full picture of where their pupils
are at any stage on the learning pathway, they are better able to plan learning and language activities
that offer appropriate support and challenge and enable all learners to progress. The assessment of
pupils learning EAL should follow the same principles as those for all pupils. It should be:
• an effective measure of what pupils can do.
• based on a range evidence.
• a valid reflection of the pupil’s attainment in relation to anticipated learning outcomes.
In short, effective assessment should be able to identify progress made and respond effectively
to each pupils’ further needs.
EAL pupils are learning English, whilst simultaneously using that language as the principal tool for
acquiring and expressing their knowledge and understanding of the school curriculum. This points to
the value of assessing these pupils’ developing ability in English alongside any other assessments
undertaken as standard practice for all pupils. It also implies that any system for assessing EAL needs
to consider the development of curriculum skills and knowledge as well as language capabilities.

Initial assessment of newly arrived pupils
It is not always advisable to present new pupils with a battery of tests as soon as they arrive at
school. There may be advantages in delaying any assessments until pupils have had a chance
to settle in, especially if they are very new to the school environment. In the meantime, teachers
could make informal assessments of how the new pupil behaves as a learner by observing their
interactions with their peers and their participation in a range of tasks and contexts.
The best way to support new pupils is to find out what they know in order to plan the next stage
in their development. Assessing pupils’ prior learning will include finding out about knowledge
and competences the pupil has in languages they are familiar with (including English).
Schools may use commercially published materials or their own ‘home-grown’ assessment tools.
In such instances, staff training will be required. For example, training in how to ask graduated
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questions, possibly linked to a framework such as Bloom’s taxonomy.
The questions might be framed around something concrete, such as a
range of objects or pictures, which can give the pupil the opportunity to
express their thinking and understanding about a range of topics and/or
ideas. This will help the school build a picture of the pupils’ knowledge of
other subjects as well as their proficiency in English and other languages.
Whatever tools are used, collecting a range of information about a
pupil will give more accurate indications about their likely progress than
focusing solely on competence in English.

EAL learners and reading tests
New learners of EAL tend to score poorly on standardised reading tests,
often returning a ‘reading age’ that is below their chronological age. This
is usually due to their lack of familiarity with the vocabulary of the test
and should not be interpreted as an indication that the pupil has special
educational needs or a disability (SEND). A better understanding of a
pupil’s capabilities and support needs might be gained by comparing
their performance in a reading test against a series of non-verbal
measures, such as in some commercially available tests. A reading test
conducted in a language in which the pupil is literate might also reveal
valuable insights into the child’s potential.

Grouping and setting
When assessment is used to group or set pupils by ability, schools
should do their best to ascertain the true ability of pupils learning EAL.
As has already been mentioned, standardised reading tests may give an
inaccurate representation of a pupil’s ability.

place pupils in groupings/contexts where they can be given opportunities
to participate in language-rich interactions which extend their curriculum
skills and knowledge build their language repertoire. For this reason,
placement in low ability groups or sets should be avoided.

Measuring attainment and progress
It has always been difficult to anticipate how much progress any child
might make in a given period of time. Progress is not linear and is
dependent on a number of factors, so predicting what any pupil’s
attainment profile should look like at any point in their school career is
not a straightforward process.
Comparisons can be made about children’s progress at points where
national assessments take place. Attainment can be measured at one
point in time (such as at the end of Key Stage 2) and compared to
another (such as the end of Key Stage 4). However, for this comparison
to be made, children need to have taken both assessments. If an
EAL learner is not present at one or other of the assessment points,
their progress cannot be charted in this way. In any case, the time lag
between Key Stage 2 SATS and Progress 8 scores is five years – a long
time to wait to find out if a cohort of pupils is making adequate progress.
Schools will need to find other ways of measuring both attainment
and progress for pupils, whether or not they have the data needed for
national measures. They will need to determine:
• if pupils are on track to meet end of key stage expectations.
• how the progress of EAL learners compares with that of other cohorts
of pupils in the school.

The association between language and learning has been documented
by linguists and educationalists1 alike over the years. Schools should
1

See the work of Michael Halliday or Pauline Gibbons.
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A snapshot of EAL attainment at different phases is shown here:
EYFS: EAL pupils with a Good Level of Development

GCSE: EAL Attainment 8

GCSE: EAL Attainment 8

EYFS: EAL pupils with a Good Level of Development
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The national data sets tell us that overall, the attainment of pupils learning
EAL is broadly in line with the average, and that progress is significantly
better. However, EAL pupils are not a homogeneous group, and it is
important to look underneath the headline figures and examine performance
by ethnicity, first language, prior education and length of time in UK schools.
Whatever tool is used to measure attainment, schools still need to
satisfy themselves that the rate of progress EAL learners are making
demonstrates that they are moving towards closing any attainment gap
that exists between them and other cohorts in the school.
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Department for Education (DfE) no longer requires schools to report on
the proficiency in English of pupils designated as not having English as
their first/main language. However, we would urge schools to continue
collecting this information. It will help to ‘map’ the profile of EAL learners
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and their proficiency and progress in English. This in turn will assist
planning for the differing needs of pupils as they move through the five
stages described in the original document.

CEFR (Common European Framework of Reference for Languages).
International schools in particular, may find this connection useful.

Schools are asked to use a ‘best fit’ approach to allocate pupils to one
of five bands, A, B, C, D or E. Each band describes observed pupil
behaviours and/or abilities.

Target setting

The descriptors for each band can be found on page 103.
The descriptors are not designed as a tool for language assessment.
They provide a general view of the sorts of behaviours that might
be observed in certain learners. However, as they show a graded
development in language skills, some schools have linked their own
assessments of EAL learners’ progress to these five bands.
The Bell Foundation has produced an ‘EAL Assessment Framework for
Schools’. It is based on up-to-date research into the way pupils learning
EAL progress in British schools. Its charting of language development is
linked to the DfE’s five proficiency bands.
The framework provides descriptors of language development for
primary and secondary schools which are based on the skills of
listening, speaking, reading and viewing and writing. There are
ten descriptors for each of these skills, designed to show on-going
progression in the acquisition of English.
The Bell Foundation’s framework is useful for assessing EAL learners
because the descriptors can help teachers describe the skills and
competences that they observe in their pupils. They also give an
indication of the areas that should or might be acquired next. In this way,
they also can support planning for progression in EAL.
There are several other useful EAL assessment packages that can assist
teachers. The NASSEA EAL Assessment Framework includes descriptors
of EAL development from EYFS (Early Years Foundation Stage) through
to key stages 3 and 4. The NASSEA descriptors are linked to the
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Setting targets for pupils learning EAL should take into account their
proficiency in English and context in which they may be operating.
Schools should have every expectation that pupils will make good
progress in developing their skills in English. They should also be aware
that the pupils who are newest to learning English will probably make
faster progress than pupils who have more experience in using English.
This is because the language that is acquired first, usually relies on
‘here and now’ contexts where there are cues to assist understanding,
such as concrete content, gestures and body language.

See the section on BICS and CALP on page 28.
Many things will impact on the rate at which EAL learners will make
progress including;
• prior learning experiences.
• literacy skills (in languages other than and including English).
• length of time in the British education system.

A grid summarising guidance on assessment is on page 80.
More information on assessment is available from:
www

www

The Bell Foundation

NASSEA
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In summary
n

Distinguish between assessing EAL learners’ proficiency in
English and their prior learning and experience of schooling.
Ascertain their interests, aptitudes and talents to build a wider
picture of their achievements and potential.

n

Remember that bilingualism is not a learning difficulty. Low
scores in English language tests, particularly reading tests, are
not necessarily indicative of SEN/D.

n

Set targets that are suitably ambitious yet achievable that can
drive progress.

n

Encourage pupil groupings that allow opportunities for oral and
collaborative interaction at an appropriate developmental level,
not simply at the EAL pupil’s English language level.
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PARENTS, PUPILS AND COMMUNITIES
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Parents, pupils and communities
Key messages
n

n

Strong parental engagement correlates
highly with pupils’ success at school.
All parents/carers, especially those
of new arrivals, need opportunities to
familiarise themselves with the new
education system their child is now part
of so that they can support their child’s
progress.

Welcoming parents into school
Parents and members of the local community can be welcomed into schools through a
variety of approaches. The benefits of parental engagement can be significant, and can
impact positively on pupil outcomes.

Research for the DfES in 2003 found that:
“In the primary age range the impact caused by different levels of parental involvement
is much bigger than differences associated with variations in the quality of schools. The
scale of the impact is evident across all social classes and all ethnic groups.”
The Impact of Parental Involvement, Parental Support and Family Education on
Pupil Achievements and Adjustment: A Literature Review
The research found that parents who had taken part in activities at school said that they were
pleased that they had been heard and taken seriously by the school. They were delighted by
the opportunity to work with their children, including in their first language if appropriate. They
reported feeling welcomed and valued. This was particularly true where the school was open
to hearing from parents about their ideas, expectations or concerns as well as imparting school
information and requirements.
Building strong home-school links through activities such as after-school clubs, parenting
classes, extended schools and other outreach work can lead to improvements in children’s
completion of homework, learning behaviours and attendance.
The way in which parents become engaged with schools will vary according to the needs of the
children and families involved, however, some activities that schools can include:
• Sending home information and other correspondence that is easy to read and translated into
the parents’ language if necessary.
• Using bilingual/multilingual staff to provide classroom and liaise directly with families.
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• Running homework clubs that offer targeted support.

Making a success of parental engagement

• Consulting with parents and community groups to actively seek their
views through questionnaires and parents’ meetings.

For any engagement with parents to be successful, it must be fully
embedded into the way the school views itself and its community.
Any activities that are bolted on to other provision, or have the feel
of “one-offs” are less likely to succeed. The key features of building
successful relationships with parents and communities are for them to
be underpinned by strong leadership, targeted approaches, and a set
of specific actions and practices. Schools may also wish to seek the
support and expertise of other local schools and services.

• Undertaking home visits, to establish contact, build relationships with
parents, and support wider needs.
• Making interpretation available for discussions in school when needed.
• Hosting meetings for parent/carers from particular communities to
listen to their views, understand their expectations, and explain the
school’s expectations.
• Running family learning workshops, where parents can be shown
how reading and writing are taught at the school, how maths
calculations are taught, thus developing their confidence to help their
children at home.
• Making links with community groups and supplementary schools.
• Actively collaborating with parent and community groups by
supporting them to develop supplementary and community education
projects; offering use of school facilities etc.

www

This website has many translated standard letters for
schools’ use:
Dingle, Granby and Toxteth Education Action Zone

www

The Ofsted Parent View website offers parents the
opportunity to share their views about their children’s school
with Ofsted and to find out the opinions of other parents.

If schools invite parents to use their ICT facilities to complete the Parent
View questionnaire online, parents can also benefit from the opportunity
to discuss their ideas with each other, as well as receiving direct support
from school staff with using the computers.
Some groups and individual families will always be harder to reach
than others. However, one of the most important ways forward is for the
school to see itself as easy to reach. There are various ways schools
can do this, but making sure there is a named contact who is highly
visible and well known to staff, parents and pupils is a good first step.
Schools should use data to identify parents of pupils they most wish to
contact and find ways to engage the families who feel least confident
about coming into school. Strategies that can be used to encourage
families include:
• Informal discussions with school staff in the playground
• Using trained bilingual/multilingual staff or volunteers to telephone home.
• Recruiting ‘Peer Group’ leaders: a group of more confident parents
who can encourage others to attend meetings, events, etc.
• Providing childcare to enable access for parents with young children.
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School leaders should identify whether members of staff require training
or coaching, particularly if they are to work with communities with which
they are not familiar.

Useful resources:
www

Professor Ted Wragg talks about the positive benefits of
parental involvement

www

Brian Lamb OBE reports on his enquiry into Parental
Confidence in supporting
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Case study: Using home languages to support the
admission and induction of newly arrived pupils learning
English as a second language.
Newborough C of E Primary School is a slightly smaller than average
sized primary school. It is a good school where “the high quality of
pupils’ spiritual, moral, social and cultural development underpins all
of its work” and where ‘an ethos of inclusion, care and valuing the
worth of others has been built.” (Ofsted, December 2014).
8% of pupils speak a language in addition to English.
The Headteacher was keen to ensure that there was support in
home languages for newly arrived pupils learning EAL. He knew
that other schools relied on a network of speakers of various
languages to help support a child and their family during their initial
arrival into school. At Newborough, there was a limited number of
languages represented in the school. The issue therefore became
how to harness this resource, already in the school, for the benefit
of those yet to arrive.
The first step was to approach a few parents in the playground to
ask if they would like to come into school to share something of their
heritage, whether it be their language, their beliefs, traditional food or
traditional dance. There were no set expectations of what this might
look like. This was quite successful, with Portuguese dance and
Indian food being shared and discussed in school. As the level of
confidence and trust between the school and the parents grew, they
sent home a questionnaire asking about languages spoken at home
and whether parents would be happy to be a translator for any new
families at their introduction meeting if this was needed. Again the
response was positive. The school received offers from a variety of
parents, allowing support to be given in fourteen different languages
within school.
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This outreach not only allowed the school the opportunity to
develop a network of language support, but it also involved new
families who had English as an additional language in the school,
making them feel a highly valued part of our community. For the
new families, language support from other parents at their initial
meeting, allowed them to ask any questions they had, making for
better communication and lessening anxiety.
Finally, to reflect the involvement of their parents, the school
invited them to share their home language through a display
that incorporated some writing in their own language alongside
an English translation. The writing was linked to a map of the
world to ensure everyone was aware of how diverse the school
is becoming. Each of these approaches developed the school’s
links to families that speak English as an additional language.
Having secured this contribution from parents, the school then
sought to help new children quickly feel at ease within the school
environment. A ‘buddy’ system was been implemented to provide
the new pupil with peer guidance as they moved around the
school, e.g to the hall for lunchtime or to the office when taking
the register. Pupils were also provided with a school uniform
to ensure they felt they were part of the Newborough School
community as quickly as possible. The new pupil and their family
were also given a picture-based induction guide. This allowed the
child and their family to see what foods were appropriate to bring
into school, what resources they needed on a day to day basis
and what time key events were in the school day.
Measures were also put in place to support teachers who might
have had little experience of, or training in, meeting the needs of
newly arrived EAL learners. A flow chart was set up for teachers
to follow so that they could be clear about what step needed to be
taken at any stage in a child’s admission to the school.
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This helped teachers to provide the most effective support for the
child. The class teacher was invited to the initial meeting with the
child, their parents and the parental translator.
The school had a variety of resources which were made
available to teachers and teaching assistants. These ranged
from online resources, to books and literature written in different
languages. Each teacher was aware that the EAL lead who
could be approached for support at any time. The EAL lead also
had designated non-contact time to ensure that resources and
support were being provided to the highest possible standards.
These strategies went some way to support a teacher in providing
quality first teaching to a child speaking any language.
Alex Hope
Former Head, Newborough C of E Primary School
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In summary
n

Parents should be made welcome and be treated as true
partners in their children’s education.

n

Schools may wish to explore ways of engaging parents and
communities in ways that are outside the more traditional
sphere of parent-teacher associations, such as through
family learning, drop-in sessions, English language classes or
supplementary schools.

n

Pupil premium funding can be used to improve the engagement
of parents in children’s learning. The outcomes and impact of
any such funded interventions must be tracked and recorded.

n

Overcome barriers for ‘hard to reach’ families by making the
school ‘easy to reach’.

n

Be innovative and creative in developing interventions, and
involve the community in designing them where possible.
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TRAINING AND PROFESSIONAL DEVELOPMENT
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Training options from the EAL Academy
Short courses
The EAL Academy offers a range of specialist short courses to assist schools in addressing the diverse needs of their pupils. Each course is offered
online and requires approximately 12 hours of study. Click on the titles for details of the courses.
EAL for Teaching Assistants
https://www.theealacademy.co.uk/course/eal-teaching-assistants/

The Early Years and Diversity
https://www.theealacademy.co.uk/course/early-years-diversity/

Leading EAL in Primary Schools
https://www.theealacademy.co.uk/course/leading-eal-primary-schoolsonline-course/

Ofsted and the Legal Context
https://www.theealacademy.co.uk/course/ofsted-legal-context-online-course/

The Achievement of Pupils of Caribbean Heritage
https://www.theealacademy.co.uk/course/achievement-black-caribbeanmixed-white-black-caribbean-pupils-online-course/

Plurilingualism
https://www.theealacademy.co.uk/course/plurilingualism-online-course/

Leading EAL in Secondary Schools
https://www.theealacademy.co.uk/course/leading-eal-secondary-schoolsonline-course/

EAL in an International School Context
https://www.theealacademy.co.uk/course/eal-international-school-contextonline-course/

EAL Beginners in the Mainstream Classroom
https://www.theealacademy.co.uk/course/eal-beginners-classroom-onlinecourse/

EAL and SEND: Cracking the Conundrum
https://www.theealacademy.co.uk/course/eal-sen-cracking-conundrum-new/
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Longer courses

Bespoke training and consultancy

3L: Language and Literacy for Learning
https://www.theealacademy.co.uk/course/3l-language-literacy-learning/

Schools may also contact us concerning the development of bespoke
courses that can be delivered online or in person for multiple members
of staff. Such tailored courses can be a very effective way of developing
staff. We can provide training on issues pertinent to:

This four-day, train-the-trainer course, is offered in partnership with Lexised
Education. It promotes an integrated, whole-school approach that allows all

teachers to become effective teachers of language and literacy. On successful
completing the course, participants will become a Licensed Tutor for the course,
allowing them to deliver the content of the Teacher Course.
In total, 3L comprises approximately 45 hours of professional development.

• newly arrived learners of EAL
• experienced learners of EAL
• teachers leading on EAL across the curriculum

The EAL Online Accredited Course
https://www.theealacademy.co.uk/services/training/onlinecourse-copy/
This part-time course lasts six months and requires approximately 100 hours of
study. Much of the learning can be done as part of your normal teaching workload.
On successfully completing the course, participants receive a certificate accredited
by the University of Greenwich.

The EAL Quality Mark
The EAL Quality Mark has been designed to support a school’s selfevaluation of its EAL provision. A set of criteria that demonstrate good
EAL practice in three areas is provided:
• Leadership and Management

• teachers responsible for developing academic literacy
• leaders/managers responsible for analysing and presenting data

In-class coaching
We also offer an in-class coaching teacher development programme
where an EAL expert will work alongside a teacher in your school
helping her/him review her/his work, plan strategies and develop
resources for direct use with her/his class.

www

For further details about any of the consultancy, training
or professional development options, visit the
EAL Academy website.

• Assessment, Teaching and Learning
• Working with Parents and the Community.
Good practice can be evidenced at three levels: bronze, silver or gold.
The level awarded is validated by an associate from the EAL Academy.
www
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For more information, visit the Quality Mark page on our
website.
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APPENDICES
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Admissions meeting record form for newly arrived pupils
Name:

Gender:

M

Date of admission to this school:
Number of siblings:

F

Class/Tutor Group:

Date of arrival in UK:

Is this your first school in the UK?
YES

Child’s place in family:

NO

Previous schooling in UK
Name of school:

Dates/Number of terms in school:

Local Authority:

Previous schooling outside UK
Dates/Number of terms:

Name of school:
Town/City:
Country:

(Record duration; if continuous or interrupted; progression & transition)

How old were you when you first went to school?

Do you have any school certificates?

What was your favourite lesson?

What sort of marks/grades did you get in this lesson?

Did you have lots of friends at school?

Did you learn English before you came to this school?

Pupil’s ethnicity:

Pupil’s religion:

Language(s) spoken by student:

Language(s) spoken by parent/carer/siblings:

Reads? YES

NO

Reads? YES

NO

Writes? YES

NO

Writes? YES

NO

Other relevant information (health, dietary, SEND, etc.)
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Preparing an EAL friendly environment: a checklist for teachers, teaching assistants and support staff

All pupils are introduced to their new teacher and class, ideally before their first day. In Early Years and Primary settings, pupils are
given an opportunity to spend a short time, such as story time, or free flow play, in their new classroom.
We have prepared learning groups and equipment to ensure welcome, support and inclusion in learning activities.
We have involved teaching assistants and other support staff in the planning for the new pupil’s inclusion.
We have informed pupils and identified ‘welcome friends’ or buddies.
We have shared information gained at admission meeting day, and made plans to adapt and modify the curriculum to meet the pupil’s needs.
We know how to pronounce the child’s name, we know the child’s first language and cultural background and we have identified other
pupils in the class (or school) who share this.
We have gathered resources to support access and welcome.
We provide explicit and consistent routines.
We make sure each new arrival has access to different social groupings, feels safe, and that there are clear and enforced procedures
against bullying and racism.
We establish a role as listener, with early opportunities for autobiographical talk, drawing and writing.
We carefully track and monitor the early progress of each new pupil.
We check on the pupil’s well-being regularly, such as after break and lunch times.
We monitor attendance and promptly refer any concerns.
We review progress with the pupil, key staff and parents/carers after the first few weeks.
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EAL assessment summary grid

What?

Why?

How?

When?

Who?

Diagnostic
assessment of new
arrivals

To find out what pupils already
know

Pupil information/interview form

Within the first few days
of joining school

EAL Leader

To plan initial support
provision

Face-to-face interview

Details about previous education

Bilingual Teaching
Assistant (TA)

Mathematics assessment

Higher Level Teaching
Assistant (HLTA)

Non-verbal CAT test
Writing in first language
Assessment of
progress in learning
English

Formative
Assessment of EAL
learners (AFL)

Summative
assessment:
National tests e.g.
KS2 SATs, GCSEs
including
community languages
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To find out what a student can
do in English.
To plan appropriate teaching
and support.

Cross curricular book scrutiny
Comparison of sequential writing samples
Listening to students read

To monitor progress of EAL
learners across the curriculum.

Discussions about work

To plan future teaching
and intervention.

To find out what students
have learnt and ascertain
progress over a key stage.
To set future targets.
To compare school with
national benchmarks.

During existing school
assessment procedures

EAL Leader

Ongoing in lessons

All teachers supported by
EAL team

Exam season

Leadership Team

Notes on student participation in class

To set targets for future
learning.

Induction mentor

Marking and feedback of class work and
homework

EAL staff in collaboration
with subject teachers

Peer and self-assessment

Formal tests in exam conditions
(Support available for students with less
than two years in UK education)

Assessment Leader
Inclusion Leader
EAL Leader
MFL Leader
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EAL leader roles and responsibilities: primary schools
Area

Actions

Admission of pupils who speak EAL

Attend admission meeting. Arrange interpreter necessary.
Liaise with phase group leaders about class placement.
With class teacher, prepare class for new arrival, identify buddy/buddies.
Find out as much as possible about prior learning: length of schooling including nursery in UK, schooling overseas, literacy
levels in mother tongue, languages spoken at home, interests etc.
Ensure relevant staff receive this information before the pupil starts school.

Record keeping

Open a file for all new pupils.
Keep first language writing samples where appropriate for EAL pupils in KS2.
Record any findings from mother tongue assessments where SEN is a possible issue.
Ensure pupils’ admissions information is passed on to new teachers as pupils move through the school.

Regular EAL assessment

Ensure English language assessments are entered into the school assessment information management system every
term.

Intervention

Monitor number and effectiveness of interventions.
Ensure that interventions are not disadvantaging pupils by withdrawal from key subjects.
Support the social integration of new arrivals.

Curriculum support

Support class teachers to plan and prepare activities and resources which are language rich, in partnership with TAs.
Review curriculum plans to ensure opportunities are taken to reflect pupils’ cultures and experiences.
Support staff to develop and share new resources across teams.
Support and encourage EAL parents and community to contribute to curriculum.

Management links

Provide line management and performance management as per school systems.
Observe EAL teachers/teaching assistants.
Attend middle management meetings regularly.
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EAL leader roles and responsibilities: primary schools
Area

Actions

EAL/SEND

Refer EAL students not making progress after two terms to SENCO.
Provide evidence of SEND, e.g. mother tongue assessment, diagnostic reading assessment.
Monitor EAL students on SEND Register and ensure they have some language support.

EAL specialist training

Attend and cascade down CPD on EAL and language acquisition.
Liaise with SLT for provision of CPD on teaching and learning of EAL and information about diverse cultural and language
backgrounds.

Homework / After school clubs

Timetable and manage pupil lists and check registers to ensure equality of access and attendance.
Support and supervise pupils and maintain links with their parents.

Parent and community liaison

Arrange regular parent meetings on key education themes for different groups of EAL learners, as appropriate.
Encourage and support EAL parents to attend mainstream parent events, class assemblies, parent/teacher groups, etc.
Encourage and support EAL parents to volunteer at school.
Develop regular events which include all parents, e.g. fundraising.

Resource management

Purchase and distribute dictionaries, bilingual literacy materials, etc. Also story sacks and other resources that reflect
pupils’ heritages.
Manage teaching and office space and other subject specific resources.
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EAL leader roles and responsibilities: secondary schools
Area

Actions

Admission of pupils who speak
EAL

Attend admission meetings and arrange interpreter as necessary.
Liaise with Heads of Year about class placement.
Prepare tutor group for new arrival, identify buddy/buddies.
Administer English, maths, mother tongue literacy and non-verbal assessment and enter assessment data.
Prepare background information about new EAL students for distribution to all staff.

Record keeping

Open a file for all new EAL pupils.
Mark and file initial assessments and admission details.
Keep first language writing samples.

Regular EAL assessment

Collect samples of writing as part of assessment cycle for all EAL students.
Support English department with termly assessments for all EAL students.
Ensure English language assessment data is entered into the school information and data management system every term.

Intervention

Write timetable and scheme of work for EAL curriculum induction programme.
Teach/Oversee teaching of the programme.
Teach catch up literacy lessons for new EAL students with limited literacy (1-2 hours a week).
Support the social integration of new arrivals.

KS4 alternative provision

Write timetable and scheme of work for KS4 Option support lessons.
Teach/Oversee teaching of KS4 Option support lessons.
Support GCSE English in Years 10 and 11.
Teach and enter students for alternative qualifications in Year 11 (e.g. Entry 1 and 2 ESOL classes) if needed.

Curriculum support

Liaise with HODs to identify classes for priority support using existing progress and tracking data.
Plan and prepare activities and resources in partnership with subject teachers.
Review regularly and rotate departments where EAL teaching support is offered.
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EAL leader roles and responsibilities: secondary schools
Area

Actions

Management links

Provide line management and performance management as per school systems.
Observe EAL teachers/teaching assistants/instructors as per school systems.
Attend middle and senior management meetings regularly.

EAL/SEND

Refer EAL students not making progress to SENCO within one year.
Provide evidence for SEN register/statement, e.g. mother tongue assessment, diagnostic reading assessment.
Monitor EAL students on SEN Register and ensure they receive appropriate language support.

EAL specialist training

Attend EAL CPD where available. Cascade to all EAL staff.
Liaise with SLT for provision of CPD on teaching and learning of EAL and information about cultural and language
background for whole staff and for NQTs.

Homework / After school clubs

Timetable and manage student lists and check registers.
Support and supervise students.

Parent and community liaison

Arrange regular parent meetings on key education themes for different groups of EAL learners, as appropriate.

Resource management

Order and distribute dictionaries, graded readers and bilingual literacy materials.
Manage teaching and office space and other subject specific resources.

Exam provision

Apply for special arrangements and extra time for EAL students for GCSE and other public exams.
Ensure school has correct bilingual dictionaries for exam season.

School language and ethnicity data
collection

Ensure that language and ethnicity information on school data management systems is accurately collected, recorded and analysed.

Parent and community liaison

Arrange termly parent meetings on key education themes for different groups of EAL learners, as appropriate.

Heritage language GCSEs

Recruit pupils to take community language GCSE and AS levels.

Organise language survey of new year 7 in first half term, possibly as part of MFL programme.

Provide sample test papers and decide on entries.
Arrange assessors for oral exams.
Celebrate European Day of Languages (26 September).
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Stages in developing a culturally inclusive curriculum
The model below is a framework for helping schools move from tokenism to addressing longstanding biases and omissions in what we deem to be “facts”
and “knowledge” by including a wider range of voices and perspectives in our schools.

Stage

Description

Strengths

Weaknesses

Stage 1:

The curriculum is characterised by
white, Eurocentric, middle-class,
male perspectives.

Easiest to resource as textbooks
and companies producing learning
materials often reflect the dominant
curriculum.

Reinforces the idea that the dominant
culture is superior and the identities of
pupils from minoritised backgrounds
are not validated.

Mainstream curriculum

Further alienates pupils who already
struggle in a school culture that differs
so greatly from their home cultures.
Denies pupils the opportunity to
benefit from studying and experiencing
other cultures.
Stage 2:
Heroes and holidays
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Difference is added on to the
mainstream curriculum and focuses
on famous people and cultural
artefacts. Schools may celebrate
Black History Month with special
events. Displays feature topics
such as The Empire Windrush
and individuals like Mary Seacole.
Pupils’ learning about ‘other cultures’
focuses on costumes, foods, music,
and other tangible cultural items.

Easy to implement. Requires no
major changes.

‘Celebrating’ outside of the rest of the
curriculum, defines minoritised groups
as ‘other’
Often leads to superficial
understanding of culture and global
issues.
Pupils see the struggles of groups as
‘extra’ information instead of part of
overall understandings of the world.
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Stages in developing a culturally inclusive curriculum

Stage

Description

Strengths

Weaknesses

Stage 3: Integration

The curriculum contains materials
and knowledge about other cultures.
Units of work might include, for
example the role of Black soldiers in
WW2, or songs from Africa.

Easy to plan using videos, books
websites.

New information is still delivered from
the dominant perspective.

Assumes all cultural groups have
contributed to our collective history.
Alternative materials, perspectives,
and voices are embedded into
schemes of work to provide new
levels of understanding. Pupils view
events, concepts, and facts through
various lenses.

Pupils can see all points of view.

Social issues, including racism,
sexism, and economic injustice, are
addressed explicitly as part of the
curriculum. A critical approach is
taken to materials from textbooks
and other educational resources.
Perspectives and limitations and are
explored and discussed.

The voices, ideas, and perspectives
of the pupils are part of the learning
experience.

School must be willing to respond to
potential challenges from within and
without.

Empowers pupils to resolve problems
or issues. May lead to social activisim.

Possible disillusionment of pupils if
social action does not lead to change.

Stage 4: Transformation

Stage 5: Social action

Pupils from minoritised backgrounds
learn little about their own history.

Opportunities to analyse, synthesise
and engage in inquiry based learning.

More preparation required, including
identifying sources that do not
reinforce bias or stereotyping.
Potential bias of sources and
reinforcing of stereotypes.

(Adapted from ‘Approaches to Multicultural Curriculum Reform’ in Banks, J. A. (Ed.) (2012). Encyclopedia of diversity in education. (Vols. 1-4).
SAGE Publications, Inc., https://www.doi.org/10.4135/9781452218533)
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Planning grid incorporating language objectives
Teacher:

Subject:

Class:

Date / Period:

No. on roll:

No: of EAL

Grouping

Female:

Male:

Learning objectives (concepts/skills/ knowledge)

Language objectives (text/sentence/word)

Key vocabulary:
Phase and time

Student activity

Teacher activity

Resources

Setting the context

Teacher modelling
Assessment
Student try in
pairs or groups

Students apply
on their own

Homework

Plenary
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Self-reflection: how effectively does my teaching meet the needs of the EAL learners in my class?
1 = fully part of my everyday practice

2 = developing

3 = not yet part of routine practice

Aspects of good practice

1

2

3

Point for action

Do I use data to set targets and plan for appropriately challenging learning?
Am I aware of pupils’ cognitive potential as well as current level of English
fluency?
Do I plan for progress in language as well as learning, especially for more
experienced users of EAL?
Am I proactive in searching materials that reflect the cultural, linguistic and
social experiences of pupils?
Do I ensure the print environment reflects the linguistic and cultural diversity
of the pupils?
Do I forward plan to allow sufficient time for preparation of additional
resources/activities?
Do I allow time for preparation and liaison with TAs/other adults?
Do I use a multi-sensory approach, e.g. visuals, mime, gesture, etc. to
support oral delivery, synchronising speaking and reading with pointing and
showing, to make input comprehensible?
Do I provide a high level of visual support: real objects, puppets, props,
artefacts, video?
Do I make effective and focused use of first language to support learning?
Do I group pupils in order to secure the best learning opportunities and
outcomes for all pupils?
Do I provide appropriate and effective opportunities for collaborative and
cooperative learning in my class?
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Self-reflection: how effectively does my teaching meet the needs of the EAL learners in my class?
1 = fully part of my everyday practice

2 = developing

3 = not yet part of routine practice

Aspects of good practice

1

2

3

Point for action

Do I provide appropriate and effective opportunities for collaborative and
cooperative learning in my class?
Do EAL learners have opportunities to work with pupils who offer good
models of English?
Do I give sufficient status to speaking and listening in my lessons? ●
Do I use a range of closed and open questions and allow for non-verbal
responses?
Do I encourage participation by allowing sufficient thinking time and talk
partners?
Do I provide engaging and relevant opportunities for speaking and
listening in order to foster exploration, problem solving and other aspects
of academic and cognitive language and learning?
Do I use roleplay and drama?
Do I provide scaffolding supports such as visual prompts, graphic
organisers, word banks, sequencing cards, sentence frames, bilingual
dictionaries, translation tools?
Do I model active reading strategies and writing composition?
Do I use a range of active reading strategies to develop reading for
meaning skills?
Do I use texts as models to develop vocabulary and sentence structure?
Do I assess pupils’ speaking and writing to plan for language development?
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Quality first teaching: a checklist for EAL learners new to English
At the beginning of the lesson

Pair a pupil learning EAL with a ‘buddy’ or sympathetic peer so that the pupil can receive help with ‘oral rehearsal’ of
contributions.
Make the starter activity ‘concrete’.
Differentiate questioning to ensure that all are engaged and appropriately challenged or supported.

If you have classroom support
Ask an additional adult to pre-teach key phrases (not just discrete vocabulary items).
Ask the additional teacher or assistant to run the starter activity while you work with a group of pupils learning EAL.
Ask an additional adult to assess pupils’ responses while you run the starter.
Teacher introduction

Make clear the context for learning and relate this to pupils’ prior knowledge and experience where possible.
Use visual clues and pictures to help make the meaning clear.
Make the introduction interactive so that it encourages questioning and discussion.
Build in opportunities to model oral language so pupils rehearse what they will say before they are expected to respond
to the whole class.
Build in brief ‘thinking time’: it allows pupils learning EAL to reflect on the question before answering.

If you have classroom support
Work collaboratively – model speaker/listener roles to pupils and make explicit the criteria for successful speaking and
listening.
Use the expertise of specialist staff to model language features of shared reading or writing.
Set explicit listening tasks using key words or a listening frame.
Read text with pupils in advance of the lesson.
Provide a copy of the text or extract with key words and features already highlighted in colour for pupils. Where
appropriate, the support teacher could encourage pupils to use their first language.
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Development:
the main part of the lesson

Group pupils thoughtfully and with different pupils for different purposes, such as providing a good peer model of
language use.
• Planning for a guided group with pupils learning EAL will allow them to show what they know through more extended
talk in a small supportive group. This will also enable focused teaching and assessment of learning needs
• Make clear to groups what individual contributions are expected. Allocate roles carefully. This is especially important in
group discussion or in other group work, where a teacher may not be supporting.
• Allow pupils, particularly at the early stages of fluency in English, to talk or write in their first language, particularly
when planning writing or attempting to respond to questions on a text.
• Ensure that purposeful talk and rehearsal are built into tasks.
• Provide matching, grid or DARTs type activities with some completed parts as a model. Make sure that the task
requires some collaborative investigation and is not too easy.
• In group writing, provide appropriate support, writing frames, talk frames, word lists etc. These are particularly helpful
when pupils are developing an extended piece of writing, where the language may be unfamiliar.
• Avoid worksheet tasks that limit talk or investigation and inadvertently result in independent work.

During plenaries

• Ensure pupils have a role and opportunity to contribute to feedback.
• Tell individual pupils at the beginning of the lesson if they are going to be expected to speak in the plenary.
• Make explicit how presentations to the rest of class are delivered.
• Encourage pupils to talk about what they have learned and how they learned it. Use talk prompts or frames.
• Differentiate questioning.
• Use ‘sentence starters’ to encourage pupils to summarise what they have learned and record it.
• Use opportunities to revise and consolidate new and/or key vocabulary.
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Pupil questionnaire: my feelings about school
No, I disagree

I disagree a little

I’m not sure

I agree a little

Yes, I agree

My school makes me feel welcome.
My school makes my family feel welcome.
Teachers care about me.
Teachers like me.
I am doing well at school.
I enjoy school.
My teachers treat me fairly.
There is bullying in my school.
My lessons are too easy.
My lessons are interesting.
The school is a good place for boys.
The school is a good place for girls.
My school helps me learn English well.
The school shows respect for pupils of all
backgrounds, faiths and cultures.
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What to look for in lessons: evidence record sheet

Item

Evidence

Enhanced and highly structured opportunities for
speaking and listening
Effective models of spoken and written language

A welcoming environment in which EAL learners feel
confident to contribute
A recognition that the use of the first language will
enhance understanding and support the development
of English
Teaching that assists EAL learners to internalise and
apply new subject-specific language
Teaching that recognises that more advanced learners
of English need continuing support
Grouping strategies that offer EAL pupils substantial
cognitive challenge even though their English is not yet
proficient
Effective visual support for learning
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Outstanding EAL provision at department level: evidence record sheet

Item

Evidence

Staff enthusiastic about teaching in partnership with
EAL teachers when they have no beginners in their
teaching groups
Subject teachers who know about individual pupils’
language development in the context of the school’s
language and literacy strategy
Seating plans that show teacher knowledge of
language development
Schemes of work that clearly meet the needs of both
beginners and advanced EAL learners
High visibility of community languages in classrooms

Withdrawal of pupils is rare, for a specific purpose,
time limited and linked to the scheme of work; the
subject teacher is involved in all the planning
The analysis of outcomes and progress are by ethnicity
and language group informs departmental strategy
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Outstanding EAL provision at whole school level: evidence record sheet

Item

Evidence

All senior leaders are proactive about improving EAL
provision
EAL issues obvious in whole school planning with a
coherent long term strategy
Well maintained and easily accessed records on pupil
progress in acquiring English
An EAL department with well-trained staff whose
expertise is valued and incorporated into whole school
planning
Induction of new arrivals is a smooth whole school
process, including accreditation for buddies and a
voice for beginners
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Leadership pro-forma for evaluating interventions
Name of intervention

Class/Group/Set

Date started

Date ended

Staff involved

Adult to pupil ratio

Costings
(staff)

Costings
(resources)

Objectives

Target pupils

Assessment
before

Assessment
after

Frequency

Change

Evaluation
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Developing the role of additional adults: leadership evaluation tool

Completed by: 									 Role:
In order to meet the specific school priorities, please answer as fully as possible.
Leadership, management and deployment
1. How many Additional Adults do you employ? (Please state FTE)
Teaching Assistants (TAs)

Bilingual Assistants (BAs)

Higher Level Teaching Assistants (HLTAs)

2. What duties/activities are these colleagues involved in? (Please tick all that apply)
support for a year group

support across a key stage

support for a subject area

support for a whole class

general in-class support

one-to-one interventions

guided group interventions

cover, substitution or PPA time

work with parents

dedication to a statemented pupil

admin or office-based duties

other

If “other”, please explain.

3. Who is responsible for overseeing the deployment of TAs?
4. Is this person a member of the Leadership Team?

YES

NO

If NO, how are issues arising from TAs’ work dealt with at a strategic level?
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Developing the role of additional adults: leadership evaluation tool
Leadership, management and deployment
5. How is the role of the TA/BA/HLTA monitored and how is its impact measured?

6. What opportunities are there for regular supervision /discussion /interviews with TAs?

7. Who is responsible for TA performance management?
8. Do these discussions feature as part of the regular school improvement cycle?

YES

NO

9. In which ways and to what extent does Leadership expect TAs/HLTAs to contribute to classroom activities?

10. How much planning time with teachers is allocated for this?
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Developing the role of additional adults: leadership evaluation tool
Assessment, tracking and monitoring
1. How do TAs inform mainstream teachers of children’s progress?

2. When and how often does this take place?

3. How is this information shared?

4. What is the role of the TA in the target setting process?
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Developing the role of additional adults: leadership evaluation tool

Skills and training
1. Have TAs completed a generic skills / interests audit?

YES

NO

If YES, which areas were identified?
bilingual support

supplementary schools

mentoring

art

community and/or

maths

music

parental involvement

other

If “other”, please give details.

2. When and how do TAs meet together to share good practice/receive training?

3. How often do TAs attend curriculum meetings with teaching staff or do they have a separate CPD agenda?

4. What are the school’s priorities and how does the work of TAs fit into these?

5. What CPD have TAs received this year, both in-house and with the involvement of outside agencies?
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Checklist for spending the pupil premium to maximise achievement
1.		 Analyse thoroughly which pupils are underachieving, particularly in English and mathematics, and why.
2.		 Ensure interventions funded by the pupil premium are carefully targeted by drawing on assessment and tracking data.
3.		 Never confuse eligibility for the pupil premium with low ability; focus on supporting eligible pupils to achieve at the highest levels.
4.		 Draw on research evidence (such as the EEF Toolkit) and your own evidence to allocate the funding to the activities that are most likely to have
an impact on accelerating attainment.
5.		 Understand the importance of ensuring that all day-to-day teaching meets the needs of each learner, rather than relying on interventions to
compensate for teaching that is less than good.
6.		 Allocate the best teachers to teach intervention groups to improve mathematics and English, or employ new teachers who have a good track
record in raising attainment in those subjects.
7.		 Use assessment data frequently to check whether interventions or techniques are working and make adjustments accordingly, rather than just
using the data retrospectively to see if something has worked.
8.		 Make sure that support staff, particularly teaching assistants, are highly trained and understand their role in helping pupils to achieve.
9.		 Focus systematically on giving pupils clear, useful feedback about their work, and ways that they could improve it.
10. Ensure that a designated senior leader has a clear overview of how the funding is being allocated and the difference it is making to the
outcomes for pupils.
11. Ensure that class and subject teachers know which pupils are eligible for the pupil premium so that they can take responsibility for accelerating
their progress.
12. Have a clear policy on spending the pupil premium, agreed by governors and publicised on the school website.
13. Provide well-targeted support to improve attendance, behaviour or links with families where these are barriers to a pupil’s learning.
14. Have a clear and robust performance management system for all staff, and include discussions about pupils eligible for the pupil premium in
performance management meetings.
15. Thoroughly involve governors in the decision-making and evaluation process.
16. Demonstrate, through careful monitoring and evaluation, the impact of each aspect of spending on the outcomes for pupils.
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Community language survey

Name:										Tutor Group:

Tell us about your language background by ticking the correct box below.
Do you know any language apart from English?

Yes

No

How well can you speak that language?

Very well

Quite well

Not very well

How well can you read that language?

Very well

Quite well

Not very well

How well can you write that language?

Very well

Quite well

Not very well

Do you have any books in that language?

Yes

No

Do you go to special classes to learn that language?

Yes

No

Would you like this school helping you to read and write better in that language?

Yes

No

Did you learn that language by going to school in another country?

Yes

No

If yes, what is the name of that language?
(If you want to tell us about more than one language you will need another form).

If yes, where do you go?
How many hours (roughly) do you spend learning that language?

If yes, what country was it?
How long did you go to school there and what classes were you in?
Is there anything else you would like to tell us about your language?

Thank you for filling in this form.
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EAL Proficiency Codes

Code

Description

A New to English

May use first language for learning and other purposes. May remain completely silent in the classroom. May
be copying/repeating some words or phrases. May understand some everyday expressions in English but may
have minimal or no literacy in English. Needs a considerable amount of EAL support.

B Early acquisition

May follow day to day social communication in English and participate in learning activities with support.
Beginning to use spoken English for social purposes. May understand simple instructions and can follow
narrative/accounts with visual support. May have developed some skills in reading and writing. May have
become familiar with some subject specific vocabulary. Still needs a significant amount of EAL support to
access the curriculum.

C Developing competence

May participate in learning activities with increasing independence. Able to express self orally in English, but
structural inaccuracies are still apparent. Literacy will require ongoing support, particularly for understanding
text and writing. May be able to follow abstract concepts and more complex written English. Requires ongoing
EAL support to access the curriculum fully.

D Competent

Oral English will be developing well, enabling successful engagement in activities across the curriculum. Can
read and understand a wide variety of texts. Written English may lack complexity and contain occasional
evidence of errors in structure. Needs some support to access subtle nuances of meaning, to refine English
usage, and to develop abstract vocabulary. Needs some/occasional EAL support to access complex curriculum
material and tasks

E Fluent

Can operate across the curriculum to a level of competence equivalent to that of a pupil who uses English as
his/her first language. Operates without EAL support across the curriculum.
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Useful websites
The Collaborative Learning Project
Excellent guidance for EAL beginners and classroom resources.
Dingle Granby Toxteth Education Action Zone:
Translated letters for schools
Very useful bank of translations of standard letters for primary and
secondary schools.
The EAL Academy
The EAL Academy provides information, consultancy and training
for teachers and leaders across all phases of education in the UK
and internationally.
EqualiTeach
A not-for-profit provider of equality and diversity training and
consultancy services for businesses, local authorities, schools and
education settings.
Language for Maths
A series of textbooks for Years 3 - 6. Designed to help children practise
the language of SATs reasoning questions though collaborative
activities and guidance on vocabulary.
Mantra Lingua
A publisher and bookshop offering multilingual resources for school and
the home. Over 65 languages available.
NALDIC: National Association for Language Development
in the Curriculum
Guidance and links to resources and research from the national subject
association for EAL.
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