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1.
Curriculum and the ESL Learner 

1.1
Introduction

A curriculum that maximises the learning of all students is one that recognises and celebrates diversity and engages with all students in intellectually challenging learning experiences.  It provides students with clear guidelines on what they are learning and how they will be assessed.  It involves a range of teaching strategies to meet different teaching needs and explicit teaching to scaffold students’ learning so that they develop and consolidate the required knowledge and skills to meet the anticipated future demands of work and citizenship. 

The purpose of the Guidelines for ESL Learners is to provide guidance for teachers and school leaders in implementing the P-12 Curriculum Framework and its policy for all English as a Second Language (ESL) learners.  The Guidelines are valid and useful for all teachers of ESL learners, including ESL teachers,
 regardless of the educational setting
.
To ensure that the intended learning goals for all students including ESL learners are met, the essential components of planning, pedagogy, assessment and reporting need to be addressed.  It is expected that all students, including ESL learners, will have the opportunity to engage with and participate in the learning specified in the mandated curriculum documents:

· Early Years Curriculum Guidelines for Prep

· QCAR Essential Learnings and Standards for Years 1 to 9

· Queensland Studies Authority Senior Syllabuses, nationally endorsed Training Packages and nationally accredited vocational education.

An inclusive school is one where all learners are valued and respected, and which caters for the needs of all learners.  Embedded within the principle of an inclusive approach and articulated through the policy statements in the P-12 Curriculum Framework, are the expectations that schools and teachers enable all students, including ESL learners, to access and achieve the learning described in the mandated curriculum documents.  This may involve adjustments to curriculum tasks, teaching materials, classroom organisation and management, learning experiences, teaching styles and assessment procedures. It requires the curriculum to be designed for flexibility and to be able to support teachers to be responsive to students’ educational needs in proactive ways.
1.2 
Aligning curriculum to focus on student learning 

Curriculum is much more than a syllabus which outlines what is to be taught. It is dynamic and encompasses:

· the learning environment

· resources (including syllabuses)

· teaching approaches and strategies

· assessment programs and methods 

· the values and ethos of the school 

· the relationships and behaviours among students and teachers. 

These are all interconnected and provide the experiences that contribute to student learning.

Curriculum can be thought of as a sequence of elements: the intended, enacted, experienced, assessed, and achieved curriculum, each one responsive to the others. A good curriculum has each of these elements aligned so that the intended learning is what is assessed and what students achieve.
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Figure 1
Elements of curriculum

The intended curriculum becomes a reality through teachers who deeply understand what it is that their students are required to learn, including language requirements, and who bring the curriculum to life through productive pedagogies that ensure that what is taught is actually learned.

Such teachers know that while teaching and learning are strongly connected, they are not the same. By being clear about this distinction, they recognise that a critical part of teaching is reflecting on the effectiveness of their teaching in supporting all their students, including ESL learners, to achieve. This reflection is fostered by examining the learning demonstrated in student work.  For ESL learners teacher reflection involves, for example, daily monitoring that language barriers such as the developing ability to listen and read in Standard Australian English (SAE)
 are not preventing access to the enacted curriculum.  Separating the act of teaching (by the teacher) from learning (by the learner) provokes a focus on the frequent gap between what is taught and what is learned.  Teacher awareness and knowledge assists them in analysing the nature of any ‘gaps’ – such as those that result from the student’s lack of facility with SAE. 
Research about how people learn best
, and on the factors that make a difference to student learning
 provide a powerful foundation for the decisions that teachers need to make. In the case of ESL students, this will be enhanced by research about the process of acquiring a second language and the factors that make a difference to second language learning.  This evidence base can also assist teachers to reflect on their practice and experiences and to share ideas with colleagues
. Both of these activities contribute to their professional development and improve the learning outcomes of their students.

The way that teachers go about their work is driven by the curriculum. By aligning their teaching, assessment and reporting to the intended curriculum, teachers and schools maximise the learning of all their students including ESL learners.

The student is at the centre of all teaching and learning. This means that, when planning, teachers start with the students and make curriculum decisions based on their students.
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Figure 2 
Curriculum Alignment 

1.3
Learners of English as a Second Language (ESL): who are they?

ESL learners are learners of English as a Second (or additional) language.  ESL learners speak languages other than SAE as their first language(s), and bring rich and diverse linguistic and cultural knowledges from these to the classroom.  Since SAE is the language of instruction in Queensland state schools, it is essential that all learners are given opportunities to learn SAE in order to access the curriculum.  ESL learners require explicit instruction in SAE so that they can access the curriculum and participate actively in learning.  They require specific kinds of instruction
 to enable them to reach their full potential as independent learners.  ESL teaching supports students by adding English as a second or additional language to their existing language repertoire.

ESL learners are learners who speak languages other than English and are in the process of acquiring SAE.  They are not defined by their access to ESL funds or grants. The vast majority of schools in Queensland have students who need intensive, significant or some level of ESL support.

The structure of the intended P-12 Curriculum is underpinned by the principle that SAE is the language of instruction in Queensland and is thus devised as if all learners are as proficient in English as those who have English as their first language.  In addition, the learning is presented as a linear process in which new knowledge is built on existing (and prerequisite) knowledge.  However, ESL learners come into Queensland schools with widely different levels of English and may enter at any year level.  It cannot be assumed that they will be able to access the language demands of the intended curriculum presented for their age cohort.  The enacted curriculum, therefore, must enable all learners, including ESL learners, access to learning and this is achieved through attention to both language and content learning. 

The ‘gap’ between the English language required to access curriculum learning and the actual English language levels acquired by ESL learners can widen as learners move through learning phases.  Just as learners’ acquisition of SAE increases, so do the quantity and complexity of the language demands of activities and tasks in the curriculum. Ongoing ESL and bilingual support is essential to ensure that the language ‘gap’ narrows rather than widens throughout the schooling years.

Many ESL learners will have prior formal education in their first languages, and will have developed conceptual academic frameworks to draw on in order to understand and learn the content outlined in the P-12 Curriculum.  Other ESL learners do not come from print literacy backgrounds, however they also bring to their learning:

· home languages
· knowledges from their first language (L1) culture/s 
· complex conceptual frameworks 

· other literacies such as spoken, visual, spatial, and, sometimes, information technology literacies. 

These ESL learners will only learn print literacy in their second language.  Although such learners are unable to tap into or transfer L1 print literacy skills when learning their second language (L2) literacy in school, they will benefit greatly from bilingual and ESL support which draws on their pre-existing languages, knowledges and literacies to enhance their print literacy development.  

All ESL learners need their home languages
 to be valued since much of their identity is bound up in their home language/s.
 They need bilingual and ESL support to encourage their development as learners who are ‘two-way strong’.

Non-linguistic factors can also affect some ESL learners’ acquisition of SAE and their general school learning.  For example, some may experience disrupted or little schooling, or might attend multiple schools due to family circumstances. Many have experienced traumatic life events.  For Indigenous
 students, these might include Indigenous infant mortality, poor health, lower life expectancy, poor educational outcomes, chronic unemployment and poverty, loss of country and traditional languages. Refugees experience the horror of war and/or oppression and may have experienced losses of family, of belongings, of homeland, of friends, of culture and identity.   Refugee children may have also experienced significant disruptions to their education because of social upheaval and consequential disruptions to education in their home countries and lack of schooling opportunities in refugee camps. These issues may be compounded by malnutrition and other health issues.   
Of particular classroom significance is the high incidence of hearing loss experienced by many Aboriginal and Torres Strait Islander students.  It is critical that the hearing needs of these ESL learners are met in order to learn literacy and classroom content and the language in which the curriculum is delivered through listening. 
A ‘holistic’ school approach to both linguistic and non-linguistic factors involving collaboration between classroom teachers, bilingual staff, ESL and other specialists, will greatly assist in meeting the needs of ESL learners. Proper monitoring of students’ language acquisition might indicate that an ESL learner is not progressing at a rate that is generally expected. Language acquisition information (e.g. ESL assessment of speaking, listening, reading and writing
) must always be included in any consultation with specialists. This is particularly important where mainstream appraisal or assessment tools are used, as ESL learners will not fit such profiles neatly.   Sometimes, however, lack of learning progress may indicate that ESL learners need additional medical and/or therapy responses.  
There are a range of ESL Learner groups including:


· ESL learners from Aboriginal and Torres Strait Islander backgrounds

· ESL learners of migrant heritage born in Australia and other English speaking countries

· ESL learners from a non-English speaking country.
A description of each follows. 
1.3.1
ESL Learners from Aboriginal and Torres Strait Islander Backgrounds

ESL learners of Aboriginal and Torres Strait Islander backgrounds commence and undertake their formal schooling in SAE.  Some have prior learning in English, depending on individual, family and community circumstances. Many however, commence their schooling with beginner levels of SAE, especially in remote, rural and urban communities where SAE is not used in daily interactions. ESL learners in these situations are essentially learning SAE as a foreign language, because they do not have the opportunity to use English other than to their SAE-speaking teachers. In a significant number of rural and remote locations across Queensland, ESL learners of Aboriginal and Torres Strait Islander backgrounds comprise the majority of the entire student cohort.

ESL learners of Aboriginal and Torres Strait Islander backgrounds may not access learning as speakers of SAE are able to.  Indigenous ESL learners can enter Prep or Year 1 as beginning learners of English and need time to acquire English with bilingual and ESL support before they can produce spoken English similar to that of SAE-speaking peers. These learners may continue to need ESL support in classrooms to both access the curriculum and also to demonstrate their learning of it, in order to operate at the level of SAE-speaking peers and to reach their learning potential.  

 ESL learners of Aboriginal and Torres Strait Islander backgrounds require their classroom teachers to engage in careful cooperative planning with bilingual and ESL support staff whenever these are available. Without careful consideration of the pedagogy critical to their SAE learning needs, Indigenous ESL students in these situations can have negative classroom learning experiences. 

 ESL learners of Aboriginal and Torres Strait Islander backgrounds have sometimes been overlooked as ‘ESL learners’.  This is due in part to the lack of recognition of Indigenous students’ first languages.  Indigenous ESL learners need to be identified and recognised as such by teachers and schools, in order that their language learning needs are provided for, increasing their access to the curriculum.   Valuing Aboriginal and Torres Strait Islander students’ languages in turn provides recognition of their unique cultural backgrounds and knowledge systems, which are a part of their identity.
It is important that non-Indigenous teachers consider the Indigenous perspectives of many of these students, since knowing who the students are and what they bring with them into the classroom is at the core of effective pedagogy.  Stories of language suppression and associated trauma are passed down through families and arouse strong feelings to this day.  Such incidents have often been associated with government institutions such as schools.  Traditional Aboriginal and Torres Strait Islander languages have been actively suppressed and new Indigenous creole languages (see below) have been created by language contact processes. Services have rarely been provided in Indigenous traditional or creole languages, educational prestige has historically not been bestowed on these Indigenous languages and professional advantages have not been awarded to speakers of Indigenous languages. Against this background, it is important that English is taught to Indigenous students on the basis of language acknowledgement and awareness by classroom teachers.

Aboriginal and Torres Strait Islander students in Queensland have a broad range of possible linguistic backgrounds:

Traditional languages are only spoken as first languages [L1s] by Indigenous students from some remote areas in the Torres Strait, on Western Cape York and in far western Queensland because full transmission of traditional languages has been disrupted in many families by colonial practices and policies. Aboriginal and Torres Strait Islander students who speak traditional languages as their L1 are often acquiring the regional creole (see below) as their second language [L2] with SAE being added as their third language [L3]. Opportunities for learning the regional creole occur more frequently (through extended family contact and attending regional events, for instance) than for learning SAE, which is often used only at school. Some Aboriginal and Torres Strait Islander students might also speak languages originating from outside Queensland, for example, Alyawarre from the Northern Territory, or Kiwai from Papua New Guinea.
Creoles
 are spoken by many Aboriginal and Torres Strait Islander students as their first language(s) [L1]. They are full and complex languages which have arisen from historical contact between languages, such as in the multilingual settings in large government settlements or in industries such as cane cutting, cattle and trepanging.
  Current research indicates there are three distinct creoles in Queensland and these also have regional variations.  

Historically, Australian creoles have much vocabulary of English origin (as the colonial lexifying language), but with considerable influence from traditional indigenous languages, and sometimes other pidgins15 and creoles, in the areas of pronunciations (phonology), meanings (semantics), word formations and endings (morphology), phrase and sentence structures (syntax) and socio-cultural usages (pragmatics and genres) influenced by traditional Indigenous languages. Although Indigenous students who speak a creole as L1 are ESL learners, they are frequently not identified as such due to a general lack of awareness that creoles are not just ‘poor English’.

Creolised varieties have become the primary languages of some remote, rural and urban Indigenous speech communities in Queensland. Note that only two Australian creoles have a degree of official recognition: Torres Strait Creole, (also known as Yumpla Tok, Broken, and in one study, Cape York Creole) and Kriol. This is not to say that all creole speakers use these terms. On the contrary, in most parts of Queensland local, informal labels are more common. These might make reference to place names (e.g. I talk Lockhart, Curry [Cloncurry], Palm [Palm Island]...), or to the kinds of people who talk it (e.g. I talk Murri, Island...) or to its non-standard character (e.g. I talk Slang, Broken...).

Dialect versus creole: Non-SAE varieties spoken by Aboriginal and Torres Strait Islander students range along a continuum: very distant from SAE through to similar to SAE. Where sufficient linguistic material is shared with SAE and mutual comprehensibility is proven, it would be appropriate to designate a variety as a ‘dialect’. Dialect speakers can also experience difficulties accessing areas of meaning in SAE.   

The term ‘Aboriginal English’ has been used to refer to a range of different language varieties spoken by Aboriginal people in Queensland and throughout Australia, including two different creoles, as well as to other non-standard varieties and dialects. A single meaning of this term should therefore never be assumed in the Queensland context due to its many possible meanings.  

1.3.2
ESL learners of migrant heritage born in Australia and other English-speaking countries

These are students who begin school with limited exposure to SAE, because it has been not the primary language in their home environment. Language backgrounds of ESL learners born in Australia vary widely: 
· they may live in a home where English is not used or 
· where English is not the only language used or 
· where English is used as a common language between parents without the same first language or

· where a form of spoken English, but little or no written English, is used in the home. 
In the latter instance, students might still have ESL learning needs as the variety of English used can differ substantially from SAE. Families of ESL learners of migrant heritage born in Australia might also have experienced a language shift away from traditional languages and over to new creole languages.  In such cases, there might be a lack of awareness in the creole speech community of the differences between the home language and SAE. 

Note that ESL learners of migrant heritage born in other predominately English speaking countries, such as Pan Pacific Islander background students from New Zealand, who then move to Australia and attend Queensland schools, may also have similar ESL backgrounds as described above. 

ESL learners of migrant heritage born in Australia might commence their schooling with beginner levels of SAE if they have not experienced SAE in their daily interactions. Some ESL learners of migrant heritage, however, will have some or considerable prior experience of English; this will depend on individual, family and community circumstances. 

ESL learners of migrant heritage born in Australia enter school from a broad range of family linguistic and educational backgrounds.  Their parental levels of formal education can range from high levels in other languages or English, through to little formal education.  Some home languages have been historically transmitted orally.  These ESL learners born in Australia might therefore be exposed to much, some, little or no print-based literacy in other languages or in English prior to entering school. ESL learners who have prior understandings of literacy in their L1 can ‘tap into’ or transfer some of these to their acquisition of L2 literacy.  On-going experiences with L1 literacy, if available, should therefore be encouraged for these ESL students.

Due to their English language needs, ESL learners of migrant heritage may not be able to access learning in the same ways that speakers of SAE are able to. For example, an ESL student may enter Prep or Year 1 as a beginning learner of English and will require time to learn English with bilingual and ESL support before being able to produce spoken English similar to their SAE-speaking age-cohort peers. Such learners may continue to need ESL support in mainstream classrooms to both access the curriculum and also to demonstrate their learning of it in order to operate at the level of their peers and reach their learning potential.  

Through routine interpersonal interactions and classroom exchanges at school, some ESL learners of migrant heritage born in Australia may acquire a well developed ‘social’ proficiency in SAE.
  This can mask a less developed SAE ‘academic’ proficiency and, if not supported appropriately their progress in acquiring more academic forms of the language may be seriously delayed.  Similarly some ESL learners of migrant heritage, through the use of spoken English at home and in the community, may show well developed English language oracy, which may mask their language learning needs in written English.  

Some ESL learners of migrant heritage born in Australia may spend substantial time in other non-English speaking countries during their school life and thus experience breaks in their Australian schooling and their acquisition of SAE.  In these instances, students may continue to require significant and on-going support for learning English as a second language.  

1.3.3
ESL learners from non-English speaking countries 

These ESL learners may enter a Queensland school at any stage from Prep to Year 12.  This group can include migrants on temporary or permanent visas, students of refugee background and international fee-paying students. 
ESL learners who come from non-English speaking countries to Australia enter school from a broad range of educational backgrounds.  They arrive in Australia at any age and might enter school at any time of the year and at any stage in the P–12 school program. Some students may have had age-appropriate schooling in their first language. Others may also have completed some English studies. However, even students with prior schooling who may already have a good understanding of the culture of school may not have the same understanding of the learning processes and cultural expectations which are valued in Queensland state schools. 
Other students in this group may have experienced multiple migrations before arriving in Australia, and had few opportunities to access education programs. There may be a mismatch between their previous experiences of schooling and those of Australia. In some instances, for example, their previous schools may have had few physical resources and provided minimal education services.  At the time of arrival in Australia these students and their families may not be aware of the vast differences between schooling experiences. For example, a family might indicate on enrolment that a child has attended school for 6 years.  However, the schooling may have been interrupted, may have taken place on an irregular basis, may have been in a classroom with large numbers of students, minimal resources and unqualified teachers, may have occurred in a number of countries and may have been in a language which was not the student’s home language.  Families who have only experienced education under these conditions will not be aware that the reported six years will not equate with six years of uninterrupted schooling in Australia.
Due to multiple migrations some newly-arrived students may have learned to ‘speak’ a number of languages, but may not have experienced academic learning or print literacy in any of these languages. Some of these students may have never attended school at all and may have experienced traumatic events due to war, famine and disease. These are all factors which need consideration by teachers and schools in order to make the most informed curriculum choices for these students.

1.4 
Identification of ESL learners

If there is no recognition of the language learning status or needs of ESL learners, erroneous diagnosis of learning challenges may occur, and as a result there may be inappropriate intervention.  ESL learners may be wrongly diagnosed as having ‘learning problems’ because they are simultaneously:

· learning a new language, i.e. SAE, and
· learning the school curriculum through SAE which they cannot access because of their ESL level.  

In addition, ESL learners from limited schooling backgrounds may also be attempting to learn disciplines or subjects through SAE at an age-appropriate year level which is well beyond their schooling background.   It is critical that students are identified as ESL learners at the earliest possible stage, and monitored for their language and learning needs.
Identification of ESL learners in a school should be both a systemic and curriculum process.  Learners can be either identified on enrolment or through observation in the initial few weeks in school, or through teachers determining through ongoing assessment of achievement that a student has ESL learning needs.
  Some ESL learners will be erroneously diagnosed as having ‘poor English’, or speech impairments, particularly those who speak creoles or other ‘unrecognised’ languages.  If this is suspected (e.g. students appear to be speaking a mix of English and something else) the assistance of a staff or community member with relevant linguistic and cultural knowledge should be sought. 

1.4.1 
Identification on Enrolment

Identification on enrolment in a school is a detailed but educationally critical process which should occur in all schools through a collaborative interview process between:

· a school leader (e.g. the Deputy Principal) 
· a specialist (e.g. ESL teacher, Advisory Visiting Teacher-ESL, bilingual staff member, community liaison officer) 
· the student and their family/carers  
· an interpreter (either in person or using a telephone) when families/carers do not speak English as their first language.
   
However, at this point in time, there are no officially trained and accredited interpreters in any Indigenous traditional or creole languages in Queensland.  Where there is no interpreter available, a member of staff with language and cultural awareness could assist with the enrolment.

When this process is undertaken the transition into the classroom and into the school community is likely to be more successful for the learner and avoids unnecessary misdiagnosis of learning needs or inappropriate classroom or school placement.

A useful model for data collection on enrolment exists in intensive ESL settings and mainstream settings with ESL teachers, where a formal process for enrolment of ESL students is followed by an observation period for further gathering of language and learning data in the initial few weeks of school.  

Data is gathered in the following areas: 

· country of birth and/or countries of residence prior to arrival in Australia

· date of arrival in Australia

· category of residency visa

· language/s of prior education and language/s spoken at home

· information about prior education: in home language or another language or combination of languages; number of years; disruptions;  type (refugee, rural, urban); school reports or achievement (if applicable)

· initial language assessment (listening, speaking, reading, writing) using Bandscales for ESL Learners

· experience with eLiteracy (previous use of computers)
· reports about prior English learning and achievement

· living circumstances, human and material support resources (e.g. no parents, caring for other siblings, ‘adoption/sponsorship/homestay’ arrangements, distance from school).
Some students may be difficult to identify as ESL learners (for example, Aboriginal and Torres Strait Islander students, Pan Pacific Island students, African Creole speaking students), because the family members identify as English speakers and enrol their children as also doing so.  This can result from a personal history where a negative stigma may have been attached to not speaking English.  For some learners whose language background is not clearly identifiable, the enrolment interview process may not provide sufficient information to identify that they have language learning needs.  If it is suspected that the learner has language learning needs, then initial language assessment (listening, speaking, reading, writing) using Bandscales for ESL Learners should be undertaken.
Some ESL learners have language backgrounds which can be difficult to ascertain on enrolment, because of a low level of awareness about some kinds of language varieties.  In situations where language awareness is not high amongst speakers or educators alike, a productive way of gathering language background data is by having on-going conversations with students, families, community members and staff about language differences.  Information and observations should be gathered in a sensitive manner and shared between school and family to ensure that mutual understandings of the student’s language situation develop (see Section 1.5.4). Pivotal to this approach is the understanding that ‘language difference’ does not equate with ‘language deficit’
.
Data can be collected about:

·  examples of ways the student speaks which are not the same as SAE (e.g. family or community members can comment about whether this sounds like home language or not) 

· kinds of language spoken in the family currently and historically (note that questions such as “What language do you speak at home?” may not provide useful data, because in some creoles and Aboriginal Englishes the term ‘language’ refers exclusively to traditional languages)

· everyday ways of describing how the family talks at home (e.g. “we talk Murri… Broken…”)

· communities / areas / ‘countries’ which the student’s family are associated with
·  place(s) where student has grown up, stayed at or lived for significant periods of time.
The process of collecting information about students’ language backgrounds has been found to greatly assist in making whole-school level decisions about provision and level of ESL support within the school’s curriculum planning.  A critical part of the process is to gather as much information as possible about the languages and learnings the student brings with them.

1.4.2 
Identification through ongoing formative assessment 

Identification of ESL learners can often only be done through ongoing classroom assessment. 

Indigenous (and some migrant and international) students who speak a creole are often not identified as ESL learners, due to a general lack of awareness that creoles are not just ‘poor English’. Although Australian creoles have some vocabulary originating historically from English, they differ from SAE at all linguistic levels: intonation, sounds, meanings, inflections, word building, phrase and sentence structures and social and cultural usages. These differences are so significant as to ensure that SAE speakers and, for example, Torres Strait Creole speakers, can not automatically understand and communicate with each other.
Many teachers, unaware that creoles are not just ‘poor English’, believe that these students speak English ‘badly’, or ‘lazily’.  This is due to the fact that SAE-speaking teachers can pick up on some of the items of English origin. They can often construe sufficient meaning from the classroom context, which they organise and deliver, to put these pieces together. This can erroneously give rise to the belief that they can really understand the students, and hence the idea that the students can really understand them. This is generally a grave overestimation of the actual situation. SAE speakers usually grasp that SAE and creole are not mutually comprehensible
 when they are required to learn new information in a creole-speaking context, and are then required to formulate sentences and texts in that creole to demonstrate their learning. 

Students who speak a creole or another non-standard variety are like ESL learners from overseas language backgrounds, in that they are learners of SAE.  These students, like all language learners in classrooms, are required to attend to and follow instructions, learn new concepts and new knowledge in a new language. 

Non-standard dialect speakers can also experience difficulties accessing areas of meaning in SAE. Although ‘dialects’ are defined as mutually comprehensible varieties,  it is clear that some dialects, such as those termed ‘Aboriginal English’ differ so significantly from SAE as to cause some comprehensibility issues.  In Queensland, research undertaken by Diana Eades
 identifies miscommunication as a constant feature of interactions between speakers of Aboriginal English and SAE.  Misunderstandings between SAE speakers and Aboriginal English speakers are so prevalent and serious that a handbook on Aboriginal English has been written to inform the Queensland law courts
.  

Teachers who are well informed about second language acquisition and development and processes of language shift and creolisation can identify learners who are ESL learners from a broad range of language learner features and behaviours.  They can communicate this through assessing the students’ level of English acquisition using the Bandscales for ESL Learners
. They may use informal and/or structured interviews, observations, writing samples and reading activities, depending on the students’ age, facility with English, literacy abilities and so on to assess a student’s ESL development across the macro skills of listening, speaking, reading and writing. They understand that language learning occurs at all layers of language (see Section 1.5) and know how to analyse these.  Identifying ESL learners avoids erroneous diagnoses of literacy issues, learning difficulties or speech problems and consequential unhelpful interventions.

1.4.3 
What are Bandscales? 

The ESL Bandscales (Appendix 5.1) provide a map of ESL learner progress in English language development in the school context.  Their purpose is not to describe an intended ESL curriculum.  Rather, the ESL Bandscales are descriptions of typical second language acquisition and development.  They enable teachers to assess the language and learning support necessary to enable ESL learners to access the intended curriculum across all subjects. 

The Bandscales (in Appendix 5.1) are a summary of descriptors taken from the NLLIA ESL Bandscales (McKay, P., C.Hudson and M. Sapuppo.1994) in P. McKay (ed). ESL Development: Language and Literacy in Schools. Canberra, National Languages and Literacy Institute of Australia.  as adapted in the Education Queensland ESL Bandscales for Aboriginal and Torres Strait Islander Learners with the inclusion of relevant new descriptors to encompass all ESL learners. 

These descriptors were compiled based on second language expertise and teacher observations of student behaviour as part of the NLLIA ESL Development project (1994) and the Education Queensland Indigenous Bandscales project (1999, 2002). These Bandscales describe ESL learner pathways for both students from migrant backgrounds and from Australian backgrounds, and owing to their common origin the levels are equivalent to those on the NLLIA Bandscales and the ESL Bandscales for Aboriginal and Torres Strait Islander Learners.
  For alignment of ESL Bandscales currently being used in Queensland, see Appendix 5.2.

How are the Bandscales presented?

The Bandscales are presented for the two phases of learning: 

· Early Phase, for learners from Prep to Year 3

· Middle Phase for learners from Year 4 to Year 9.
 

This distinction recognises that ESL learners come into Queensland schools with widely different levels of English and may enter at any year level. Although they might be learning a new language, they may not be beginning learners and in fact, may know more than non ESL learners in their age cohort in particular subject areas. Planning for their learning must begin with consideration of their prior knowledge, interests, aspirations, concerns and needs, and their gifts and talents. This provides a basis for motivation and engaging students in learning, and targeting teaching to maximise each student’s achievement.

The Bandscales levels do not align with the year levels presented in the Key Learning Areas (KLA) sequences. For example, a student may be aged 14 and be placed in Year 9 but may be a new arrival to Australia with no previous English and therefore, may be operating at a Bandscale Level 1 or 2 on the Middle Phase Bandscale levels. Similarly, some Aboriginal and Torres Strait Islander students are acquiring SAE as a foreign language as they have little day-to-day contact with SAE outside school.  It is common for such students to enter high school aged 13 in Year 8, with level 3 across the macroskills of listening, speaking, reading/viewing and writing.  In these cases, these students would need intensive ESL support to access the mainstream curriculum for their age-cohort.

Some, but not all, of the Bandscale levels contain a Pre-Level, generally at Levels 1, 2 or 3. Pre-Levels have been included to more explicitly describe the vast progress language learners make, particularly if they come from a low-print literacy background, have had little prior education in their first language, limited second language schooling or if they are in contexts where they only use SAE in the classroom. Pre-Levels indicate a possibly lengthier pathway of development. More specifically, the Middle Phase Bandscale descriptors for Reading and Writing contain distinct categories related to learners from ‘Limited Schooling’ backgrounds, to better assist teachers in understanding and describing the progress of this group of students. 

Other learners, who may have considerable education in a first language may progress rapidly to Bandscale Level 4 if given intensive ESL support, but may take longer to progress from Level 4 to Level 5 and from Level 5 to 6.  ESL support is usually critical in ensuring that learners progress to Level 6. All ESL learners need particular ESL support at key junctures, such as times of movement from early years to middle phase or from primary to secondary school and as school learning tasks become more cognitively demanding and complex. As academic language becomes more complex in secondary school, ESL learners may not progress as rapidly through the Bandscale levels, whilst they consolidate their knowledge of school KLAs, as they learn in, through and about SAE.   

Students who speak a dialect of English may not appear in the lower Bandscale speaking levels. However, they are well described by the reading and writing Bandscales due to the language differences between their spoken varieties and literate English.

How can schools use the Bandscales?

The Bandscales are used for diagnosing where students ‘are at’ in terms of their SAE acquisition. They provide schools and teachers with a broad and generalised picture of second language acquisition in English in the school context, and enable them to monitor learner progress in the four macro-skills: Listening, Speaking, Reading/Viewing and Writing.  Learners may be at different levels across the macroskills.  They may also not display all the descriptors in a level at once, but may display some from 2 or 3 levels.  Teachers need to look for a cluster of descriptors around a particular level, thus arriving at the level that best fits and most aptly describes a student’s observable behaviours. 

In general, ESL learners up to Level 4 on the Bandscales will require specialist, intensive support.  Where this is not possible, the teaching and learning program at the mainstream school should provide extra scaffolding to meet these students’ needs and additional support should be provided.  Some students, e.g. students who speak creoles, may plateau at level 3 in listening because of the lack of understanding that the language they speak is not SAE.  That is, it may be erroneously assumed by both students and teachers that the students are SAE users and therefore they ‘should’ be able to understand what is being said in the classroom.

Students at Level 5 on the Bandscales need specialist support.  Where this is not possible, the teaching and learning program at the mainstream school should provide extra scaffolding to meet these students’ needs and additional support should be provided.  Students at level 5 will benefit from more time for the reading and writing required in assessment tasks.

Students at Level 6 on the Bandscales need support with tasks that are culturally overloaded. They may need individual support to understand the cultural demands of tasks, and will benefit form more time for the reading and writing required in assessment tasks. 

How can teachers use the Bandscales?
For classroom teachers, the Bandscales also provide developmental information about how language learners progress. They contain descriptions of learners at every level of a macroskill and therefore present a progress map of English language acquisition. This overview of language learners’ development is useful for informing classroom teachers’ observations of their language learners, and ensuring they are making language-informed judgments of their work. 

The Bandscales greatly assist classroom teachers with their pedagogical choices when enacting their intended curriculum.  The language demands of the planned teaching can be gauged against students’ language levels, or what they can actually do in English.  
For example, Early Phase, Speaking, Level 3 (Appendix 5.1): 

· Needs to rely heavily on the context and on the conversation partner for support (e.g. allowing time for the learner to process what they want to say, giving supportive gestures and facial expressions, rephrasing questions, using objects/pictures, retelling a story).
· Participates in and initiates face-to-face interaction on familiar classroom topics with familiar people in a classroom situation but relies on support from listener and context.
· Teachers can use information about Level 3, to plan how language learners will engage with the classroom learning:

· Level 3 learners could use familiar concrete materials to assist them to say what they can understand on a familiar topic;

· Level 3 learners should be able to provide short contributions in a face-to-face conversation on a familiar topic; 
· Level 3 learners are going to find giving spontaneous, independent talks even on a familiar topic beyond their language ability;

· Level 3 learners will experience some problems with understanding and responding to many wh- questions (who, where, when, what)
For the classroom teacher, the Bandscales are used in the context of collecting data to inform their planning across the curriculum: the data gathered by making judgments about where the student ‘is at’ in their SAE acquisition.

The Curriculum Intent (what we want students to learn) will be the same for the ESL learner as for other students in the age-cohort. Teachers will need to ‘build language bridges’ using a variety of teaching strategies (pedagogies, see Section 1.5.9, this document) for the ESL learner to support them to access the intended learning. By understanding the student’s SAE acquisition (using the Bandscales), the teacher is better able to provide the scaffolding – in terms of the appropriate teaching approaches and language focuses - needed. Teachers may need to provide a variety of different scaffolding to ensure every child is learning the intended curriculum. Students on a lower Bandscale level will have different language requirements from those on higher levels.

Similarly, in assessing the learning, teachers may need to scaffold assessment tasks (See Section 3.6, this document) to support students to demonstrate what they have learned. For ESL and other learners this scaffolding will be around explicit English language support. 

The Bandscales for ESL Learners (Appendix 5.1) do not support teachers in knowing what pedagogies to use, although they clearly suggest implications for pedagogy. They support teachers to understand the SAE acquisition of the student and hence to recognise that scaffolding might be needed. 

It is important to note that most ESL learners are developing English language skills, literacy skills, numeracy skills and content knowledge and skills of the intended curriculum simultaneously.
1.5 
ESL Learners and Second Language Learning

Language learning is developmental; it takes considerable time to become a fluent user of a new language. Language learning happens gradually, in stages, and not all at once. It takes young children about 5-6 years to learn the basics of their first language(s) in which they have been immersed by their families. Second language acquisition can be very involved and may take much longer.

A highly proficient user of a second (or subsequent) language has acquired an entire complex communication system, composed of inter-relating linguistic ‘layers’, including:

· text and discourse (communicating): the way sentences are structured, grouped and sequenced for achieving a particular purpose in a context

· pragmatics (social usages): the factors governing language choices in social interaction 

· semantics (meanings): the way meanings are represented and conveyed

· syntax (structures): the way words are arranged to show relationships of meaning within phrases/groups and clauses 
· lexis (vocabulary): the way content is mapped onto words

· morphology (word formation): the way words can be built up of meaningful parts

· phonology (sounds): the way sounds are organised in a language.
Fluent speakers of a language use the entire set of all such inter-related linguistic ‘layers’ almost automatically. Language learners, on the other hand, are acquiring knowledge about all these layers. Furthermore, in Queensland schools, second language learners are not just required to speak English fluently, they must also learn how written English operates at each of these layers. Curriculum intended for ESL learners needs to attend to all the language layers in spoken and written form, drawing on grammars such as functional grammar and traditional grammar, in order to give language learners maximal curriculum access. 
Students with ESL learning needs do not have the same linguistic repertoire at their disposal as their SAE-speaking peers. ESL students must learn spoken English at the same time they are developing control of English literacy, and at the same time as they are learning about the various content topics that are part of the curriculum of Queensland schools.
 Concepts of second language acquisition and the nature of second language learning assist teachers in understanding how to support this extremely complex learning situation.

1.5.1 
Types of language proficiency: BICS and CALP

Second language acquisition takes many years and is often described in terms of Cummins’ construct of two types of proficiency
.  The first is referred to as ‘Basic Interpersonal Communicative Skills’ (BICS). The second type of language proficiency is ‘Cognitive Academic Language Proficiency’ (CALP). 

BICS is the language proficiency used for social everyday communication and is often highly contextualised, used for real life events, sharing personal information and for achieving routine social functions. Most second language learners immersed in an SAE-speaking context will be proficient in BICS after approximately two years of learning and exposure to the target language. Students who are not immersed in an SAE-speaking context may take relatively longer to acquire proficiency in BICS. Similarly, students with no bilingual or ESL support are more likely to take longer to acquire BICS.
Significantly, students who are proficient in BICS may give a misleading impression that they are able to function in all settings, including in the classroom, using English. However, BICS proficiency does not necessarily translate into the academic and more abstract language of school learning. 

Cognitive Academic Language Proficiency (CALP) is required for academic tasks which require a greater degree of cognitive engagement and are accompanied by less contextual support. CALP tasks require distinct technical vocabularies. Developmentally, spoken and written genres become more grammatically complex as information is manipulated and reshaped for particular purposes. These genres, combined with cognitively challenging content and higher order thinking and expression, make the acquisition of academic English a much more difficult and lengthy process; up to seven years, or more for those with interrupted or no schooling in their first language
. 

BICS and CALP are best seen as lying along two intersecting continua (see Figure 3). The first continuum describes cognitively undemanding/cognitively demanding involvement in communicative activities; this intersects with the degree of contextually embedded or contextually reduced support.  Buying a train ticket involves low cognitive involvement and is contextually embedded (BICS activity, Quadrant A below).  Writing a report about the efficiency of train transport in Queensland involves higher cognitive involvement and is more contextually reduced (CALP activity, Quadrant D below).  These intersecting continua are illustrated below:
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Figure 3 
Range of contextual support and degree of cognitive involvement in communicative activities (Cummins 2001, p.144)

Teachers can support the ESL learner’s participation in contextually reduced and cognitively demanding CALP activities (Quadrant D- standard academic classroom tasks) by rendering the tasks into Quadrant B,  through teaching the language, content and cultural context of the task.  In this way teachers can maintain the cognitively demanding nature of a task, but make this task accessible to ESL learners by providing a rich context for understanding the task.   
It should be noted however, that in the very early stages of English learning a period of targeted development of BICS is appropriate, and will provide a sound basis for later development of CALP. 

1.5.2 
Bilingualism

Cummins’ research32 also informs our understanding of the role of the learner’s first language and learning in second language acquisition, and particularly the development of CALP. ESL learners are able to transfer their cognitive, social and cultural capacities in their first language to aid development in their second language. Those ESL learners who have formal education in their home language are therefore generally able to acquire CALP more rapidly than those ESL learners who have interrupted or limited schooling in their first language. Bilingual support can be used to facilitate first language transfer for all ESL learners. For example, with bilingual support an ESL learner whose English is in the early stages of development can articulate and develop complex ideas, discuss new concepts and task demands in their first language, and then transfer them into English.  In addition, students with little, interrupted or no literacy background will benefit greatly from assistance with development of school concepts in their first language. 

Classroom teachers should be sensitive to, acknowledge, accept and value the use of home languages. Students’ proficiency in their home languages reflects many years of learning undertaken outside of an English-speaking classroom and provides evidence of students’ cognitive and expressive capabilities. It is highly beneficial for ESL students to maintain and develop their home languages.
 Maintenance of students’ home language should be encouraged to confirm and reinforce their identity and citizenship. The aim of ESL teaching is to add to students’ linguistic repertoires rather than to detract from them.

1.5.3 
Speakers of Creoles and Standard Australian English (SAE) Language Acquisition 
The development of SAE is likely to be delayed if teachers do not have enough language awareness to identify creole-speaking students as ESL learners.  Without this awareness, a problematic communication strategy often occurs between ESL learners and SAE-speaking teachers.  Creole-speaking ESL learners will often try to maximise their communicative competence with SAE speakers by utilising their home language creole – or, if they can, an adapted ‘more English-like’ form.  SAE speakers, in turn, will maximise their communicative competence with creole speakers by utilising SAE or, if they can, an adapted, ‘more creole-like’ form.  This is an ‘available’ communication strategy because: 

i. the partial overlap between SAE and creoles (caused by historical contact with English) provides some common vocabulary; and 

ii. the predictable nature of BICS interactions supports SAE and creole-speakers in construing enough from the context as to use the vocabulary to guess the overall meaning/intent (see 1.4.2)

The significant point to note is that this is a strategy which is only available to these learners when communicating in activities in predictable, highly supported contexts; contexts which do not match those curriculum contexts that require the use of CALP.  Teachers must also be aware that ESL learners who successfully communicate through this strategy might continue to use or adapt their home language in this way rather than begin acquiring SAE.  
Teachers need to be well-informed about the nature of students’ home language and have accessible bilingual speakers and ESL support available to assist them with identifying all the linguistic aspects in such a situation. Without this, teachers can mistakenly believe that their ESL learners are acquiring BICS in SAE, when in reality they are able to use their adapted creole because it is supported by the BICS situation and a degree of familiarity from the teacher. Teachers of creole-speaking students need language awareness themselves and need to generate language awareness understandings in their ESL learners so that students can begin separating the language varieties.
 If teachers can recognise different language varieties with their students they will have a basis for discussing whether an utterance is SAE or the creole, or an adapted ‘halfway’ form.  
1.5.4 
Moving into language awareness 

Language learners who have unacknowledged creoles or non-standard dialects as their first language varieties are often placed in a difficult learning situation. Speakers of non-standard varieties have often not been made aware through their education of the distinct linguistic differences between ‘school language’ and their ‘home language’. Frequently these new, non-standard varieties are seen as corrupted, poor or stigmatised versions of the valued, prestige-laden standard language.  This deems speakers to be in need of correction rather than tuition. ESL learners with this language background benefit from a curriculum which builds language awareness into students’ experiences of learning.   
The purpose of ‘language awareness raising’ is to assist students with recognising and valuing the distinctive linguistic varieties around them. Once these are identified and acknowledged, it is possible to proceed with discovering features in SAE which differ from ‘home language’ and to teach these. If the awareness process is skipped, teaching SAE can have the unwanted appearance of devaluing the learner’s home language.
Students with a creole-speaking background require a process of awareness-raising so that they are gaining insights into the different language varieties in their environment. 
The following Language Awareness Goals
 constitute a continuum for teachers and students to guide their developing understandings of the linguistic situations in which they are living and learning.  Language Awareness is an on-going process of increasingly complex linguistic discoveries because the processes of language shift and the resulting mosaic of linguistic varieties are extremely complex.  Teachers work with their students and any bilingual, community liaison or teacher aide assistance to investigate each level of Language Awareness, beginning at Level 1.  To achieve a particular level, teachers and learners need to have achieved the goals at preceding levels.  Note that use of the levels on this continuum corresponds approximately to the ESL bandscale ‘speaking’ levels because of the increasing complexity of language required to attain each level of Language Awareness.
	Level 1
	Recognise familiar people’s speech

	Level 2
	Name different kinds of language in the community and recognise some obvious markers of linguistic difference

	Level 3
	Identify factors influencing language choice (e.g. who:people, where:place, what: topic)

	Level 4
	Compare Home Language and SAE at all linguistic levels (e.g. sounds, endings, vocabulary, structures, meaning,usages)

	Level 5
	Analyse features of languages spoken by students and/or in community (e.g. influence of traditional languages on creoles or of creoles on students’ English; features marking elderly, middle-aged and young adults’ speech)

	Level 6
	Contrast resources utilised by different linguistic varieties for fulfilling same functions (e.g. to express respect, SAE might use politeness language, titles; HL might use non-verbals, language choices, observance of relationships)

	Level 7
	Explain linguistic, historical and current relationship between contact and other non-standard varieties to standard languages


Table 1 Language Awareness Goals35 
Language Awareness needs to be built into planned curriculum for creole-speaking ESL learners so that unintended (and negative) messages are not imparted about themselves and their home languages.   For example, constant teacher correction of speaking ‘errors’ might imply to a creole-speaking child that the teacher believes that they and their family speak badly,  or that the child should only speak in the more valued, less overtly ‘corrected’ SAE language variety.  Conversely, older family members might have been taught that their creole is not a proper language but rather ‘bad English’ and that students should not be allowed to speak it.  These messages should not be transmitted to ESL learners: all students’ home languages should be valued as the means by which they have learnt about the world and express their identities.  

Historically, society has applied stigma to some language varieties and prestige to others.  However, utilising bilingual staff and ESL teachers to assist classroom teachers with planning on-going conversations about Language Awareness (as in the progress map steps 1 to 7 above) can ensure misinformation is not promulgated and misunderstandings do not arise.

1.5.5 
Interlanguage and errors

Language learning is a developmental process. As ESL learners make progress in acquiring English, they formulate ever closer approximations of the target language (i.e. ‘learner variety’ or ‘interlanguage’) and so continue to make ‘errors’ when using English. Errors are therefore an important part of acquiring a language and these ‘creative’ errors provide the classroom teacher with key insights into the learner’s developmental stage. They can show that students are hypothesizing about the rules of English and are attempting to apply them. For example, a plural noun is marked in English by adding ‘s’ as in bird/birds. An ESL learner may apply this rule erroneously, or ‘overgeneralise’, in cases where the rule is not applied as in one cup of water/two cups of waters. Errors are generally a good indicator of progress and can show increasing confidence with English.

Some errors can also result from L1 transfer to the language being learnt. For example, many languages do not use the same 3-way split for singular 3rd person pronouns: he (singular male), she (singular female), it (singular something else) and so the student may for example use he for she, and so on.  Students who speak a creole need explicit ESL teaching about these differences to enable them to separate their L1 creole (e.g. Torres Strait Creole, Yarrie Lingo) from SAE. This assists learners to deal with possible transfer between superficially related languages.

Concentration on errors in the early stages of SAE second language learning, rather than on systematic and contextualised language teaching and scaffolding of KLA content, may impede experimentation and hypothesising and lead to disengagement or a language learning plateau. This does not imply, however, that students should not be engaged in gaining a knowledge of the SAE grammatical system at the text, clause, group, word and inflexional
 level. Students should have maximum exposure to interested, investigative, helpful and focussed language teaching with minimum pressure for correct production at the early ESL levels.   Teachers need to determine the right balance between pointing out errors and explicit teaching of grammar and how to use a combination of these in the teaching/learning process.
1.5.6 
Explicit grammar teaching

It is essential to teach SAE grammar explicitly, systematically and consistently, contextualised within texts being studied. Without explicit and appropriate grammar teaching, second language learners typically plateau at a level below their academic proficiency potential.

Classroom teachers need knowledge of grammatical features at a text, clause, group, word and inflexional level.  Knowledge about grammars, such as functional grammar and traditional grammar, provides teachers with an understanding about how language ‘works’ from the whole text level to below the clause level.  This knowledge enables them to analyse grammatical features of target texts, and identify relevant aspects in order to provide ESL learners with access to genres used in the classroom.  If teachers teach a meta-language about grammatical features at a text, clause, group, word and inflexional level in SAE, then students and classroom teachers will share a common terminology for discussing grammatical forms and structures, and it will be possible to support students in acquiring a deeper and more accurate control of the second language. It also empowers students and teachers with the ability to research descriptions and explanations for grammatical phenomena independently.  As the language of school becomes more contextually reduced and more abstract, the ability to explicitly discuss grammar in all curriculum areas is essential.
It is important to remember that while ESL learners need explicit teaching of SAE grammar, they bring with them spoken and written genres and grammar from their own language/s which require acknowledgement and respect.  Through applying the principles of language awareness (see Section 1.5.4 above); teachers can learn about their students’ languages and use this knowledge to help connect ESL learners to new knowledge of genres and grammar. 
1.5.7 
Listening

Many ESL learners may not have acquired sufficient SAE to learn new content and concepts through listening in the classroom.  Multilingual students who are still learning SAE develop a range of strategies to survive in the classroom.  Many ESL learners are adept active listeners who can be ‘invisible’ as ESL learners in classrooms.  These learners make responses to teachers that give the impression they are able to comprehend in SAE.  Other ESL learners may have learnt to be quiet and well-behaved in order to go unnoticed by classroom teachers.  Regardless of their classroom strategies, ESL learners who may be fluent speakers of social English, draw on their limited academic English proficiency or utilise their creoles in order to gain as much meaning as possible from teacher instruction.  This may mean that they do not engage with classroom lessons in spite of every effort and miss critical new concepts. 

Listening is critical for ESL learners’ ability to access classroom learning because it is the major source of opportunity to learn spoken SAE, while at the same time the major source of:
· classroom content

· instructions relevant to classroom content (e.g. draw a graph, write a paragraph)

· instructions relevant to classroom interaction (e.g. move into groups and discuss). 
ESL learners require extra scaffolding
, visual, contextual, and bilingual support wherever possible through all the phases of schooling, to assist them to get meaning from classroom learning while their level of listening in SAE is still developing.
1.5.8
ESL–Informed teaching to support English language development across the curriculum: What teaching strategies work for ESL learners?

ESL teaching is every teacher’s responsibility.  Each subject area has its own language demands and specific spoken and written genres.  Teachers should be aware of these, and consider the explicit teaching required in order for their ESL learners to access the learning experiences, including both the intended curriculum and assessment of the learning
. 

ESL learners, who are learning through SAE while at the same time acquiring SAE, need specific ESL approaches which build a language foundation for successful classroom learning.
Before beginning a learning activity, teachers must first identify students’ prior language, cultural and conceptual knowledge of the topic and second, analyse the language input demanded of the students including reading, listening and/or viewing. 

The teachers best able to support their ESL learners’ needs are those who carefully plan to meet those language learning needs by promoting the development of language for understanding and expression. In practical terms, classroom teachers who are supporting ESL learners in classrooms carefully select a written or visual text (e.g. computer website, television show) to assist them with familiarising the language of the topic, unit or concepts of the intended curriculum they are planning to teach. These teachers understand language needs not just in terms of vocabulary items or a genre, but language at all layers (i.e. genre, meaning, structures, words, inflections, sounds). Teachers who plan for ESL learners’ needs in classroom settings know that language is fundamental to communication so they plan how to build language from the outset of their topic or unit. 

Teachers can use a range of teaching strategies to make the language of a learning activity comprehensible.  Some strategies might include:

· choosing listening and reading/viewing texts which are appropriate to the age of the student and their language level (e.g. more advanced than the ESL learner is currently producing independently to ensure there is new linguistic material to learn, but not so prohibitively difficult as to prevent access to meaning
) 

· identifying and teaching the socio-cultural assumptions which are implicit in texts

· pre-teaching cultural /conceptual knowledge and vocabulary

· identifying and teaching the meaning of new and unfamiliar key vocabulary

· providing visual support (pictures, DVDs) to help in understanding a new concept

· providing multiple opportunities for students to engage, in interesting ways, with a text

· explicitly teaching the grammar structures at text, clause, group and word levels

· identifying linguistic differences between SAE and HL (for creole speakers). 

Effective teachers of ESL learners would undertake a series of activities to develop their students’ listening and speaking abilities.  These might include: 
· repeatedly listening to the text 

· visualising or acting meaning
· modelling sentence patterns to use in discussing (extracts of) the text.
These strategies aim to provide some of the linguistic resources ESL learners need in order to access the intended curriculum. This language learning provides a basis for the literacies required for the learning activity. The language and literacies can be harnessed for learning and assessment. Thus, there is an alignment of language learners’ needs, teacher planning and assessment.

ESL students need opportunities to produce language in meaningful and communicative ways for second language acquisition to occur. They need opportunities to produce spoken and written language from an early stage in the learning program. However, these activities need to be designed in recognition of the gap between the language level of the student and the text that is required, giving consideration to the level of scaffolding necessary to support the learner to produce the required text. Strategies rely on teachers first analysing the language output required of the student in writing and/or speaking.

Some activities might include:

· student/teacher talk about ideas and organisation of the text required

· providing models of the spoken or written language the student is required to produce

· deconstructing these models in order to: highlight the organisational structure of the text, identify and teach important vocabulary, identify and teach relevant grammatical structures

· providing opportunities for reconstruction of models (e.g. jumbled sentences, jumbled paragraphs, cloze activities, dictogloss activities, dictations)

· participating in teacher-guided joint construction of a text, following deconstruction activities

· providing opportunities for independent writing/speaking, valuing innovative language structures which may indicate language development, and
· providing opportunities for practice of language output.

ESL learners need to develop listening and speaking capacities to provide a basis for their literacy learning. For this reason, in planning for language development, learning tasks should include all the macro-skills of listening, speaking, reading/viewing and writing. At all times, language work should sit within the age-cohort curriculum and the topic and genres being studied in the classroom.

Teachers supportive of their ESL learners know:
· their learners in terms of their levels of language ability

· the intended curriculum subject matter, in terms of its language usages  

· the language demands of assessment.
They also make the language load visible by:
· planning for the language required for their unit of work 

· modelling and teaching the language required for their unit of work 

· constantly monitoring the language produced by their students as they experience the unit of work
· assessing the language of the students

· reporting on the language levels of the students. 

When there is no alignment of language learner needs to the curriculum, language learners can be excluded from much learning.
1.5.9 
Targeted support for ESL learners in the very early stages of Standard Australian English (SAE) acquisition

ESL learners in the very early stages of SAE acquisition (up to and including Level 4 on the Bandscales) will benefit from specialist, intensive support.  This will enable them to gain a firm foundation in SAE, which will underpin their developing Cognitive Academic Language Proficiency.  

ESL learners in targeted support contexts make progress in BICS and in CALP given:

· comprehensible input (language which contains linguistic items that extend the learner’s current level of language)

· meaningful contexts for language learning and acquisition 
· sufficient language practice opportunities. 
Bilingual support is invaluable for ensuring ESL learners are gaining meaning from their learning contexts, from the beginning and throughout their ESL journey.

When ESL learners are at beginner levels of speaking in SAE, they need planned and repeated opportunities to acquire BICS.  Language learning activities which promote BICS acquisition by beginner learners are:

· concrete

· contextualised with planned language experiences 
· provide opportunities for purposeful language practice.
 Activities which develop BICS might include: 
· shared learning experiences (e.g. communicative classroom activities in which learners work in whole class groups or in smaller groups to complete oral language activities such as asking and responding to questions about personal information, introducing other students, classifying class members into groups according to personal information, filling in simple forms) 
· practical, hands-on activities, and shared outings.  Such activities provide opportunities for making meaning for ESL learners with a beginner level of SAE, and ESL-informed teachers would utilise these shared experiences for language teaching. This might include the teaching of formulaic conversation content (e.g. greetings, requests for help), and the development of vocabulary relevant to the experience and repetition of useful phrase and sentence patterns (e.g. “My name is ….”, “I am …. years old”  “Can I have a ruler/pencil?”) .
 

As students are acquiring BICS, learning experiences should begin including more and more CALP-like features. ESL-informed curriculum will increase acquisition of language and content with the inclusion of:
· more academic content 
· explicit teaching of the genres of learning (such as recount, narrative, information report, explanation, exposition) 
· explicit teaching of the increasingly complex grammatical demands of these genres. 
The acquisition of academic language takes time and is assisted considerably by bilingual support and ESL-informed teaching in the curriculum.
2.0
 Requirements for a School Curriculum

The P-12 Curriculum Framework policy states the curriculum requirements for all schools with respect to the intended curriculum, assessment, pedagogy and reporting for all students.

2.1 
What does the P-12 Curriculum Framework policy mean for ESL learners?

· The P-12 Curriculum Framework has four policy statements that are mandated for state primary, secondary and special schools.  These four policy statements and the implications for all schools and for ESL learners are detailed below.

The P-12 Curriculum Framework Policy Statement 1

Provide a curriculum to maximise the capacity of all students to achieve the QCARF Essential Learnings and Standards; to achieve Year 12 certification, or a Certificate III vocational qualification (or higher); and to exit from schooling with the capabilities and values to be active and responsible citizens.

Schools: 
· Implement the Queensland Studies Authority Early Years Curriculum Guidelines in Prep. 

· Plan Years 1 to 9 curriculum so that all students including ESL learners have multiple opportunities to achieve and consolidate the QCARF Essential Learnings. 

· Address for all students, including ESL learners, the QCARF Essential Learnings in all Key Learning Areas (KLAs) each year from Year 1 to Year 9
, 
 with the exception of Languages Other Than English (LOTE)
. In Years 8 and 9 schools are required to address the Essential Learnings in one or more of the Arts. 

· Ensure every Year 10 student undertakes Senior Education and Training (SET) planning. 

· Ensure all students in the Senior Phase of Learning undertake a program of learning that makes them eligible for the Queensland Certificate of Education (QCE) or a Queensland certificate of Individual Achievement (QCIA) on exiting Year 12. 
 

· Provide opportunities for all students to develop the capabilities and values required for active and informed citizenship.
· Carry out curriculum planning processes and document curriculum provision, in consultation with the school community, and guided by the Principles for P- 12 Teaching and Learning and the Principles for P- 12 Assessment
.  This provides a basis for ongoing discussions with the Executive Director (Schools) about the monitoring, reviewing and reporting of student progress including the progress of ESL learners whose intended curriculum included individual learning goals. 
  
· Engage in an annual process of whole-school language and literacy planning, implementation and evaluation for all students, including ESL learners with a focus on the language and literacy requirements of each subject area. 
· Engage in an annual process of whole-school numeracy planning, implementation and evaluation for all students, including ESL students with a focus on numeracy in mathematics teaching and learning, and numeracy across the curriculum.
 

· Provide focussed and explicit teaching and monitor results for all students, including ESL learners in response to particular needs in SAE, literacy and numeracy. 

· Apply Aboriginal and Torres Strait Islander perspectives.
 

· Apply the Education Queensland Framework for Gifted Education.

· Ensure the requirements of Smart Moves – Physical Activity Programs are met.

· Provide access in Year 8 to a school-based program for students wishing to study a KLA LOTE program.

· Facilitate access in Years 9-12, through either school-based or alternative delivery mode, to a quality program in a ‘designated’ language to those students wishing to continue KLA LOTE study.

· Provide access to continuity of learning of the same LOTE from primary to Year 12.

· Use information and communication technologies (ICT) as an integral part of the curriculum to enhance student learning.
The P-12 Curriculum Framework Policy Statement 2

Monitor and assess individual student achievement and evaluate it against state-wide and national standards, regularly using collaborative processes to support teachers in making consistent judgments.

Schools:

· Plan and document school assessment policy, as part of curriculum planning, including Special Consideration for ESL students.
 

· Use a range of assessment processes and tools to monitor individual progress and achievement in the intended curriculum and respond with targeted teaching. 
· Use data to inform school curriculum planning and implementation.

· Implement the Queensland Studies Authority Year 2 Diagnostic Net.

· Use agreed standards to make judgments about student achievement: the learning statements in the Early Years Curriculum Guidelines and accompanying Phase Descriptors
 (in prep), the QCARF Standards
 (in Years 1 to 9), senior syllabus criteria and standards, and the competency standards in nationally endorsed Training Packages and nationally accredited vocational education and training courses.

· Conduct moderation processes, ensuring that the work of ESL learners is included, using the QCARF Standards in Years 1 to 9 to strengthen consistency of teacher judgment and comparability of reported results. This should occur within each school at least twice a year and between schools at least once a year. 

· Participate in the Queensland Studies Authority moderation process in the Senior Phase to promote consistency of teacher judgments with respect to levels of achievement for all students, including ESL learners, matched to syllabus criteria and standards. 
The P-12 Curriculum Framework Policy Statement 3

Implement statewide assessment tasks and certification procedures, and administer nationally prescribed assessments.

Schools:

· Implement the Queensland Comparable Assessment Tasks (QCATs) for all ESL students noting that some may be eligible for exemption. 

· Administer the Queensland Core Skills Test 
 to eligible students.

· Register all students with the Queensland Studies Authority (QSA) in the year before they turn 16 (or before the end of Year 10, whichever occurs first) to open an individual learning account. Supply the QSA with students’ enrolment and results information for students’ learning accounts. 

· Administer nationally prescribed literacy and numeracy assessments in Years 3, 5, 7 and 9 and other national assessments in sample schools.
 Special considerations for ESL students should be considered in accordance with the national Assessment Guidelines.
 

The P-12 Curriculum Framework Policy Statement 4

Regularly report relevant information to parents on student achievement and learning.

Schools:

· Issue a formal report to parents/carers using a 5-point scale
 and 'plain English' at least twice yearly in Years 1 to 12

· guided by the QCARF Standards in Years 1 to 9

· using the Education Queensland reporting formats in Years 1 to 10 

· using school-determined formats for students in Years 11 and 12 and standard competency-based formats for Vocational Education and Training programs. 

· In some cases where English is a student’s second language, their competency with the English language may impact on their ability to demonstrate what they know and can do. For these students the use of the five achievement ratings for reporting may be delayed for no more than the initial 12 months of schooling. The report should however contain information about the intended learning which the student has had opportunities to achieve. 

· Report orally to parents/carers for all students, including ESL learners twice yearly in the Prep.
 
· Report on individual student achievement against expectations for age cohort. For ESL learners, an additional report showing progress on the bandscales should also be provided.
 

· Report to parents/carers as part of the Year 2 Diagnostic Net, using developmental continua for aspects of literacy and numeracy.
 

· Report individual student performance on Queensland Comparable Assessment Tasks (QCATs)
 at the end of the semester in which it is undertaken using a format provided by the Queensland Studies Authority.

· Issue a report to parents/carers on their child’s results in Years 3, 5, 7 and 9 national tests as provided by the Queensland Studies Authority.
· Offer parent-teacher interviews to all students, including ESL learners, using interpreters as required, every semester. 

· Upon request, in Years 1 to 10, provide written information, using translations as required, to parents that clearly shows the student’s achievement in the learning areas studied in comparison to that of other students in the peer group at the school (that is, the number of students in each of the five achievement ratings), subject to the privacy of individual students being maintained.

3.0 
A curriculum for all: equity and excellence

A curriculum for all demonstrates a commitment to enabling all students to access, participate and progress their learning and achievement within the intended curriculum.
3.1 
How are the educational needs of ESL learners incorporated within the whole-school planning process?

At a whole school level, all students including ESL learners should be provided with the opportunity to engage with the learning described in the mandated curriculum documents. All students, including ESL learners, require teachers to consider their specific learning needs and plan accordingly. For ESL learners who have been identified as having significant language support needs, teachers need to plan how to teach the language required for learning and demonstrating learning. Teachers may work collaboratively with ESL teachers in developing and implementing ESL strategies for their students. 
Planning for whole school responses to support ESL learners involves administration, educators, staff, students, families and communities and includes:

· language awareness: planning for a school culture which respects language varieties, takes an interest in students’ language backgrounds and promotes further investigation of language situations represented in the school community
· identification practices: planning for a variety of processes to assist in identifying ESL learners, from appropriate enrolment procedures, to involvement of bilingual personnel and informed on-going conversations about student progress
· focussed language teaching and assessment: planning for provision of explicit teaching of SAE to ESL learners and targeted assessment of their language acquisition

· classroom practice inclusive of ESL learners: planning for classroom teaching practices which  acknowledge and support ESL learners’ need to understand the language in which classroom learning is experienced; and practices which analyse and teach the language load of lessons, units of work and assessment tasks

· professional development: planning for increasing school capacity to meet ESL learners’ needs by developing the school knowledge base in all of the above areas.
Schools need to explicitly plan the required support for ESL learners and ensure that this is provided in ways that are consistent with the dynamic and unique features of the school. At a whole school level, adjustments to support the language learning for ESL learners include all actions which increase the capacity of a student to access, participate in and achieve their intended learning goals. Language learning supports may include:
· adjustments to school organisation e.g. enrolment inclusive of, or followed up by ‘language aware’ staff,  flexible timetable to allow for provision of language services, organisation of classes such as dedicated ESL class as alternative to elective subject, time for planning with ESL or language specialists, school team structures facilitating communication about language teaching experience and expertise, employment of interpreters or bilingual staff to communicate with ESL learners, their families and communities
· adjustments to curricular organisation, delivery and assessment e.g. preferred pedagogical practices supportive of ESL learners, professional development selected for ESL issues, school-based planning formats identifying language load of work units and assessment, new staff induction to Bandscales and the ESL Guidelines, and provision of cross-cultural training 
· whole school supports such as development of specific targeted ESL programs to support second language acquisition, peer support and peer tutoring inclusive of ESL learners’ needs
· provision of ESL specialist support for all students with ESL needs ideally to work in mainstream classes with students and teachers, to co-plan work units to meet language needs and model lessons with a language focus; to train and assist teachers with language assessment
· provision of additional personnel who could include home/school liaison officer, bilingual staff who reflect the cultures and languages of the school, healing therapists
· language learning supports for maintenance of home languages e.g. extra-curricular  first language classes, bilingual aides in the classroom, LOTE inclusive of home languages, language awareness program developed throughout school, ‘welcomes’ in different languages at assemblies, public language performances

· provision of specific non-linguistic interventions which fulfil needs of specific cohorts of ESL learners, such as healing therapies (e.g. art, music) for students who have been traumatised.
3.1.1
What is the role of the ESL teacher in a whole school response to ESL learners?
ESL teachers provide intensive teaching and the application of specialist expertise in a number of areas including
:
· teaching of new arrival and other ESL learners in intensive English centres, units or classrooms and other targeted ESL contexts
· co-operative teaching with mainstream teachers

· assessment of ESL students to determine language proficiency for provision of appropriate ESL support 

· supporting school staff in awareness of issues affecting the education of their ESL students e.g. valuing and maintenance of first language
· in-servicing of mainstream teachers e.g. second language teaching strategies

· evaluating capacity at whole school level to ensure effectiveness of support e.g. language and cultural considerations of assessment tasks, assistance in analysis of language demands of different curriculum areas
· organising an ESL program e.g. timetabling and staffing

· co-ordinating services and personnel e.g. bilingual aides

· being a contact point for ESL student welfare e.g. maintaining ESL learner profiles, acting as a stable point of reference for students, providing continuity and security.
3.2
What does whole-school curriculum planning for ESL Learners look like?

Schools develop their own processes for planning their school curriculum to meet their responsibilities to all their students’ learning needs, including their ESL learners. Whole school curriculum planning for ESL learners  will be influenced by the type of school setting; the location of the school – rural, remote or urban; the experience of the teaching and administrative staff or the relevant transience of the school staff. To meet ESL learners’ needs it is advisable that schools attend to the following when undertaking curriculum planning:
1. Identify system-level policy requirements for P-12 curriculum
 and associated guidelines that pertain to ESL learners
2. Know the school
 including student and community needs and aspirations, and what the school enrolment data currently reveals about the numbers and spread of ESL learners, understanding that some ESL learners will only be identified through on-going assessment and development of language awareness.
3. Know the students, look for patterns in student achievement data concerning ESL learners e.g. Bandscale levels and implications for classroom learning and assessment, level of ESL support required for second language acquisition, literacy, numeracy.
4. Decide what learning achievement targets will be set for ESL learner groups for next year and for the following three years. 
5. Identify the intended curriculum
, that is, system-level imperatives and particular goals for student learning at the school including their language requirements. 

6. Decide on the curriculum planning process to ensure teaching, assessment and reporting aligns with the language requirements of the intended curriculum and the language learning needs of ESL students.  An effective process establishes set times and procedures for collaborative planning, reviewing and moderation between classroom teachers and ESL teachers. 
 

7.   Decide how to include or inform all teachers, students, parents/carers, and community partners about the school planning process and the curriculum intent and how it relates to ESL learners (e.g. meetings with bilingual support, visuals, and translated documents).

8. Develop an assessment program that is inclusive of the intended curriculum for ESL learners, monitors ESL learners’ acquisition of SAE and may include special consideration and modified tasks
.

The template Whole-of-school curriculum planning
 supports schools to document this planning process.
3.3
How will we know if the whole-school planning process incorporates the needs of all students, including ESL learners?  

An effective school employs whole-school processes that promote inclusive education and good quality teaching in response to the diverse learning needs of its entire student cohort.  Whole-school planning establishes the “big-picture” learning goals for all students. 

This approach to planning ensures that there is a shared understanding of the links between the diverse attributes of the student population and curriculum intent, pedagogy, assessment and reporting.

 Planning at whole-school level ensures:

· continuity of curriculum for all students, including ESL learners, across year levels and phases to support ongoing student language and learning needs 

· development of clear processes and allocation of responsibilities that make optimal use of teacher expertise and time, and support collaborative processes and procedures between classroom teachers and ESL teachers
· building of appropriate pedagogical practices, by ensuring the pedagogical knowledge and content, from within each Key Learning Area, is woven together with the second language acquisition and development  knowledge relevant to the school’s context and the needs of its students
· Indigenous perspectives are included in the planning process
· an assessment culture that enables all students, including ESL learners, to engage in challenging tasks, with students’ learning products included in moderation activity to improve consistency of teacher judgments about the standard of student work   

· provision of resources (e.g. bilingual texts, texts related to cultural knowledge, age appropriate readers and ICTs) to enable ESL learners to demonstrate their learning 
· teacher reflection of practice through examining student achievement data collaboratively

· reporting on student learning in relation to the mandated curriculum, and for those who have not had consistent or age-appropriate access to the mandated curriculum, on progress made on a second language pathway and distance traveled.

In summary, in relation to ESL learners, it is important that curriculum planning at the whole-school level: 

· Considers the learning sequence and learning experiences for all students across year levels, including the needs of ESL learners. This means establishing a shared understanding of the intended curriculum, at a whole school level, across and within the year levels, and incorporating the educational needs and adjustments relevant for ESL learners.

· Identifies the pedagogical strategies that can be used to support the range of ESL learners within the year level/cohort, ensuring they are contextually appropriate to the age and year level of the students.
·   Ensures that language, culture and Key Learning Area-specific knowledge is woven into planning at all levels. This may require collaborating with a diverse range of expertise through specialist support personnel. 
· Identifies who should be included in the team that plans for ESL learners.  The team should include ESL teachers, year level teachers, parents, other appropriate specialist support staff and the student.
· Manages the use of school resources, including human resources, to enable teachers to focus on advancing the learning of their ESL learners. This will require schools to prioritise the distribution of resources and develop models for the use of resources that are sustainable and improve the capacity for teachers to respond to the learning needs of students.
3.4 
How can ESL Learners be supported in a school?

A curriculum for all demonstrates a commitment to enabling all students, including ESL learners to access, participate and progress their learning and achievement within the intended curriculum.

A curriculum for all includes promoting both excellence and equity in student learning outcomes.  To achieve equitable outcomes for ESL learners, targeted ESL support for groups and individuals may be required.

ESL support programs can be provided at a number of levels, some of which may occur simultaneously:

· ESL-informed classroom teaching which addresses the needs of ESL learners through the delivery of a curriculum which has an embedded ESL perspective, focus and/or framework

· co-operative teaching which involves various forms of joint teaching interactions between content area teachers and ESL teachers including

· team teaching and planning between the ESL teacher and classroom teachers in which both teachers work together during whole-class teaching to support modelling, demonstration and strategies for engaging all learners
· working with target groups to focus support on a specific group of learners during the main part of the lesson, or in order to provide preparatory teaching to support learners in accessing the intended curriculum

· one-to-one teaching when specific difficulties and misconceptions arise, and individual support is required either prior to or during a lesson

· observation in which either teacher acts as an observer in the whole-class context, and provides professional support in assessing the efficacy of particular teaching strategies by observing learner responses

· co-operative teaching between the classroom teacher and bilingual teaching partner or bilingual teacher aide
· resource provision and development: collecting, suggesting, modifying or designing specific resources to support curriculum access for ESL learners

· monitoring progress of ESL learners. 

· direct ESL teaching with SAE as the focus of learning, which involves teaching through academic content drawn from mainstream curriculum.  Direct ESL teaching may occur:

· in intensive English centres, units or classrooms

· as a parallel ESL program to a KLA or where ESL teachers support/teach the mainstream curriculum 

· as a parallel subject to English where ESL teachers teach the mainstream English curriculum on the English timetable
· as a parallel subject to Science, SOSE or other subjects  in which the teacher is a specialist in ESL and the subject area and teaches the mainstream subject and the requisite SAE language skills on the mainstream timetable  

· as an ‘English for ESL learners’ subject, with a separate curriculum 
 

· as an additional school elective ESL subject with ESL and Australian cultural content, using key genres across the curriculum
· bilingual classes to support the curriculum.
Many ESL learners in Queensland schools are currently ‘unidentified’ as such and so may have no access to any ESL support including targeted ESL support.
 International research through the Organisation for Economic Co-operation and Development (OECD) using Programme for International Student Assessment (PISA) data confirms the value in providing ESL targeted support for ESL learners.
  This research has identified features of an ESL program which best promote equitable outcomes for ESL learners. These features include:

· systematic programs with explicit standards and requirements in place

· curricula which is determined at the local level, but is based on centrally developed key curriculum documents and includes language development frameworks and progress benchmarks (see Bandscales for ESL Learners)
 

· a program for acquisition of language skills in the context of mainstream curriculum

· a time-intensive program in which learning is dedicated to language (in the context of mainstream learning) for a designated period of time

· continued ESL support provided for learners, following this intensive focus 

· provision of intensive ESL support by teachers who have ESL qualifications.
3.5 
Phases of learning and pedagogy

Whole-school curriculum planning reflects the distinct characteristics and learning needs of students within each of the three phases of learning. Bridging the gap between current SAE acquisition of ESL learners and that needed to access the curriculum will be different for students in each of the phases of learning.  ESL learners, like all young people, experience the same stages of developing maturity as they grow into adulthood.   The responses that need to be made at each phase may also be different because of the language and learning demands that are characteristic of each phase.
3.5.1
Early Phase ESL Learners (P-3)
ESL learners in the early phase of learning, are entering formal schooling conducted in SAE, the language which they are in the process of acquiring. As young students, they are still developing physically, emotionally, socially and cognitively, as well as developing their first language(s). As ESL learners, they are also acquiring the language of school. 

ESL learners in the Early phase range from beginner to almost bilingual depending on their prior language learning opportunities. They differ from their SAE-speaking peers in that they are listening to instructions and explanations in SAE (without full understanding), attending to modelling and discussion in SAE (lacking full comprehension) and producing early writing attempts without fluent SAE. Early phase ESL learners rely on their teachers’ awareness of the inherent difficulties in their learning situation. They need their teachers to acknowledge that they are learners of SAE, and that ‘teacher talk’ is likely to be confusing because they are  still learning SAE. 

At this stage of childhood development, all young learners are highly dependent on adults for a positive sense of themselves.  Young ESL learners do not have full access to the language of the classroom and need particular attention paid to their self-esteem.  They have no broad life experiences against which to judge their school experiences and do not know that they should expect respect and equity.  Young ESL learners do not know that they have the right to understand and access all classroom learning. It is the responsibility of classroom teachers to provide access to learning in order to nurture and build self-esteem.

 Without ESL support, ESL learners in the early phase of schooling may experience feelings of confusion, shame, fright or frustration when faced with the problematic learning situation of a classroom in SAE. They may think it is their fault or that there is something wrong with them when they cannot understand. Young ESL learners may externalise their feelings and behave in ways that appear inappropriate, unless their difficult linguistic situation is understood. Some young ESL learners disengage from the classroom to protect themselves from the cause of their feelings. Some focus on being very quiet and well-behaved, others seem to be in a ‘world of their own’. 

Without ESL support, young ESL learners can be isolated in an English speaking classroom. All possible attempts should be made to ensure that they have regular contact with bilingual staff, older students of the same language background, family members and/or peers so that they have opportunities to express themselves, as well as receive comprehensible explanations and guidance in their own language variety. 

Students in the early phase of learning, including ESL learners, do well when links and partnerships are fostered between school and home. Families of young ESL learners may have full, some, limited or no proficiency in SAE. Schools need to use bilingual personnel such as liaison officers, teacher aides or interpreters to ensure communication is established between home and school and information is exchanged, 

Of particular importance for young ESL learners are classroom rules and behaviour management techniques. The difference between ESL learners and students who have been learning English from birth is their comparative difficulty with understanding and producing SAE.  Explanations about expected classroom behaviours will be problematic for ESL learners. Lengthy discussions about abstract choices or hypothetical situations (if…then..) require high levels of language acquisition.  Consider providing visuals for rules. Use puppets for acting out situations and teaching appropriate responses. Give short guidance e.g. “No hitting” rather than “We keep our hands to ourselves”. Any ‘high stakes’ interactions need to occur with bilingual language support. 

ESL learners at this phase of learning may or may not have a beginning awareness of language use. Some young students may therefore understand why they are not understanding the teacher, but others will not and may assume it is their fault, and believe they are not smart enough or they cannot do it. If the foundations to language awareness are not carefully laid down by teachers in the early phase of learning, ESL learners can be poorly positioned for the middle phase of learning. 

In particular, young children who speak creoles or non-standard varieties of English other than SAE need teachers to encourage their language awareness. Their language situation may be unacknowledged, both at school and in the community.  They consequently need their teachers to recognise and value their Home Language/s, to begin determining some differences between their Home Language/s and SAE, and to investigate  how relevant facets of SAE work in partnership with them. 

Young speakers of creoles and non-standard dialects often have their language corrected by English speakers who are unaware that they are not speaking SAE.  When the language variety that young ESL learners and their families use to communicate about everything is deemed incorrect by a teacher, it can be a confusing and shaming experience that undermines their sense of identity. Furthermore, it can seem that they are being made to speak like someone they are not. Schools need to ensure that their staff are ‘language aware’ and that there is a whole-school approach to promoting language awareness. Language Awareness needs to start in the Early Phase and continue throughout students’ schooling.
 

Some young ESL learners will be able to ‘tap into’ beginner print literacy concepts in their first language, while others will be gaining their first experiences with print literacy in a language they do not know (in SAE).  Those students who have the opportunity to gain print literacy in their first language should be encouraged to do so. Research shows that it is an easier task for a student to acquire literacy in a language they know. Some transfer of print literacy concepts can be transferred across to literacy in English as language acquisition progresses, thereby ‘short cutting’ the process.

In the early phase, particular attention needs to be taken with the teaching of print literacy to ESL learners as all mainstream phonological awareness, phonics and early literacy ‘packages’ are developed on the premise that students are already speaking SAE. A reliance on products which focus on early print literacy with no focus on the language requirements can lead to some fundamental problems in classroom approaches for ESL learner. Although ESL learners cannot necessarily hear and distinguish all the important sounds (phonemes) of SAE, all standard phonics packages assume that the actual sounds themselves are unproblematic, and that it is only the sound-symbol relationships that need to be taught. There are, for example, Kriol speakers who do not distinguish b/p/v/f and Vietnamese speakers who do not perceive most final consonants, but are being taught an array of symbols for things they cannot hear. An ESL approach would ensure that students can hear and distinguish particular sounds before teaching a symbol (letter(s)) to represent it. Teachers can raise students’ language awareness about the varying sounds in different languages to ensure young ESL learners do not feel inept in the classroom. 

Similarly, standardised lists of sight words are generally based on a body of the most commonly occurring items in English. Due to the nature of the English language, these sight words consist of many of the grammatical function words required when placing individual words into sentences, such as: 

· articles: the, a, an 

· demonstratives: this, that, these, those 

· personal pronouns: e.g. he, him, his, she, her, hers 

· auxiliary verbs: e.g. am, is, was, were, has, have 

· modal verbs: e.g. can, could, will, might
· prepositions: e.g.  on, in, at, to, by. 

These words pose distinct problems for many language learners. Many of these grammatical function words take many years to master. Sight words are one of the ways that all students acquiring literacy in English build up a bank of known written forms. Teachers should reserve the sight word strategy for those words which students are unable to ‘sound out’. Teachers of young ESL learners should not use prepared lists of sight words devised for English speakers. Rather, they should prepare lists of relevant words from the current topic of work and from the familiar text(s) used to build language. From these familiarised words, some should be set as sight words.

Mainstream reading programs, including levelled readers, reading interventions and reading assessments are problematic for use with ESL learners in the early phase. Such products are prepared for young children who speak SAE and should not be the only source of information collected about an ESL learner’s development as a reader in SAE.  These mainstream materials are levelled, for instance, around concepts of reading difficulty. However, this concept is for young children who speak English, so the notion refers to how many words there are on the page, how much support is given by the picture and whether there are repetitions of sentence patterns. There is no notion of ‘language difficulty’ included in ‘reading difficulty’.  To a certain extent, language in English readers or texts is predictable for English speakers, because they only have to look at initial letters (for grapho-phonic clues), look at the picture (for visual clues) and then use their knowledge of language structures (syntactic clues) to predict some or much of what follows. ESL learners do not have access to the language structures (syntactic clues) nor to some or much vocabulary. Consequently, young ESL learners need their teachers to familiarise the language and content they will be encountering inside readers prior to reading it. 

ESL learners in the early phase need their teachers to plan how to make the language requirements of the curriculum accessible and familiar. Effective classroom teachers of early phase ESL learners: 
· choose or write an engaging text as a vehicle for teaching language at the same time as teaching the intended curriculum 
· use the above text as a “tool” for building up the field (i.e. familiarising language required for a specific topic) 
· use this ‘valued’ text to work with their students, including their ESL learners, over successive lessons so as to familiarise content and language 
· visually scaffold all learning activities using the text illustrations, and supporting visual materials, such as the internet or physical objects, to help students make meaning 
· provide activities using kinaesthetic ways of understanding the meaning, such as miming or hand signs 
· do not rely heavily in activities on  pre-existing shared SAE oracy, but rather aim at building up familiar language 
· use this shared language and understanding as the basis of oral interactions and increased listening comprehension on this topic.
This process of creating shared language and understanding prior to harnessing it for literacy or for further learning on the topic is the essence of good practice for young ESL learners.

Visual scaffolding is an essential ESL strategy for young ESL learners in all classroom activities and might include:

· using pictures to illustrate the main points in a discussion

· using miming, freeze frames or role plays for acting out texts 

· using physical and kinaesthetic strategies such as specific movements for particular key vocabulary or significant events in a text. (For example, ‘This is the cane that grew in the earth in the sun and the rain’ could be interpreted physically as: ‘cane’ - hands up like cane; ‘grew’ - hands start low and stretch up high; ‘earth’ - touch the ground; ‘sun’ - hands held up high like the sun; ‘rain’ - fingers wriggling down to the ground like rain drops.
   

ESL learners in the Early Phase should be given opportunities to work with bilingual support if possible, or to converse in Home Language with peers if possible.  Providing students with the opportunity to communicate in their Home Language will foster their cognitive development and assist them to develop confidence and skills in using SAE. 

Some students in this phase are willing to take risks with their language use and will produce learner approximations of SAE. These should be valued as learning and not corrected. Some may be highly reticent to speak and may appear to be ‘shy’. Others may experience a ‘silent period’ as they begin to learn and internalise SAE. 

It is important that teachers not correct young ESL learners’ attempts at SAE as this can profoundly affect children’s confidence and willingness to take risks. Teachers should collect ESL students’ language uses as evidence of what they can produce in SAE and what they are still learning and plan focussed teaching lessons on targeted language.

3.5.2
Middle Phase ESL Learners (Years 4-9)

ESL learners in the middle phase of learning may be:

· new to SAE 
· at a range of developmental ESL levels 
· new to literacy and SAE literacy 
· at an early literacy stage which does not match  expectations for their same-age cohort

· experiencing the normal tensions of adolescence.

They are learning in a curriculum sequence which is timed to fit with 4-9 years’ experience of school SAE and 9-15 years of Australian English.  At the same time they are maturing and becoming aware of their identity in relation to their home community, their peers and the larger community. This may result in self-consciousness about language use and an unwillingness to use English because of a fear of ‘looking and sounding different’.   
ESL learners in the Middle Phase need acknowledgement from teachers of:

· the value of their growing bilingual capabilities 
· the teachers’ own high expectations for them 
· their need and right for ESL support, if they have not received support to date or if they have had a period of intensive support

· their need for classroom adjustments to support ESL listening

· their capacity to learn, especially for learners who have experienced disrupted schooling.

Teachers can help build connectedness to complex Middle Phase tasks by ‘tapping into’ ESL learners’ languages, prior knowledge (school and non-school) and experiences.  Teachers will be assisted by a whole-school culture of inclusivity, where existing and new cultural knowledges are valued and embedded across the curriculum, as learner cohorts change.

Middle phase tasks are frequently multi-layered, multi-dimensional, conceptually challenging and conducted over extended periods of time. To allow ESL learners full access to these tasks, schools need to explicitly focus on language across-the-curriculum
 with teachers drawing on a knowledge of grammar at text, clause, group, word and inflexional level.  
Middle Phase tasks are often taught, contingent on all learners being able to draw on SAE  language and literacy capabilities that are well developed and adaptable to a range of subjects and disciplines
 
. Teachers need to be aware of their ESL learners’ reading and writing levels on the ESL Bandscales to plan the appropriate level of SAE language and literacy support.  Some learners may not have been previously identified as ESL learners, and may need intensive targeted language support to fill in their gaps in reading and writing skills.  Others will need targeted support in the steps of beginning literacy.  

Using an ESL approach, tasks should be analysed for their: 

· subject content 

· language 

· socio-cultural demands as expressed in the assessment criteria of the task.

This might best be done in a collaborative team process between classroom teachers, ESL teachers and/or bilingual teacher aides.  The teacher might then sequence activities matched to the cognitive and linguistic development of ESL learners.  ESL learners, as with all students, should be able to access the resulting curriculum task if: 
· scaffolding is provided, by identifying reading, speaking and writing requirements and by breaking the cultural, cognitive and linguistic load into small sections
· every step of the task is organised, explained and modelled  
· listening is supported
· language components are explicitly taught and practised
Learning goals and assessment criteria need to be explicitly taught and frequently revisited.  Teachers should teach the task criteria in successive lessons, linking the criteria to each learning activity.  
As a result of their ESL listening levels
, learners may not be able to comprehend information if it is presented once only in a large class setting.   ESL learners may appear to be fluent speakers and ‘active’ listeners, but may miss key points and need visual support, concrete experiences, either targeted one-to-one or in small groups and/or with bilingual assistance to ensure that they have been able to comprehend new learning.  

Skills in reading are particularly critical for ESL learners; the ability to read and comprehend academic classroom texts is vital when learners are still developing listening skills in SAE.  Some ESL learners, who are beginning literacy learning, will need to learn how to read. These learners may be at any year level from Year 4 to Year 9. 
Teachers, in collaboration with ESL teachers, need to learn the skills to:

· bring an ESL perspective to various reading programs and models
, selecting culturally appropriate and inclusive readers, building familiarity with the content and language structures, revisiting this knowledge and practising the language 

· select and linguistically modify age-appropriate texts at different levels, so that they can be accessed by ESL learners  
· provide visual and kinaesthetic supports and opportunities such as pictures, role-plays, opportunities to see and hold physical objects when introducing new concepts and information 
· provide explicit instruction about the structure and language of a growing range of non-literary and literary texts

· explicitly teach strategies for developing higher order reading skills 
· provide scaffolding frameworks for note-taking of information gained through reading

· provide additional time to process reading in a second language. 

ESL learners who have literacy in their first language will benefit from access to first language reading resources in print and on line, and from bilingual dictionaries (where available).   All ESL learners will benefit from talking about the complex ideas they get from reading, and about their ideas for writing, with bilingual aides and with peers.  This will foster their cognitive development and assist them to develop their confidence and skills in speaking and writing in SAE.

By the middle phase, ESL learners who are not new arrivals may have a BICS level of spoken fluency in personal, social and school contexts.  This may mean that their need to develop academic spoken proficiency may go unnoticed.  It will be productive to take time to assess spoken proficiency in order to make decisions about the amount of support necessary for this phase of learning.  Middle phase tasks will require ESL learners to predict, hypothesize, argue, compare and contrast in speaking activities with their peers and teachers.   These academic speaking activities, which may occur in whole class activities or in smaller groups, require the use of complex language structures and technical (or field specific) vocabulary. These speaking activities are intended to develop student expression, first in speaking and then in writing, towards more academic language structures in which students are able to discuss and describe in detail concepts which are beyond the immediate environment.  For example, students in year 7 may be required to read an argument text and identify the key argument points and supporting evidence. In order to participate in this task, students may need to be able to:

· sequence ideas  (‘first’, ‘then’, ‘finally’) 

· show cause and effect (‘so’ , ’therefore’, ‘because of this’)

· clarify ideas (‘ for example’, ‘I mean’)

· add information (‘also’, ‘along with’)

  The required ‘speaking structures’ and relevant vocabulary need to be explicitly taught, and time provided for language practice. Teachers are able to use a range of strategies to develop these spoken language skills and could consider ‘acting out’ texts, by allocating students different ‘voices’ in a text.  For example, students may read a number of  ‘Letters to the Editor’ which contain arguments for and against the local council’s intention to build a swimming pool.  They could then ‘act out’ or ‘role play’ the various perspectives, using the required speaking structures which have been taught.

These more academic ‘speaking structures’ are grammatically closer to academic writing and by using them, ESL learners are more easily able to transfer these academic structures to their writing. 

Learners from traditional oral cultures may bring with them highly developed oral skills, and this capacity is generally their best way to engage with the complex tasks of the middle phase. They can use their oral skills to:

· express complex thoughts about tasks in L1 to bilingual aides and peers
· to dramatise language activities in both first and second languages 
· to organise and sequence their thoughts, and discuss language choices about their writing.  

ESL learners in the Middle Phase need to hypothesise and experiment with language, to make developmental errors and engage with deep learning through their writing.  The texts that ESL learners produce will contain errors, which are evidence of the ‘interlanguage’.
  Second language acquisition research shows that these ‘creative errors’ are a normal part of actively acquiring a second language.  Teachers can first concentrate on the strengths in ESL learners’ texts, and then ‘collect’ the errors to give direction on what language needs to be explicitly taught and practised at the text, clause, group, word and inflexional level.  Creole learners may need explicit ESL teaching to enable them to separate their home language creole from SAE.  ESL learner-produced texts without errors are a cause for concern in the Middle Phase, because it may mean learners have stopped trying to express their complex thoughts in SAE and are engaging in tasks at a safe but superficial level.

Successful transitions from Year 7 to Year 8 are supported through:

· attention to data about ESL learners through sharing of student achievement reports from the primary to secondary setting 

· recognition that ESL learners continue to need support in accessing an increasingly challenging curriculum, particularly when knowledge becomes more ‘discipline specific’  and that, in this context, ESL learners will continue to need an ‘audit’ of prior knowledge and understandings, undertaken by their teacher/s before embarking on new learning

· whole school planning to give targeted ESL support if needs are identified by ESL achievement data.

3.5.3
Senior Phase ESL Learners 

Teaching in the senior phase is based on an assumption of at least nine years of prior schooling, and up to 17 years of knowledge of SAE and the culture in which it is embedded.  ESL learners in the senior phase of learning may be either new to SAE or still be in the process of acquiring SAE. Some learners may have a strong proficiency in basic interpersonal communicative skills (BICS) which may give a misleading impression that they have a deep knowledge of academic language.  
ESL learners in the senior phase are maturing socially and cognitively and may be living adult lives that include high levels of responsibility within their families.  Others may be living apart from family or in situations where there is little immediate family support.  Some are parents themselves. They have extended knowledge of the world and possibly background knowledge in content areas which they can apply to their learning of SAE and through SAE. They may have considerable knowledge of the world which does not align with what is valued in school curriculum.    Some students may have experienced traumatic events which considerably impact on their capacity to learn and retain new information. Whilst trauma may be a factor for ESL learners of all ages, the impact of trauma on older students can be of greater significance given the challenges of completing senior school in a second language.
In this phase of schooling there may be a broad range of prior educational experiences which teachers will need to be aware of.   For example: 
· some learners will be highly educated in their home language and have good control over school learning in this home language 
· some learners may be under either self or family-imposed pressures to achieve, and this is sometimes misinformed and unrealistic, given high language learning needs  
· some learners have life experiences which do not include exposure to school settings or school learning and will be beginners of SAE language and school learning  but with the same high expectations of success   
· other ESL learners in this phase may have had many years of schooling in Australia but with inadequate or no recognition of language learning needs.  As a result they may find the transition from middle school to senior phase very difficult. 

Curriculum content in the senior school can include academic subjects with highly specialised fields.  In these, learners are expected to express learning through language which compares, contrasts, synthesizes ideas, questions, critically analyses and evaluates.  There is an expectation that learners have moved beyond reproduction of knowledge to critiquing information and ideas.   Learners need to be able to express their ideas, and hold opinions on topics and themes which may be culturally bound, abstract and completely unfamiliar to learners from other cultures (for example, Australia’s involvement in the Gallipoli campaign of World War One).

The extensive experiences of schooling which some learners bring may not translate directly into senior school experiences.  Learning tasks may be culturally unfamiliar.  For example, assessment of expected learning through studying a particular novel may require a written or oral personal response.  This type of task may be very unfamiliar to learners who are more familiar with discussion of character or theme.   Coupled with this unfamiliarity may be a continued self-consciousness about their English language and a reluctance to take risks with language, as for ESL learners in the Middle phase.
Planning at a whole-school level can enable a range of possible academic pathways for ESL students.  Strategies which support ESL learner success in the senior phase might include:  
· flexibility with timelines for required semester workload

· negotiation of years 11 and 12 completion over a three year period 
· implementation of special consideration to ensure equity of learning opportunities
 
· the availability of the QSA subject ESL for English Learners
 as an option for Senior English
· collaborative planning and team teaching between subject teachers and ESL teachers to break down linguistic and cultural load in learning tasks. 
Future pathways and guidelines

Senior students in Queensland are expected to exercise choice in deciding on a learning pathway which suits their level of ability and interest and helps them attain future career goals.  For many ESL learners, this concept of choice in education is culturally unfamiliar: some learners have been sent to Australia as international students in order to access university; other learners do not have any understanding of the schooling or tertiary systems in Australia.   They and their families need support, and if possible bilingual support, to understand what options are available in relation to time to complete senior studies and courses of study which are available. In particular, families need to know that if students have not been able to complete the requisite 20 credit points to achieve their Queensland Certificate of Education by the end of Year 12, they may continue to work towards their QCE since their learning account remains open, regardless of their age (however credits expire after 9 years).
 

Some ESL learners may have misunderstandings about required levels of SAE proficiency to engage with senior school learning and this can lead to disappointment and failure to engage in the Senior School academic context.  For example, some refugees with limited schooling backgrounds, who are of senior school age, arrive in Australian schools with the erroneous expectation that any experience of schooling will lead to tertiary education. Through collaborative guidance from the School Guidance Officer, classroom teachers, ESL teachers, and bilingual community workers, students may be able to choose pathways which are suited to their language and learning needs.  Students who have very high expectations of academic success but have experienced few educational opportunities need sensitive and timely advice on future pathways and can be supported in the knowledge that there are many opportunities for educational advancement in the education system.  

Senior curriculum may also include subject areas which align more closely with various workplace contexts. Students may participate in work-readiness subjects, apprenticeships and traineeships in which they will be required to complete literacy and numeracy tasks which may range from being broadly generic to being highly specific to a particular work context.  This pathway will include work placement and an understanding of the protocols and culture of the workplace.  Often ESL learners need considerable support and supervision in order to learn what is expected of them quickly and the language demands that they will have to manage.  The school needs to ensure that they consult and collaborate with employers about this issue so that the learner is supported in learning the requirements of the position.

Summary

Teachers can support ESL learners in the Senior Phase to demonstrate their learning by: 

· working closely in a collaborative team with other subject teachers, ESL teachers, bilingual aides and community members, so that ESL learners are monitored and taught in a holistic manner e.g. identifying language level, identifying study and personal load, providing targeted ESL support, responding if there is a need for subject change (which may occur in large part because of a mismatch between the language demands of the subject and the student’s level of SAE language) and supporting families in understanding how and why this may be necessary
· collaboratively analysing the language and sociocultural aspects of tasks with specialists and planning multi-levels of collaborative teaching:  e.g. Whole class lessons by teacher, language lessons by specialist teacher, specialist teacher in class support, targeted support by teacher and/or specialist staff, one-to-one or small groups, withdrawal by specialist for more detailed class lessons (See section 3.3, this document)
· continuously determining prior knowledge and understandings about concepts, content and language before embarking on new learning

· drawing on cultural and bilingual resources (personnel, peers, print, on-line sources) to support and scaffold new learning
· providing bilingual opportunities for ESL learners to understand the cultural purposes of tasks. (For example, students working with a bilingual teacher aide, in first language groups on particular learning activities)

· providing instruction in how to read through ESL-informed reading support for those ESL learners in the Senior Phase who are unable to read
· dividing tasks into smaller parts and providing ESL support such as extra time spent on teaching vocabulary, language structures and knowledge of context/field 
· providing ESL learners with help in selecting accessible and relevant reading materials (e.g. on websites) of manageable size for their ESL reading level 
· providing extra time to process reading and prepare drafts.
3.6
Quality Assessment of student learning

Assessment is an ongoing process of gathering evidence to determine what each student knows, understands and can do in order to inform teaching and support learning of the intended curriculum.  Quality teaching and learning programs demand rigorous assessment processes that ensure that teachers assess the learning required of students as indicated in the intended curriculum. 
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Figure 4
 Curriculum Alignment

Because of the time it takes to acquire a second language, ESL students may not be able to express what they know, understand and can do in fluent SAE in the assessment programs and tasks of the different phases of schooling.  In order to ensure assessment rigour (validity and reliability)
 teachers should take special account of language in assessment processes.  This will benefit, not only ESL learners, but a range of learners.  The need for ‘rigour’ in assessment also requires that teachers see that special arrangements
 are made according to whole-school assessment policies, so that language barriers are removed in assessment tasks, enabling ESL learners to show what they do know, understand and can do
.
The QSA provides guidance for systems on special consideration for school-based assessment. 
  This guidance is a reflection of the QSA Equity Statement (2006)
 which states that inequities in education can be challenged by:

· acknowledging the diversity of students and their life circumstances, and the need for particular strategies which can enhance engagement and equitable outcomes, and

· recognising and acknowledging the diverse bodies of knowledge and backgrounds of all students, including marginalised groups.

Equity statements, equity guidelines and special consideration documents are all implemented at a school level and in whole-school planning for assessment.  These documents should be pivotal in guiding processes which acknowledge learner need and address possible inequities in assessment practices.

The P-12 Curriculum Framework provides five principles to inform the development of quality assessment programs and tasks.  They are especially pertinent to ESL learners.  
3.6.1
Assessment should be valid for ESL learners.  

Assessment tools should assess what they claim to assess.  Whole-school assessment policy processes should ensure that in-school assessment tasks assess what ESL learners know, understand and can do in those subjects, rather than assess their level of reading and listening in English as a Second Language
.  

Some ways to ensure validity of assessment for ESL learners include: 
· explicitly teaching the language and literacies of subject areas

· considering social/cultural contexts of their ESL students when planning/writing assessment tasks and reducing those that are unnecessary e.g. assumption of knowledge about Australian suburban homes and pets
· explicitly teaching essential background cultural knowledge assumed in assessment tasks e.g. in assessing the concept of ‘perimeter’ with a question about a fence, make sure students have been taught what a fence is and the language associated with ‘fencing’  
· aligning teaching and assessment by pre-teaching vocabulary and concepts used in assessment tasks, especially instructional, abstract or formal language not necessarily used in classroom talk. For example, in a mathematics problem about building a fence, consider the possibility of ambiguity in vocabulary: ‘post’ (not referring to ‘mail’ in this case); in mathematics questions there are many examples of key technical vocabulary such as ‘product’, ‘match’, ‘how many are left’ which can be easily misunderstood if students are not aware of the meaning of these terms in the context of the discipline in which they are used; being consistent in the use of vocabulary e.g. in Studies of Society and Environment using the term ‘federal’ in one learning activity, and the term ‘national’ in an assessment task
· being well-informed about language learner development (i.e. as described in ESL Bandscales levels) so that any ‘language gap’ that might exist between student levels of SAE and the language demands of assessment tasks are minimized or avoided
· making task requirements clear by explicitly teaching the ‘genre’ of standards criteria;  ESL learners may not be able to distinguish what is background information and what are key instructional words such as ‘compare or contrast’
· working collegially by asking other subject teachers or ESL teachers to check standards criteria for unhelpful layout, ‘hidden’ language, or cultural barriers and other assumed knowledge
· re-evaluating assessment tools after use, and adjusting and refining where necessary for the future.
Even with very carefully constructed assessment tools, ESL learners who are somewhere along the continuum of Second Language Acquisition may still need special arrangements so that the tasks assess what they know, understand and can do in those subjects (See 3.6.4 below), rather than their facility with SAE.

3.6.2
Assessment should be explicit for ESL learners  

Assessment criteria should be explicit so that the basis for judgments is clear and public.  Students should know what they are expected to learn and the criteria and standards that will be used to determine the quality of their achievement.  Teachers need to take special care to find out whether their ESL learners understand what the assessment criteria are. Teachers cannot assume that they have made the assessment criteria explicit if they rely on ESL learners having advanced reading or listening levels in English as a Second Language.  ESL learners may need informed ESL or informed bilingual support to understand assessment criteria (See section 1.5.9, these guidelines).
3.6.3  Assessment should be comprehensive for ESL learners  

The assessment program should enable all students to demonstrate their learning consistently, autonomously and in a range of contexts, in situations in which there are high levels of support through to independent completion of tasks.   A comprehensive assessment program must be based on multiple kinds and sources of evidence. This acknowledges the fact that just as students learn in different ways so they demonstrate their learning in different ways.

For ESL learners it is essential that a greater range of diagnostic formative assessment tasks are used to gather evidence of learning and that these focus on both the specific language and content learning needs and program of these students.  Teachers need to identify the cognitive and language demands of tasks and break these into specific learning tasks which can be assessed across the four macroskills of listening, speaking, reading/viewing and writing, in order to continually monitor that ESL learners are comprehending new learning and that language skills are appropriate for the demands of the task.   
For example, such formative assessment might include: 
· listening assessment activities e.g. listening for specific information and completing true/false or short answer questions 
· reading assessment activities e.g. putting sentences in correct order to retell a narrative 
· speaking assessment in a range of situations e.g. participation in pair work or group discussion or ability to provide specific information when answering classroom questions

· writing assessment tasks e.g. correcting sentences which contain particular grammatical errors, relevant to the genre being studied. 
Teachers could include draft responses as well as the final written product when assessing written texts.  Students might also be asked to ‘mark’ each other’s work, annotating the response to provide feedback in SAE.  It is essential that all assessment tasks are embedded in classroom learning and that assessment criteria relevant to both content and language are made explicit to ESL learners.
3.6.4
Assessment should provide all students with the opportunity to demonstrate the extent and depth of their learning 

Assessment tasks should enable students from diverse backgrounds to demonstrate their full learning.  This includes opportunities to demonstrate higher-order thinking, depth of understanding, and an ability to apply their knowledge and skills in a range of contexts.  

Assessment tasks should be designed in ways that specifically support ESL learners to demonstrate their learning.  These include:

· drawing on bilingual sources and texts 

· enabling visual, kinaesthetic demonstrations rather than verbal responses 

· permitting students to rehearse and work in a group.  

ESL learners can demonstrate higher-order thinking and depth of thinking if assessment tasks are clearly aligned to teaching which scaffolds the language and learning needs of second language learners.   For example, models of what is expected in an assessment task can be clearly deconstructed, in order to highlight such features as the social function and purpose of the required text, and the overall organisation and development of the text, including major grammatical patterns. ESL learners will also be assisted in demonstrating their learning if assessment tasks are designed which: 

· can be related to diverse cultural backgrounds, e.g. using contexts that are familiar in all cultures
· are not Anglo/Australian culturally over-loaded e.g. containing colloquial Australian terms and phrases 
· are organized and written with consideration to the needs of second language learners (see 3.6.1 above). 
3.6.5 
Assessment should include special consideration when required.  

Because ESL learners are learning about SAE, through SAE, and in SAE, school-based assessment processes should reflect the same level of support and scaffolding afforded ESL students as they engage with any learning.  The intention of assessment is to show what a student knows and can do.  It is very important that teachers are assessing the required knowledge and not the SAE language demands of the assessment task itself.  When assessment becomes an unintentional language test, meaningful data about what the student has learnt is lost.

Special consideration may be needed to ensure equitable assessment practices, and to provide ESL learners with the opportunity to demonstrate the extent and depth of their learning.  These should enable students to have the opportunity to achieve success and produce the best work they are capable of.   Special consideration can include provision of:

· additional time to complete assignments

· additional time to read, translate and formulate responses to test questions

· assessment instructions that have been adapted in all listening/viewing assessment activities, including repetition of instructions, opportunity to preview listening/viewing question forms, multiple opportunities to hear/view the text  

· bilingual dictionaries for use during an assessment task 

· special vocabulary lists 

· reader and scribe, bilingual teachers/aides/volunteers
· a separate room for the student to work in 

· lap top computers

· assistive technologies. 
Implementation of these arrangements requires a whole-school assessment policy for the identification of eligibility, registration, documentation, staff/student/parent/caregiver awareness, and recording of assistance received.
3.6.6
Assessment should inform planning and teaching as well as reporting  

On-going classroom formative assessment and summative assessment
 of achievement of ESL learners should be monitored collaboratively by classroom teachers and ESL teachers with an understanding of ‘distance travelled’ along the ESL Bandscales (See Section 1.4.3).  
ESL learners need to have their achievement monitored both of their learning of subject areas and of their learning of SAE.  This informs curriculum planning focussed on language and learning needs and informs appropriate intervention which takes into account the learner’s ESL journey.  
ESL learners should also be made aware of their progress on both pathways.  Having obtained feedback on their achievement of same-age cohort subjects (as determined through classroom-based assessment) and feedback on the progress of their language acquisition, they are able to reflect on their learning and the important role their growing knowledge of SAE has in providing them with access to classroom learning.  Teachers’ recognition of ESL learners’ progress in language learning provides the learner with the opportunity to:

· respect their own growing capabilities
· experience their teachers’ valuing of the remarkable achievement they have made in language learning
· take some responsibility for their own learning progress.
3.6.7
Assessment in the Senior Phase of learning

Assessment in senior school is more formal, and more couched in specific procedures to ensure validity and reliability.  A proportion of it, summative,
 is of significant importance to final schooling results and the successful attainment of a Queensland Certificate of Education.  For ESL learners there is an even greater need for schools to be familiar with the QSA Equity Statement 
 and to consider ways in which this statement can be attended to.  Section 3.6.5 in these guidelines provides more information on special consideration and assessment. 
Teachers can provide assessment support for ESL learners in the Senior Phase by:
· providing and deconstructing models of assessment tasks according to structural and language features of the genre

· making explicit reference to assessment criteria in successive lessons

· Providing opportunities for ESL learners to discuss and obtain feedback from their teachers about their planning before submitting a draft response.  This is helpful for ESL learners who may not have access to any home support.

· Providing opportunities for ESL learners to get informed ESL feedback from their teachers about the SAE language they need to use in order to improve in successive drafts.
3.7
Reporting student achievement
The purpose of reporting is to provide information about the learning and achievement of students.  For ESL learners, achievement in language learning is a key factor in reporting progress and development.

3.7.1 
The purposes of reporting student achievement

Reporting student achievement has diverse and major purposes. These include:

1. reporting individual student progress to parents (and students)

2. reporting to the system for aggregation purposes

3. reporting to the Commonwealth on state aggregated results.
The reports generated for each of these purposes provide an important source of information. The purpose of reporting to parents is primarily to provide information about the learning and achievement of their children.  It is also to give students a sense of how they are going and in what areas of the intended curriculum they might need to improve. 

Reporting to the system usually requires that individual achievement scores be aggregated in some way to inform decision-making. Student results on national tests provide information to the Department of Education, Training and the Arts to inform decisions about priorities.  For example, funding may be directed to teachers of ESL Learners or Indigenous Learners based on their aggregated results.  These results might be further aggregated to inform national priorities for the Commonwealth.

3.7.2 What parents want to see in their child’s report

Reporting on Student and School Achievement, a research report prepared for the Commonwealth Department of Education, Training and Youth Affairs
 indicated that parents want to be:
· “Kept well informed about their children’s progress;

· Given information about achievement and progress in both academic and non-academic areas of learning;

· Informed about both strengths and weaknesses of their children; and

· Provided with pertinent and constructive advice about how they can support their children’s learning.” 

The report went on to say that parents believe that there is a tendency, particularly in primary schools, for teachers to avoid reporting that their children were struggling or not performing as well as they should. Nevertheless, they preferred to be told the truth in plain language. 

They also wanted to be able to compare their children’s progress with others against some sort of ‘standard’. This might include comparison with students of the same age. Parents also showed a mistrust of computer-generated comments and indicated that they wanted reports to be tailored for their child. Concerning parent-teacher interviews they said they wanted the opportunity to attend well-organised meetings that were long enough to allow for an interactive and useful discussion.

This report significantly influenced inclusions concerning student achievement reporting in the Commonwealth Government’s Schools Assistance (Learning Together – Achievement Through Choice and Opportunity) Regulations 2005 legislation requiring student achievement to be reported against age cohort peers on a 5-point scale against specific learning standards in Years 1-10.  

It is against this backdrop, and including research into student reporting undertaken by Education Queensland, 
 that the reporting policy of the P-12 Curriculum Framework
 has been designed. 

The system of schooling and reporting in Australian schools may be very unfamiliar to ESL families.  Information about this system should be communicated to families, with interpreters as required, so that families understand school reporting requirements and that families have the right to access schools in order to learn more about the progress of their child.

3.7.3
Reporting standards on a five-point scale for ESL learners 

A high level of achievement in all school subjects usually involves a student having a high level of SAE.  Learning SAE at school can take a number of years for second language learners.    Students of refugee backgrounds who have had very limited opportunities to go to school in their own countries may need even more time to reach a high level of SAE.  Whilst an ESL learner is in the early stages of acquiring SAE, their hard work may not yet be evident in the 5-point scale, but this work will lay a strong foundation for achievement in their future at school.  Teachers should communicate to parents how strongly they value progress made by the learner in SAE.117   As ability to use SAE improves, the learner will better be able to demonstrate their learning in these learning areas and this will be reflected in their grades. 

3.7.4 
How will reporting for ESL Learners be accommodated?

Limited facility with SAE may limit access to assessment tasks for some of these students (see section 3.6 on Assessment in these guidelines).  Use of the five achievement ratings for reporting achievement in learning areas may be delayed for the initial 12 months of schooling only for these students also accessing intensive ESL support (note that this does not apply to students in Far North Queensland accessing the Bound for Success Curriculum).  This delay is for reporting achievement ratings twice yearly only; students must still be assessed in each of the learning areas throughout the assessment period.  They must still receive the standard report twice yearly with all fields completed except for the achievement rating.

ESL learners should receive an attachment to their twice-yearly report which indicates their attainment against ESL Bandscale levels.
   The bandscales can be used to articulate to parents the SAE language learning development that has occurred, in spite of limited capacity for students to demonstrate complex knowledge, skills and understandings as a result of developing SAE skills.  It is important to show parents and learners how far ESL learners have travelled in the learning because this may not be evident in the 5-point scale reporting of standards. There are a number of ESL reporting models that have been devised, relevant to varying ESL settings that may guide teachers in monitoring and reporting ESL learner development e.g. ESL Bandscales CD Rom and other formats.
  

For further information on reporting requirements see: Guidelines for reporting student achievement.

3.7.5 Managing reporting risks for ESL learners

As a general rule, there should be ‘no surprises’ in a student’s take home, twice-yearly report. The following strategies might be helpful:

a. School reporting processes should be clear and transparent with parents and the community. Schools may choose to provide web links to the Frequently Asked Questions for parents 
 on the Department website or other useful sites. 

b. The twice-yearly report should be a part of a suite of reporting student achievement processes (formal and informal) that a school (and teachers) should engage in on a day-to-day basis. It would be expected that this process may need to occur through an interpreter/ member of staff with cultural and language awareness/ liaison officer, or with translated documents if the families have literacy in their home language.  The suite might include:

· Students each having a diary in which the teacher communicates with parents as required
· Once a term formal reports

· Regular or intermittent teacher phone calls to parents

· Parent-teacher interview opportunities as needed

· Parent-teacher interview opportunities following the distribution of formal reports.

These reporting opportunities should avoid surprises to parents in student twice-yearly reports. Parents should be expecting the formal achievement rating achieved by their son/daughter in any learning area. If students are ‘struggling’ to achieve at a sound (c) or above level of achievement then there is an expectation that teachers would alert parents to this well before the final report is received through informal communication and discussions about how both parties might work together to support the student to improve on their performance. 

For students of different cultural backgrounds, regular communication with parents is expected and may even be critical in avoiding some culturally retributive behaviours for students perceived by parents to ‘not be working hard enough’.
 
4.
Conclusions
All schools have a responsibility to implement whole school responses which enable identification of ESL learners and which acknowledge and respond to the language learning needs of ESL learners.  Such responses require recognition and valuing of learner identity, as expressed through language and culture, and the provision of curriculum and personnel who are able to support ESL learners to engage with meaningful and relevant learning.   
All teachers in all curriculum areas have a responsibility to identify who the ESL learners are in their classrooms and respond to their language learning needs in all three learning phases through ESL –informed pedagogy.   
All ESL learners have a right to engage with the curriculum and to be able to demonstrate their language and learning in equitable assessment practices. They have a right to have their language and learning achievement recognised in school reporting processes.  
All parents of ESL learners have a right to information about progress made by their children in both language learning and discipline based learning.
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� 	P-12 Curriculum Framework.  � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/" ��http://www.education.qld.gov.au/curriculum/framework/p-12/�


� 	A distinction is made in this document between teachers of ESL learners (all teachers who teach ESL learners) and ESL teachers (those teachers who are qualified ESL specialists).


� 	Educational settings include intensive English centres, units and classrooms and mainstream schools and classrooms.


� 	“While there are many varieties of English, the variety which is most commonly used in business, government, education and many work places in Australia is Standard Australian English (SAE).  Due to this, SAE is often seen as the language of ‘power’ in these contexts, and at school it is the language of ‘learning’.”  Department of Education and Training, Western Australia. 2007. English as a Second language, English as a Second Dialect Progress Map Professional Guidelines. p.33


�	How People Learn Brain, Mind, Experience, and School Expanded Edition Committee on Developments in the Science of Learning with additional material from the Committee on Learning Research and Educational Practice, National Research Council The National Academies Press (2000)


� 	Debra Hayes, Martin Mills, Pam Christie, Bob Lingard Teaching and Schooling  Making a Difference  Allen and Unwin 2006 


	John Hattie Teachers Make a Difference: What is the research evidence? Paper for the Australian Council for Educational Research Annual Conference on Building Teacher Quality 2003 


�  	The Productive Pedagogies Reflection Tool can provide a focus for discussion and assist teachers to reflect and refine classroom practice. See 


	� HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/pedagogies-5-point.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/pedagogies-5-point.doc� 


� 	P-12 Curriculum Framework.  


	� HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/pedagogies-5-point.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/pedagogies-5-point.doc�  p2


� 	For ESL pedagogies see Teaching Emphases for English Proficiency Levels at � HYPERLINK "http://www.esl.eq.edu.au/emphases/" ��http://www.esl.eq.edu.au/emphases/�  and ESL Curriculum website at � HYPERLINK "http://www.education.qld.gov.au/curriculum/esl" ��http://www.education.qld.gov.au/curriculum/esl�  and  Teaching Emphases in the Bandscales for Aboriginal and Torres Strait Islander Learners at � HYPERLINK "http://www.education.qld.gov.au/students/evaluation/monitoring/bandscales/" ��http://www.education.qld.gov.au/students/evaluation/monitoring/bandscales/� 


� 	Home language refers to the language the student would consider to be the main language in which they operate in their home lives.  This may be a first or additional language.


� 	Embedding Indigenous Perspectives, � HYPERLINK "http://www.education.qld.gov.au/schools/indigenous/educators/eatsips-overview.html" ��http://www.education.qld.gov.au/schools/indigenous/educators/eatsips-overview.html� Inclusive Education Policy � HYPERLINK "http://www.education.qld.gov.au/studentservices/learning/docs/inclusedstatement2005.pdf" ��http://www.education.qld.gov.au/studentservices/learning/docs/inclusedstatement2005.pdf� and Productive Pedagogies  � HYPERLINK "http://www.education.qld.gov.au/public_media/reports/curriculum-framework/productive-pedagogies/html/manual.html" ��http://www.education.qld.gov.au/public_media/reports/curriculum-framework/productive-pedagogies/html/manual.html� 


� 	‘Indigenous’ is used to mean Australia’s first peoples and includes Australian Aboriginal people and Torres Strait Islanders


� 	See Appendix 5. 1, Bandscales for ESL Learners


� 	Information on eligibility for ESL-ILSS funding can be found at  � HYPERLINK "http://www.education.qld.gov.au/finance/grants/fund/garp/html/esl-ilss.html" ��http://www.education.qld.gov.au/finance/grants/fund/garp/html/esl-ilss.html� 


� 	Creoles and pidgins are particular kinds of languages known as ‘contact languages’. They arise from situations in which speakers of different languages have come into contact, and out of which new language varieties have been generated. Technically, a pidgin is the initial form. It is a basic linguistic variety used in such situations where people already have their own languages, but they have no language in common. If the sociolinguistic situation in which a pidgin has been used results in a more permanent speech community, then it may be acquired by children as a first language. When a ‘pidgin’ becomes the first language of a speech community, it is known as a ‘creole’.  A creole is a more elaborate and complex linguistic variety than a pidgin, because it has undergone expansion in order to meet the communicative needs of the speech community. Creoles are full and proper languages, just with a particular historical origin. Both creoles and pidgins have features which can be traced to influences of the languages involved in their ‘contact history’. 


� 	Trepang is a sea cucumber or bêche-de-mer collected and processed as a delicacy for Asian markets for centuries in some parts of northern coastal Australia.  


� 	See section 1.5.1 for further detail on types of language proficiency.


� 	See Guidelines for Assessing Student Achievement and moderating teacher judgments  � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc�


� 	See � HYPERLINK "http://www.education.qld.gov.au/studentservices/inclusive/cultural/esl/enrolling.html" ��http://www.education.qld.gov.au/studentservices/inclusive/cultural/esl/enrolling.html� for further information on use of interpreters for enrolment.


�  	For more information on visa categories see:  � HYPERLINK "http://www.education.qld.gov.au/studentservices/inclusive/cultural/esl/enrolling.html" ��http://www.education.qld.gov.au/studentservices/inclusive/cultural/esl/enrolling.html�  


� 	See Section 1.4.3 and Appendix 5.1 for further information on Bandscales.  


� 	See � HYPERLINK "http://www.education.qld.gov.au/studentservices/learning/docs/inclusedstatement2005.pdf" ��http://www.education.qld.gov.au/studentservices/learning/docs/inclusedstatement2005.pdf�


�	‘Mutually comprehensible’ is a phrase often used to describe the relationship between linguistic varieties. It means ‘speakers of both varieties generally understand each other automatically’– or ‘mutually incomprehensible’; they do not.


� 	Diana Eades’ overview of Aboriginal English at � HYPERLINK "http://www.une.edu.au/langnet/definitions/aboriginal.html" ��http://www.une.edu.au/langnet/definitions/aboriginal.html�


� 	In Queensland courts, lack of recognition of Aboriginal English as different to SAE has been identified as a cause of serious injustice. See Aboriginal English in the Courts Handbook at � HYPERLINK "http://www.justice.qld.gov.au/663.htm" ��http://www.justice.qld.gov.au/663.htm�


� 	See section 1.4.3, this document.


� 	Classroom teachers are advised to consult complete versions of the ESL bandscales such as the ESL Bandscales for Aboriginal and Torres Strait Islander Learners available on the following Education Queensland website at: � HYPERLINK "http://www.education.qld.gov.au/students/evaluation/monitoring/bandscales/" ��http://www.education.qld.gov.au/students/evaluation/monitoring/bandscales/� or


	� HYPERLINK "http://www.education.qld.gov.au/schools/indigenous/educators/lang-perspect.html" ��http://www.education.qld.gov.au/schools/indigenous/educators/lang-perspect.html�


� 	For students in the Senior Phase of learning, teachers can refer to NLLIA ESL  Bandscales (McKay,P., C.Hudson and M. Sapuppo.1994) in P. McKay (ed). ESL Development: Language and Literacy in Schools. Canberra, National Languages and Literacy Institute of Australia. 


�	Hammond,J and Derewianka, B. 1999. “ESL and literacy education: Revisiting the relationship.” Prospect. Vol 14 No.2 August 1999. 


� 	Cummins,J. 1984. Bilingualism in Special Education.  Issues in Assessment and Pedagogy.  Clevedon:Multilingual Matters.


� 	Collier,V.P. 1995. “Acquiring a Second Language for School”  Directions in Language and Education, National Clearing House for Bilingual Education, Vol.1, No. 4, Fall 1995. 


� 	Cummins, J. (2001). Tests, Achievement and Bilingual Learners . In C. Baker and N.H. Hornberger. An Introductory Reader to the Writings of Jim Cummins. Clevedon: Multilingual Matters. p.144


� 	See Cummins’ theory of Common Underlying Proficiency in Cummins, J. 1984a. Bilingualism and Special Education: Issues in Assessment and Pedagogy.  Clevedon, Avon: Multilingual Matters.


� 	Berry R. & Hudson J. 1997. Making the Jump.  Broome: Catholic Education Office.


� 	See Awareness of Students’ Language Situation: Goals, Strategies and Activities in Bound for Success Oral Diagnostic Map Teaching Strategies:  Language Awareness. � HYPERLINK "http://www.languageperspectives.org.au/" ��http://www.languageperspectives.org.au/�


� 	Inflexion is the process of adding an affix to a word or changing it in some other way according to the rules of grammar. For example, most nouns are inflected for plural e.g. horse- horses, man-men; and verbs are inflected for singular first person e.g. I work, she works, and for past tense e.g. I worked.


� 	Medical problems such as otitis media will, of course, compound classroom listening problems even further.


� 	See � HYPERLINK "http://www.education.qld.gov.au/curriculum/esl" ��http://www.education.qld.gov.au/curriculum/esl� for additional strategies to support listening.


� 	See Gibbons, P. 2002. Scaffolding language, scaffolding learning: teaching second language learners in the mainstream classroom.  Heinemann: Portsmouth, NH; Reiss, J. 2005. Teaching content to English language learners: strategies for secondary school success. Pearson Education:White Plains, NW


	Department of Education & Training. 2003.  Moving in new directions : literacy strategies for ESL learners with disrupted schooling [video + notes] Melbourne:Victoria. and see TESOL Joint Use Library at � HYPERLINK "http://www.education.qld.gov.au/library/services/tesol.html" ��http://www.education.qld.gov.au/library/services/tesol.html� for additional resources.


� 	Vygotsky, L. 1978. Mind in Society: The Development of Higher Psychological Processes. London: Harvard University Press.


�	Resources for beginner learners of English can be found at the TESOL Joint Use Library at: � HYPERLINK "http://www.education.qld.gov.au/library/services/tesol.html" ��http://www.education.qld.gov.au/library/services/tesol.html�


� 	See � HYPERLINK "http://www.qsa.qld.edu.au/assessment/3160.html" ��http://www.qsa.qld.edu.au/assessment/3160.html�.  It is expected that the QCAR Essential Learnings are the core of a student’s learning program in years 1 to 9, but that this may be supplemented with other learning as determined by the school and teacher.


� 	Particular time requirements for KLAs are not designated across all state schools. Specifying hours for a learning area, without regard for local contexts, can be counterproductive. Providing multiple opportunities for students to achieve the Essential Learnings will involve more time and support for some students than others. A differentiated approach responding to the needs of the student cohort, and a focus on quality teaching, is recognised as more likely to support improved student learning.


� 	The Scope and Sequence for Years 1- 9 at  � HYPERLINK "http://www.education.qld.gov.au/curriculum/scope.html" ��http://www.education.qld.gov.au/curriculum/scope.html� supports planning that scaffolds student learning each year towards achieving the Essential Learnings in Years 3, 5, 7 and 9. This scope and sequence is mandated for Bound for Success schools in Far North Queensland, and is a guide for schools elsewhere.


� 	LOTE provision involves a regional approach in which Regional Executive Directors oversee the development of the Regional LOTE Education Plan. This applies to all regions from 2009.  Those schools choosing to provide KLA LOTE must address the QCARF Essential Learnings each year of their LOTE program.   For descriptions of entry points to KLA LOTE programs and Intercultural Investigations (ICIs) as an alternative to KLA LOTE see � HYPERLINK "http://www.education.qld.gov.au/curriculum/area/lote/regional-trial.html" ��http://www.education.qld.gov.au/curriculum/area/lote/regional-trial.html�. 


�  	Year 10 is a foundation year for the Senior Phase of Learning to consolidate the knowledge, skills and capabilities that are necessary for successful learning in Years 11 and 12.   The Queensland Studies Authority is currently developing an interim design brief for the Year 10 Curriculum.


�  	This program can include: syllabuses developed or accredited by the Queensland Studies Authority, see � HYPERLINK "http://www.qsa.qld.edu.au/syllabus/575.html" ��http://www.qsa.qld.edu.au/syllabus/575.html�, nationally-recognised vocational training, and other learning programs such as the International Baccalaureate, for which the school has gained approval. 


�  	While it is expected that all students are eligible for the QCE (or a QCIA) based on their program of learning, their attainment of this certificate is dependent on their achieving the requirements.  � HYPERLINK "http://www.qsa.qld.edu.au/learning_priorities/qce/docs/qce-planning-pathway.pdf" ��http://www.qsa.qld.edu.au/learning_priorities/qce/docs/qce-planning-pathway.pdf� 


�     P-12 Curriculum Framework / Section 3:  


� HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc�


� 	See the series of Guidelines for School Curriculum Planning, Curriculum Guidelines for Students with Disabilities and Guidelines for curriculum leadership and building a professional learning community 


� HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc�; and Education Queensland's Professional Standards for Teachers  � HYPERLINK "http://www.education.qld.gov.au/staff/development/institute/standards/teachers/" ��http://www.education.qld.gov.au/staff/development/institute/standards/teachers/�


� 	The requirement is for a process of planning for literacy and numeracy that is integral to effective curriculum planning.  There is no requirement for stand-alone plans for literacy and numeracy. 


� 	Schools take a localised approach in line with Embedding Aboriginal and Torres Strait Islander Perspectives in Schools 


� HYPERLINK "http://www.education.qld.gov.au/schools/indigenous/educators/eatsips-overview.html" ��http://www.education.qld.gov.au/schools/indigenous/educators/eatsips-overview.html� 


� 	Framework for Gifted Education � HYPERLINK "http://www.education.qld.gov.au/publication/production/reports/pdfs/giftedandtalfwrk.pdf" ��http://www.education.qld.gov.au/publication/production/reports/pdfs/giftedandtalfwrk.pdf�  


� 	For requirements of Smart Moves-Physical Activities Programs in Queensland State Schools see � HYPERLINK "http://www.education.qld.gov.au/schools/healthy/physical-activity-programs.html" ��http://www.education.qld.gov.au/schools/healthy/physical-activity-programs.html�.  Note that physical activity in schools typically involves students participating in physical education within curriculum time as part of the Health and Physical Education Key Learning Area (KLA) and school sport.  Physical activity may also include activities that develop gross motor skills and various games played as part of an organised physical activity.  Opportunities for participating in physical activity may also be provided within other KLAs.  Curriculum time includes school organised activities before/after school and during lunchbreaks.


� 	See Guidelines for Assessing Student Achievement and moderating teacher judgments   � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc� and see QSA for Policy on Special Consideration for school-based assessments for Senior Certification � HYPERLINK "http://www.qsa.qld.edu.au/downloads/assessment/assess_snr_sc_policy.pdf" ��http://www.qsa.qld.edu.au/downloads/assessment/assess_snr_sc_policy.pdf� and See Appendix to QSA English Senior Syllabus � HYPERLINK "http://www.qsa.qld.edu.au/syllabus/1661.html" ��http://www.qsa.qld.edu.au/syllabus/1661.html� and section 3.6.5 of this document.


� 	See Guidelines for using student achievement data to inform teaching and learning � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-student-data.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-student-data.doc�.  Classroom data include all the records that teachers have access to and the information that this may provide 


�  	See � HYPERLINK "http://www.education.qld.gov.au/studentservices/yr2netexemption.html" ��http://www.education.qld.gov.au/studentservices/yr2netexemption.html� for ESL exemptions.


� 	See Early Years Curriculum Guidelines: Early Years Record at � HYPERLINK "http://www.qsa.qld.edu.au/syllabus/981.html" ��http://www.qsa.qld.edu.au/syllabus/981.html�  


� 	See � HYPERLINK "http://www.qsa.qld.edu.au/assessment/3161.html" ��http://www.qsa.qld.edu.au/assessment/3161.html�


� 	See � HYPERLINK "http://www.dest.gov.au/Search.htm?query=competency%20standards" ��http://www.dest.gov.au/Search.htm?query=competency%20standards� 


� 	See � HYPERLINK "http://www.qsa.qld.edu.au/assessment/3163.html" ��http://www.qsa.qld.edu.au/assessment/3163.html�.  and Appendix 5.2 of this document for QCARF requirements for ESL Learners


� 	See � HYPERLINK "http://www.qsa.qld.edu.au/assessment/587.html" ��http://www.qsa.qld.edu.au/assessment/587.html�


� 	This includes the cyclical 3-year program of sample assessment in Science, Civics and Citizenship, and ICTs in Years 6 and 10.


� 	Queensland Years 3,5,7 and 9 students take part in the National Assessment program- Literacy and Numeracy (NAPLAN).  The tests provide information on student achievement in some aspects of literacy and numeracy.  �HYPERLINK "http://www.qsa.qld.edu.au/assessment/1407.html"��http://www.qsa.qld.edu.au/assessment/1407.html�.  The annually produced 3, 5, 7, 9 Test Preparation Handbook provides information on exemptions and is available at � HYPERLINK "http://www.qsa.qld.edu.au/assessment/1100.html" ��http://www.qsa.qld.edu.au/assessment/1100.html� .


� 	See Guidelines  for reporting student achievement � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc�


� 	It is a requirement of the Commonwealth Government that student achievement be reported against age cohort peers on a 5-point scale against specific learning standards in Years 1-10.


� 	See Guidelines for Reporting Student Achievement  � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc� 


�  	See p162 at � HYPERLINK "http://www.training.com.au/documents/aqtf2k7_usr-guide-ess-std_final2.pdf" ��http://www.training.com.au/documents/aqtf2k7_usr-guide-ess-std_final2.pdf� 


� 	Written reports are not a requirement in Prep. Note that the Early learning Record (ELR) is not intended as a formal record passed to parents in the form of a written report.  It is intended to inform conversations with parents through face-to-face interviews, using interpreters as required, about the child’s progress.  The ELR is passed to Year 1 teachers as a record of children’s progress and to inform curriculum decisions for Year 1.


� 	See � HYPERLINK "http://www.education.qld.gov.au/curriculum/esl" ��http://www.education.qld.gov.au/curriculum/esl� for samples of student reports showing Bandscale levels.  


� 	In cases where an ESL student’s disability may significantly impact on their capacity to engage with aspects of their age-cohort intended curriculum, the Optional Reporting Format is used  to report student achievement in those identified aspects of the curriculum.  


� 	See � HYPERLINK "http://www.qsa.qld.edu.au/assessment/584.html" ��http://www.qsa.qld.edu.au/assessment/584.html�


� 	See � HYPERLINK "http://www.qsa.qld.edu.au/assessment/3163.html" ��http://www.qsa.qld.edu.au/assessment/3163.html�


� 	Parents/carers may decline an interview if their needs are met in another way. A group parent–teacher session can take the place of one of the parent-teacher interviews as long as the teacher, at this group session, invites parents/carers to take up the opportunity for an individual meeting.  Many ESL parents/carers require the support of an interpreter for parent/teacher interviews.


� 	Taken from Derewianka, B and Hammond, J. 1991. The Preservice preparation of teachers of Students of Non-English Speaking Backgrounds. in Christie, F et al. Teaching English Literacy: A Project of National Significance on the Preservice Preparation of Teachers for Teachers of English Literacy, Vol 2. Department of Employment, Education and Training: Canberra, pp 36-40.


� 	The P–12 Curriculum Framework is an overarching framework that captures all curriculum requirements from Prep to Year 12.  � HYPERLINK "http://education.qld.gov.au/curriculum/framework/p-12/" ��http://www.education.qld.gov.au/curriculum/framework/p-12/�


� 	This requires a collaborative process between parent, teacher and support staff, and mirrors the requirements of the School Strategic Plan and Annual Operational Plan. 


�  	The intended curriculum, for all students, is based on the mandated curriculum documents (the Early Years Curriculum Guidelines in Prep, QCARF Essential Learnings and Standards in Years 1 -9, and QSA senior syllabuses and nationally-endorsed Training Packages.) The intended curriculum may also include other learning as determined by the school and teacher. 


� 	See Some ways schools resource collaborative planning time � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/collaborative-planning.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/collaborative-planning.doc�


� 	See section 3.6.5 on assessment in this document


�  	See template Whole-school curriculum planning 


�HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/planning-template-school.doc"��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/planning-template-school.doc�


� 	Data on student achievement can be from: teacher observations, student portfolios, school-based assessment tasks, the Queensland Comparable Assessment Tasks (QCATs) and national tests.  See Guidelines for using student achievement data to inform teaching and learning � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/guidelines-student-data.html" ��http://www.education.qld.gov.au/curriculum/framework/p-12/guidelines-student-data.html�.	


� 	The following models of collaborative teaching can be found at: � HYPERLINK "http://www.standards.dfes.gov.uk/primary/publications/inclusion/newarrivals/1160039" ��http://www.standards.dfes.gov.uk/primary/publications/inclusion/newarrivals/1160039� 


� 	See � HYPERLINK "http://www.qsa.qld.edu.au/syllabus/1665.html" ��http://www.qsa.qld.edu.au/syllabus/1665.html� for trial English for ESL Learners syllabus, currently in trial in a number of schools for senior ESL students.


� 	All models of ESL support align with the Teacher Professional Standards Principle 2 that Queensland teachers provide for their students’ language, literacy and numeracy learning needs.  


	See � HYPERLINK "http://www.education.qld.gov.au/staff/development/pdfs/profstandards.pdf" ��http://www.education.qld.gov.au/staff/development/pdfs/profstandards.pdf� 


� 	Christensen,G and Stanet,P. 2007. Language Policies and Practices for helping immigrants and second-generation students succeed. � HYPERLINK "http://www.migrationpolicy.org/pubs/ChristensenEducation091907.pdf" ��http://www.migrationpolicy.org/pubs/ChristensenEducation091907.pdf� 


� 	See Appendix 5.1, this document.


� 	See section 1.4.3 for further information on Language Awareness.


� 	See Northern Territory Education Department. 1995. Walking Talking Texts.  Darwin for more information on an approach for classroom teachers who are teaching language and literacy to ESL learners.


� 	See Embedding Indigenous Perspectives � HYPERLINK "http://www.education.qld.gov.au/schools/indigenous/educators/eatsips-overview.html" ��http://www.education.qld.gov.au/schools/indigenous/educators/eatsips-overview.html�, and � HYPERLINK "http://www.education.qld.gov.au/curriculum/esl" ��http://www.education.qld.gov.au/curriculum/esl� for further links to information on cultural groups in schools.


�     For information on the language of numeracy and maths see: Anderson, Paula. 1995. Years 1-7 Mathematics Syllabus Support.  Qld Dept of Education;   Angelo, Denise, Maths Words: Qld Sourcebook Years 1-7, Bound for Success, also presentation given by Anderson, Robyn Numeracy and the literacy dilemma in mathematics at National Literacy and Numeracy Week, 2008 �HYPERLINK http://education.qld.gov.au/community/events/nlnw/conference.html ��http://education.qld.gov.au/community/events/nlnw/conference.html�


� 	Comber, B., Badger, L., Barnett, J., Nixon, H., 2001. Socio-economically Disadvantaged Students and the development of Literacies in School. University of South Australia. 


� 	Lo Bianco, J and Freebody, P. 2001. Australian Literacies: informing national policy on literacy education.  Language Australia: Melbourne.


� 	See Appendix 5.1 Bandscales for ESL learners


� 	Models may include the Four Resource Model, � HYPERLINK "http://www.education.qld.gov.au/curriculum/learning/literate-futures/pdfs/reading-part1.pdf" ��http://www.education.qld.gov.au/curriculum/learning/literate-futures/pdfs/reading-part1.pdf�  Effective reading in the Content Area (Morris, A and Stewart-Dore, N. 1984. Learning to Learn from text: Effective Reading in the Content Areas. Addison-Wesley: North Ryde.), and other approaches to teaching reading.


� See section 1.5.5 of this document for further information on ‘interlanguage’.


�	See Appendix to QSA English Senior Syllabus � HYPERLINK "http://www.qsa.qld.edu.au/syllabus/1661.html" ��http://www.qsa.qld.edu.au/syllabus/1661.html� and section 3.6.5 of this document.


� 	currently in trial, see � HYPERLINK "http://www.qsa.qld.edu.au/syllabus/1665.html" ��http://www.qsa.qld.edu.au/syllabus/1665.html� 


� 	See �HYPERLINK "http://www.qsa.qld.edu.au/certificates/3169.html"��http://www.qsa.qld.edu.au/certificates/3169.html�   


� 	P-12 Curriculum Framework. 


� HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/guidelines-student-data.html" ��http://www.education.qld.gov.au/curriculum/framework/p-12/guidelines-student-data.html�  p2


� 	See P-12 Curriculum Framework.  


� HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/guidelines-student-data.html" ��http://www.education.qld.gov.au/curriculum/framework/p-12/guidelines-student-data.html�  p9


� 	See QSA for Policy on Special Consideration for school-based assessments for Senior Certification � HYPERLINK "http://www.qsa.qld.edu.au/downloads/assessment/assess_snr_sc_policy.pdf" ��http://www.qsa.qld.edu.au/downloads/assessment/assess_snr_sc_policy.pdf� 


� 	QSA indicates at � HYPERLINK "http://www.qsa.qld.edu.au/assessment/3163.html" ��http://www.qsa.qld.edu.au/assessment/3163.html� that a statement about student participation and equity for QCATs is forthcoming.


� 	See Policy on Special Consideration for School-based Assessments in Senior Certification and QCAR Framework Equity Guidelines (to be released) on QSA website


� 	See QSA Equity Statement � HYPERLINK "http://www.qsa.qld.edu.au/downloads/about/qsa_equity_statement.pdf" ��http://www.qsa.qld.edu.au/downloads/about/qsa_equity_statement.pdf� 


� 	See examples of school assessment policies at � HYPERLINK "http://www.education.qld.gov.au/curriculum/esl" ��http://www.education.qld.gov.au/curriculum/esl� 


� 	See � HYPERLINK "http://www.education.qld.gov.au/studentservices/yr2netexemption.html" ��http://www.education.qld.gov.au/studentservices/yr2netexemption.html� for Yr 2 net exemptions


�	See �HYPERLINK "http://www.education.qld.gov.au/curriculum/scope.html"��http://www.education.qld.gov.au/curriculum/scope.html� 


� 	See Guidelines for Assessing Student Achievement and moderating teacher judgments   � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc�


� 	See Guidelines for Assessing Student Achievement and moderating teacher judgments   � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc�


� 	See � HYPERLINK "http://www.qsa.qld.edu.au/downloads/about/qsa_equity_statement.pdf" ��http://www.qsa.qld.edu.au/downloads/about/qsa_equity_statement.pdf�   


� 	See � HYPERLINK "http://www.education.qld.gov.au/curriculum/esl" ��http://www.education.qld.gov.au/curriculum/esl� for models


� 	For example, ESL students in Chemistry may not be ready at the beginning of a unit to comprehend the significance of including ‘limitations of the experiment’ and ‘further research’ at the end of the report.


� 	Department of Education, Training and Youth Affairs, 2000, Reporting on Student and School Achievement, Cuttance, P. & Stokes, S. University of Sydney.


� 	Report of the Assessment and Reporting Taskforce at � HYPERLINK "http://www.education.qld.gov.au/public_media/reports/curriculum-framework/pdfs/artf.pdf" ��http://www.education.qld.gov.au/public_media/reports/curriculum-framework/pdfs/artf.pdf�


� 	See  �HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc"��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-assessing.doc�


� 	See Guidelines for Reporting Student Achievement � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc�, appendix 2 for examples of letters, in a range of languages, that may assist the school in communicating the twice-yearly reporting requirements to parents.


� 	NLLIA Bandscales, Bandscales for Aboriginal and Torres Strait Islander Learners at � HYPERLINK "http://www.education.qld.gov.au/students/evaluation/monitoring/bandscales/" ��http://www.education.qld.gov.au/students/evaluation/monitoring/bandscales/�, or Bandscales for ESL Learners, appendix 5.1, this document.


� 	For ESL Bandscales CD Rom see � HYPERLINK "http://www.esl.eq.edu.au/cdrom" ��http://www.esl.eq.edu.au/cdrom�. Other models can be found at � HYPERLINK "http://www.education.qld.gov.au/curriculum/esl" ��http://www.education.qld.gov.au/curriculum/esl�


� 	See Guidelines for Reporting Student Achievement  � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc� 


� 	� HYPERLINK "http://www.education.qld.gov.au/strategic/accountability/performance/faq_parents.html" ��http://www.education.qld.gov.au/strategic/accountability/performance/faq_parents.html�


� 	See Guidelines for Reporting Student Achievement, � HYPERLINK "http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc" ��http://www.education.qld.gov.au/curriculum/framework/p-12/docs/guidelines-reporting.doc�, appendix 2 for examples of letters, in a range of languages, that may assist the school in communicating the twice-yearly reporting requirements to parents.
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