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Sexey’s School ethos and values 
 
Our Christian values are at the heart of the ethos of the school and through these we 
grow individually and as a community. The Story of the Good Samaritan underpins our 7 
core values of:  

• Honesty  
• Forgiveness  
• Empathy   
• Courage  

• Resilience  
• Kindness  
• Respect  

 
 
These core values underpin our policies, procedures and the way we treat one another 
in our community.   

Aims 

• To ensure high quality, inclusive teaching that supports the progress of all 
students. 

• To promote reflective, adaptive practice through evidence-informed professional 
development. 

• To support a shared framework for excellent teaching while empowering 
professional autonomy. 

 
Principles 

Sexey’s School believes that all students are entitled to receive high quality teaching and 
learning throughout the curriculum so they can achieve their full potential.  

All teachers have a responsibility to plan and deliver lessons where teaching and learning 
is of the highest quality, with effective pace and challenge in all lessons and where the 
learning needs of all students are met. Teaching and learning is supported by the Sexey’s 
Learning Framework, an evidence-informed framework intended to support progress and 
consistency. Teachers are empowered to adapt this framework responsively to meet the 
emerging needs of their students to maximise the progress of all students in all lessons. 
The active engagement of students is essential if the teaching and learning process is to 
be successful. This requires the use of a range of teaching methods to: 

• Activate prior knowledge and model new concepts clearly. 
• Scaffold learning and adapt lessons effectively to support and challenge all 

students. 
• Encourage students to plan, monitor, and evaluate their progress through 

deliberate practice. 

Underlying Principles 
 
An adaptive, student-centred framework for long-term learning. 

• Challenge so that students have high expectations of what they can achieve. 
• Explanation so that they acquire new knowledge. 
• Modelling so that students know how to apply their knowledge (including explicit 

modelling of metacognitive strategies and the thinking processes of adults). 
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• Questioning so that students are made to think hard with breadth, depth and 
accuracy. In doing so it should increase the thinking and participation ratio in 
lessons. 

• Feedback so that students further develop their knowledge. 
• Purposeful deliberate practice so that students think deeply and eventually 

achieve fluency. 
• Positive and effective classroom routines and relationships. A structured and safe  

classroom environment where relationships are valued and built on mutual 
respect. 

• Students are taught how to store and retrieve knowledge using learning 
strategies such as retrieval practice and spaced practice. 

• Students are taught how to develop metacognitive strategies. 
• Students are explicitly taught tier 2 and tier 3 vocabulary. 

 
How do we achieve this? 
 

• Through a ‘tight but loose’ approach so that the principles above are contextualised 
to the subject/topic and the profile of the students. 

• Through an explicit instruction approach that includes specific practices such as 
reviewing previous learning, providing models for students, retrieval practice, 
planning in adequate time for students’ deliberate practice, ensuring appropriate 
challenge for all students and the effective scaffolding of this challenge. 

• By teachers asking both lower and higher cognitive questions to embed and 
develop knowledge. Questioning should focus on increasing pupil participation and 
thinking in lessons through mechanisms such as mini-whiteboards and paired talk. 

• By teachers modelling and explaining metacognitive processes by making 
excellence explicit, demonstrating the thinking processes of experts, and breaking 
down and solving problems. This should support the development of students’ 
planning, self-monitoring and self-evaluation skills.  

• Through written and verbal feedback, which should be an element of every lesson 
– as outlined in the feedback policy. 

• Teachers teach tier two and tier three vocabulary explicitly through sentence 
stems, test sentences, images and other explicit instruction strategies. 

• By creating and maintaining a productive classroom climate through positive 
interactions and robust routines with students, active and early parental contact 
and adhering to the school behaviour policy.  

• Through the explicit instruction of cognitive science strategies including retrieval 
practice, spaced practice, dual coding, interleaving, concrete examples and 
elaboration 

 
Sexey’s Learning Framework 
 
The Sexey’s Learning Framework provides a flexible, evidence-informed approach 
designed to ensure consistency for the students’ learning experience and supports 
sustained progress. While this framework offers a shared language and clear principles 
to guide excellent teaching, it is not a rigid template. Teachers retain professional 
autonomy to adapt the framework when they believe alternative approaches will better 
meet the needs of their learners. 
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The Sexey’s Learning Framework brings together the essential elements of great 
teaching and learning. This framework is not a checklist of isolated practices but a 
connected, dynamic approach where effective teacher instruction, deliberate practice, 
and meaningful feedback work hand in hand. Our learning reviews and feedback 
conversations will reflect this interconnectedness, recognising that great teaching weaves 
together these elements to support student learning 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Adaptive teaching 
 

• Sexey’s School promotes adaptive teaching as a key principle of inclusive 
education. Teachers are expected to adapt instruction, resources, and 
assessment methods in response to students’ prior attainment, needs, and in-
lesson responses to ensure maximum progress for all learners. 

 
Retrieval practice 
 

• Starting lessons in a quiet, calm and purposeful manner, using retrieval practice 
• Why? 

• Retrieval tasks ensure an orderly start to lessons. 
• No learning time is wasted 
• Students activate prior knowledge 
• Retrieval practice supports retention of knowledge 

 
Teacher Instruction 
 

• Communicating clearly and unambiguously to students how you expect them to 
participate/contribute during a particular phase of a lesson. 

• Why? 
• Provides students with explicit instructions on how they are expected to 

contribute to lessons 
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• Teacher instruction allows teachers to establish an environment in which all 
students are challenged and must think hard. 

 
Deliberate practice 
 

• Teachers provide purposeful and guided tasks that are closely aligned to lesson 
outcomes 

• Tasks are focussed on improving a specific skill or embedding key concepts 
• Teachers provide an appropriate level of challenge using scaffolding to support 

and challenge  
• Why? 

• Deliberate practice assumes an expert / novice relationship between teacher 
and student when students are learning a new procedure or skill. 

• It develops disciplinary writing in each subject and creates exemplar models 
for reference. 

• Deliberate practice reduces cognitive load, thereby increasing the likelihood 
students will retain procedural knowledge and apply it effectively in new 
contexts. 

 
Learning Review 
 

• Providing structured time in lessons for students to consolidate, reflect on, and 
evaluate what they have learned, using guided prompts or structured tasks. 

• Why? 
o Supports metacognition by helping students reflect on what they have 

learned and how they learned it. 
o Helps students make connections between lessons and reinforce long-term 

retention. 
o Provides teachers with valuable insight into what students have understood 

and what needs revisiting. 
o Promotes student ownership of progress and encourages self-regulation. 

 
 
Supporting Teaching and Learning 
 
This section links with the current School Self-Evaluation Policy and the Appraisal Review 
Policy. 
 
The priority of observations remains the sharing of best practice and the continued 
opportunities to develop teaching practice. As a result, staff are entitled to regular 
Developmental Drop In (DDI) observations in order to support the on-going professional 
development of every single teacher. The DDI will be regular, personalised, diagnostic 
and will be followed up with developmental, coaching conversations. 
 
Developmental Drop In 
 
Developmental Drop In (DDI) is an entitlement for all teaching staff to provide continued 
opportunities to develop their teaching practice. DDIs are in place of high-stakes, low-
frequency lesson observations and do not form part of the appraisal process. 
 
These happen twice each half term, with a follow-up coaching conversation scheduled 
after each one. The coaching conversations work towards identifying an aspect of the 



 
6 

 

teacher’s practice, in relation to Sexey’s Learning Framework, which can be developed 
and improved.  This will be a specific, manageable and actionable next step which the 
teacher will put into practice by the second DDI, later that term.  
 
Supporting High Quality Teaching 
 
There will be regular Teaching and Learning CPD sessions throughout the academic 
year. The purpose is to further develop the quality of teaching and learning through 
collaborative, evidence-based practice. 
 
Continued Professional Learning and Development (CPD) 
 
High-quality teaching is pivotal in improving student outcomes. In line with 
recommendations from the Education Endowment Foundation (EEF), our CPD 
programme is designed to support all teachers, regardless of their career stage. 
 
Our CPD approach is structured around a single lead agenda item linked to the Sexey’s 
Learning Framework and includes: 
 

• CPD in Collaboration with Exeter University will focus on improving outcomes and 
raising aspirations for disadvantaged students 

• CPD in partnership with Anglia Ruskin University will centre around bringing 
teachers closer to educational research, empowering them to engage with, shape 
and apply findings within their classrooms. 

• Integration of subject-specific pedagogy within department and faculty meetings 
• A focus on ‘Behaviour for Learning’, embedded in both Teaching & Learning and 

Year Team agendas 
• Themes that are informed by outcomes from Developmental Drop-Ins (DDIs) 
• A core programme based on incremental coaching and regular DDIs 
• Emphasis on Sexey’s Teaching and Learning framework 
• Follow-up coaching conversations that identify specific, actionable next steps 
• Access to further development through the National College of Teaching, 

Collaboration with QET Schools, and NPQ qualifications 
 
Early Career Teachers (ECTs) 
 
ECTs receive dedicated support via: 

• Mentoring and protected timetable time 
• Online platform guidance through the ECF 
• Access to subject enhancement courses and whole-school CPD 

 
New Staff 
 
New colleagues are supported through: 

• Induction day covering school procedures and expectations: 
o Initial training in teaching and learning, safeguarding, H&S, and IT systems 

• Ongoing drop-in sessions for continued training and support 
 
Teaching Assistants and Cover Supervisors 
Teaching Assistants (TAs) and Cover Supervisors are integral to student progress. They 
are invited to all Teaching and Learning CPD sessions and contribute to the wider 
professional learning community. 
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Roles and Responsibilities 
 
Governors 
 

• Ensure effective implementation and monitoring of the policy. 
 
Leadership Team 
 

• Provide appropriate support, training and resources 
• Monitor and evaluate delivery and impact 
• Modify the policy in light of ongoing developments 

 
Heads of Department 
 

• Coordinate planning aligned with policy aims 
• Monitor and support consistent delivery 
• Provide training and support to team members 
• Support innovation in teaching methods 
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Appendix – Teaching and Learning Guidance 
 
Adaptive teaching - Guidance 
What?  

• Adaptive teaching is the practice of proactively and responsively modifying 
teaching strategies, tasks, and support to meet the diverse needs of all 
learners in the classroom. 

Why?  
• Ensures that all students, regardless of starting point, can access and 

succeed in the curriculum. 
• Promotes equity in learning by recognising and addressing differences in 

prior knowledge, SEND, EAL, and levels of independence. 
• Improves engagement and outcomes by pitching challenge appropriately. 
• Supports retention, motivation, and self-efficacy through personalised 

learning experiences. 
How? 

• Prior to the lesson, plan differentiated resources or scaffolds (e.g. writing 
frames, vocabulary lists, worked examples) based on data such as 
assessment outcomes, reading ages, or student profiles. 

• Use formative assessment during the lesson (e.g. questioning, mini-
whiteboards, hinge questions) to identify which students need extra support 
or more challenge. 

• Adapt task complexity, pace, or grouping in real time—for example: 
o Re-explain a key idea using a different method (analogy, diagram, 

physical model). 
o Provide step-by-step prompts for those who need it. 
o Remove scaffolds as competence increases. 
o Offer different modes of access to content (e.g. visuals, sentence 

starters, practical examples). 
o Use targeted questioning to check understanding and adapt next 

steps. 
o Deploy Teaching Assistants to support identified learners with clear 

strategies and goals. 
o Plan for and monitor progression over time—adaptive teaching is not 

a one-off response but a long-term approach. 
 
High Frequency Errors 

• All students complete the same task, regardless of need or prior 
understanding. 

• Scaffolds are used but not removed - students become dependent rather 
than progressing. 

• Formative assessment is conducted but not acted upon (e.g. 
misconceptions go unaddressed). 

• Teaching Assistants are underused or unclear about their role in adaptive 
support. 

• Adaptations are reactive only—no planning for anticipated barriers. 
• Additional challenge is not planned for higher attaining students. 
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Retrieval practice - Guidance 
What?  

• Starting lessons in a quiet, calm and purposeful manner, using retrieval 
practice 

Why?  
• Retrieval tasks ensure an orderly start to lessons. 
• No learning time is wasted. 
• Students activate prior knowledge. 
• Retrieval practice supports retention of knowledge 

How? 
• The teacher is on the threshold and greeting students as they enter. 
• Students enter calmly and once sat down complete the task in silence. 
• Students adhere to the expected routine for getting out or handing out 

books/ resources. 
• Teacher narrates the expectations while this happens, e.g. “Remember we 

enter calmly and start our retrieval task individually and in silence”, and also 
narrates students getting it right, “thank you Lexi for starting silently and 
already having completed three questions.” 

• Retrieval tasks are on the board/printed and handed out - students 
complete in silence and without discussion with peers or teacher. 

• The Retrieval task is done strictly from memory (no looking back in books). 
• Observe actively - monitor and check for any students not completing 

High Frequency Errors 
• Silence not insisted upon 
• Students are not completing for memory, for example looking back in books 

for answers. 
• The teacher is not checking for completion, leading to students that are not 

completing the retrieval task and are not being challenged. 
• The teacher is not on the door to direct students. 
• Students just write the question and do not answer it. 
• Retrieval task takes up too much of the lesson 
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Teacher instruction - Guidance 
What?  

• Communicating clearly and unambiguously to students how you expect 
them to participate/contribute during a particular phase of a lesson. 

Why?  
• Provides students with explicit instructions on how they are expected to 

contribute to lessons. 
• Teacher instruction allows teachers to establish an environment in which all 

students are challenged and must think hard. 
How? 

• Plan your instructions; break the procedural instructions into manageable 
chunks – if more than 4 steps in the task, complete it in different stages. 

o Be very specific about the action(s) students should undertake – for 
example “start by doing….” or “in silence….” 

o Reaffirm verbal instruction with simple written prompts on the board 
that students can refer to once they begin working on their own. 

• Deliver clear instructions. 
o Insist on attention before giving instructions. 
o Learning outcomes are set that are appropriate and set challenge for 

all. 
o Teacher delivers high quality explanations that: 

 Introduce new key concepts into short, manageable chunks. 
 Transform abstract ideas into concrete ones. 

o Deliver instructions when standing at the front of the room. 
o Modelling is demonstrated by the teacher, which is aided by strong 

questioning and timely feedback. 
o Be clear on the role students will take and the time scale they will have 

to complete the task. 
o Be clear on the actions and outcomes of the activity – e.g. “you now 

have 1 minute to think in silence, and then you will have 30 seconds 
to write your answer on your MWB. Nobody should write anything until 
I tell them.” 

o Explicit teaching of tier 2 and tier 3 vocabulary, including definition, 
spelling and context.  

o Check understanding of instructions before starting – e.g. “What is the 
first step…. Freddie?” 

o Give a clear signal to start – e.g. “ready to start in 3, 2, 1…” 
High Frequency Errors 

• Attention not gained prior to giving instructions. 
• Giving out instructions while doing other tasks (i.e. handing out worksheets) 
• Instructions are unclear – students unaware if silence is expected. 
• Teachers assume students understand instructions without checking. 
• Instructions are not chunked, losing engagement and impacting cognitive 

load 
 

 

 

 

 



 
11 

 

Deliberate practice - Guidance 
What?  

• Teachers provide purposeful and guided tasks that are closely aligned to 
lesson outcomes. 

• Tasks are focussed on improving a specific skill or embedding key 
concepts. 

• Teachers provide an appropriate level of challenge using scaffolding to 
support and challenge  

Why?  
• Deliberate practice assumes an expert / novice relationship between teacher 

and student when students are learning a new procedure or skill. 
• It develops disciplinary writing in each subject and creates example models 

for reference. 
• Deliberate practice reduces cognitive load, thereby increasing the likelihood 

students will retain procedural knowledge and apply it effectively in new 
contexts. 

How? 
• Introduce deliberate practice tasks through the use of modelling. 
• The teacher should explain the ‘why’ and make success criteria clear: e.g. 

“This particular skill is essential because … I will show you how to do x, y and 
z.” 

o Live modelling 
o Set means of participation to emphasise attention and reduce 

cognitive load. E.g. “While I am modelling, you must have full attention 
on me and listen very carefully …” 

o During live modelling, the teacher’s role is to shed light on the 
metacognitive thought processes of an expert in the first person: e.g. 
“I am doing it like this because …” When I encounter a difficulty like 
this, I use this particular strategy …” 

• Deliberate practice - Once co-construction is completed, the teacher should 
formatively assess Students by asking for two or three questions, potentially 
through the use of mini-whiteboards. 

• Introduce scaffolds. 
o Scaffolding will sometimes be necessary to support cognitive load for 

the whole class or individual Students- e.g. worked examples, 
sentence stems, writing frames, etc. 

• Set means of participation 
o To include time frames, success criteria and silent working conditions 

High Frequency Errors 
• Using prewritten examples rather than live modelling 
• Students become overly reliant on models and scaffolds and fail to develop 

independent expertise. 
• Deliberate practice tasks haven’t been adapted to meet the needs of all 

learners.  
• Insufficient time is provided to allow for high quality Deliberate practice 
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Learning Review - Guidance 
What?  

• Providing structured time in lessons for students to consolidate, reflect on, 
and evaluate what they have learned, using guided prompts or structured 
tasks. 

Why?  
• Supports metacognition by helping students reflect on what they have 

learned and how they learned it. 
• Help students make connections between lessons and reinforce long-term 

retention. 
• Provides teachers with valuable insight into what students have understood 

and what needs revisiting. 
• Promotes student ownership of progress and encourages self-regulation. 

How? 
• Set aside time at the end of the lesson for the learning review (ideally the final 

5–10 minutes). 
• Provide clear prompts on the board or in books, such as: 

o “What have I learned today?” 
o “What question do I still have?” 
o “How does this link to previous learning?” 
o “What strategy helped me most today?” 

• Ensure students write in full sentences using subject-specific vocabulary. 
• Model how to complete the learning review using a visualiser or example 

response. 
• Insist on silent, independent completion unless using paired talk as a 

metacognitive strategy. 
• Actively circulate to monitor the quality of responses and offer feedback or 

prompts to extend thinking. 
• Use completed reviews to inform future teaching or revisit misconceptions in 

the next lesson. 
High Frequency Errors 

• Learning reviews are rushed or skipped altogether. 
• Prompts are too vague or not visible to all students. 
• Students give generic responses like “I learnt stuff” or “I don’t know.” 
• Teachers do not model what a good learning review looks like. 
• No follow-up use of student responses to inform future teaching. 
• Learning reviews are treated as a passive task rather than a valuable part 

of the learning cycle. 
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Developing self-regulated learners - Guidance 
What?  

• Supporting students' metacognition and self-regulation. 
Why?  

• Memory is the residue of thought: we remember what we think about. 
• Curriculums and lessons need to be designed to make Students think hard 

about the knowledge we want them to learn. 
How? 

• Plan lessons around what Students will be thinking about, rather than the 
activities they will be completing. 

• Questioning: 
o Asking questions, particularly elaborative questions (often ‘why’ or 

‘how’) is a reliable way to drive thought towards specific sections of 
knowledge and deepen thinking around it: e.g. “To what extent is 
Scrooge the villain of A Christmas Carol?” 

• Cognitive load theory: 
o Working memory has a limited capacity. Any extraneous cognitive 

load that directs thinking away from the content we want Students to 
think about will inhibit hard thinking. For example, talking to the class 
while Students are working independently or an overly busy 
PowerPoint slide will increase extraneous cognitive load. 

• Metacognition: 
o Ultimately, we want Students to purposefully direct their own thinking 

as they plan, monitor and evaluate their learning. We can support this 
by explicitly teaching metacognitive knowledge and metacognitive 
regulation. 

o E.g. “A really effective planning tool in this situation is to….” 
o E.g. “Why do you think we do tasks like this….” 

High Frequency Errors 
• Planning is activity led and considers what Students will be doing rather 

than what they will be thinking about. 
• Challenge is too low, not requiring hard thinking. 
• Extraneous cognitive load is not managed, thinking is inhibited. 
• A lack of formative assessment means teachers are unaware of what 

Students are thinking. 
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Vocabulary Instruction - Guidance 
What?  

• Subject areas will choose high-frequency, high-utility words for consistent 
explicit instruction. These Tier 2 and Tier 3 words will be explicitly taught in 
all lessons 

Why?  
• Mastering new vocabulary supports students in developing general and 

disciplinary literacy skills. 
• Students are more likely to retain a new word when they practice saying it 

aloud and have an instant opportunity to think deeply about it. 
• Pre-planned student friendly explanations are usually more effective than 

dictionary style definitions. 
How? 

• Explain it: 
o The teacher shares a student-friendly explanation in simple, 

straightforward language which avoids other complex Tier 1 and 2 
words. 

o Ensure that Tier 2 and Tier 3 words are written on the board/ used 
within the resources used for the lesson e.g. incorporated within 
PowerPoints. 

• Non-example or misconception: 
o Give at least one non-example that helps students to better 

understand the boundaries of the concept: e.g. fish, scorpions, lizards, 
frogs and woodlice are not types of mammals because …’ 

• Practice: 
o This task must involve all students.  
o It must include use of Tier 2 and/ or Tier 3 vocabulary. 
o It could involve writing or paired talk. 

• Extend it (optional): 
o A task allowing students to further develop their use of the new 

vocabulary word 
High Frequency Errors 

• Too many new words are delivered at once leading to cognitive overload. 
• Too few practice opportunities mean that words are misunderstood or not 

retained. 
• Definitions are confusing, incomplete or use other tier 2/3 vocabulary as a 

result of not being pre-planned. 
• Teachers ask students for their own definitions of new words prior to explicit 

teaching. 
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Live Marking- Guidance 
What?  

• A straightforward yet impactful method where teachers assess student work 
during a task 

Why?  
• Allows you to see how well the class is understanding whilst in real time, 

whilst they are still doing it. This allows you to see where you have to re-teach 
concepts if the class is struggling. 

• Allows teachers to provide targeted and meaningful feedback either to 
individuals or the whole class.  

• Helps reduce teacher workload 
How? 

• Time is set aside each lesson for students to apply what they have learnt 
(Guided Ptractice). 

• When the class is on task, the teacher moves around the classroom checking 
students’ work.  

• The teacher identifies any errors/misconceptions and points the student in 
the right direction.  

• The student responds immediately to the feedback and corrects their work. 
• Where lots of students are struggling on the same question, the teacher can 

pause the lesson and either clarify the question or reteach that small section. 
• When a student has the correct answer or has completed the task, the 

teacher can ask them an additional question or ask for more detail to stretch 
the student.  

• Once the task is over, the teacher feeds back to the whole class on the work 
completed and provides feedback on the most common mistakes or areas of 
improvement. 

• Leave a mark in the book to show where live marking has occurred, this can 
be a tick, a cross, a circle, scaffolding to support studnets or quick notes. This 
is useful as a record for students/teachers to monitor when their books have 
been marked.  

• Live marking should also pick up issues around the presentation of student 
work. 

• In a practical subject the teacher circulates around the room and gives 
feedback on the aspect of work/skill the students are focusing on in that task.  

• Aim to mark ⅓ of the class each lesson. 
High Frequency Errors 

• The teacher supports 1 student for a long time and does not see anyone 
else’s work. 

• The teacher moves around their classroom in the same way every-time and 
so some students do not get their work checked. 

• Similar to above but instead the teacher moves around their classroom in 
the same order each time so some students only have 1 question checked 
whilst others that are visited later on in the task get more feedback on their 
work. 

• Not regularly scanning the rest of the class to check behaviour and 
engagement. 
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Whole-class Feedback - Guidance 
What?  

• Delivering feedback to all students rather than individually 
Why?  

• There is strong research evidence that providing effective feedback is 
essential in supporting learning. 

• Whole-class feedback is a time efficient way of delivering feedback. 
• Where common misconceptions exist addressing them with the whole class 

makes greater sense than addressing individually. 
How? 

• Collect and correct common misconceptions via: 
o Mini-whiteboards 
o Summative assessments 
o Live marking 

• Ask students to compare and contrast the quality of two pieces of work: 
o E.g. “Which of these answers shows the most complete answer to the 

question? 
• Use a whole class feedback template. These should share common 

strengths and weaknesses and allow students an opportunity for 
metacognitive evaluation. 

• Use student exemplars and ask students to identify one or two areas of 
improvement having given clear explanations of what specifically you want 
them to correct and look for. 

• Re-teach the common errors and misconceptions. Once your assessment 
reveals that a certain error and misconception is common to the majority of 
the class, address this via whole-class feedback rather than individually. 

• Give students a chance to practice once the whole-class feedback is 
complete. 

High Frequency Errors 
• Whole-class feedback is used exclusively and entirely replaces individual 

feedback. 
• Students are not given a chance to use the feedback to correct errors and 

practice.  
• The feedback is too generalised and does not allow students to see the 

connection to their own work and knowledge. 
• Too much feedback is delivered at one time, making it difficult for students 

to act on and respond to it 
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Presentation of Work - Guidance 
What?  

• Ensuring work is presented with pride and in a manner that meets the highest 
expectations of what students are capable of. 

Why?  
• The manner in which students present their work, and what we as teachers 

accept, sends a strong message in terms of our level of expectations. 
• We want students to have pride in all they do and meet the highest 

expectations that we hold of them. 
How? 

• Teacher behaviours: 
o Teachers are explicit with students about the expectations around the 

presentation of work in their subject.  
o This is done regularly and not just in the first lesson of the year. 
o Teachers live mark (see separate guidance card) and use this as an 

opportunity to comment on and correct work presentation. 
o Necessary equipment is to hand, ensuring that the expectations in that 

classroom can be met. For example, whiteboard packs also contain 
rulers and gluesticks 

o Teachers regularly look in books. Though not producing written 
marking, teachers regularly look through sets of books and provide 
whole class feedback (see separate guidance card) to reinforce to 
students that their books are valued. 

o Best examples are shared with the class. Can be achieved using a 
visualiser.   

• Student behaviours. 
o These behaviours are likely to vary according to subject, but some 

non-negotiables are:  
 Handwriting is legible 
 All titles and dates are underlined  
 Students write in blue or black pen 
 Students draw in pencil and use a ruler where necessary  
 Books and folders are neat, well presented and free from 

doodles  
 Students follow presentation instructions provided by the 

teacher 
High Frequency Errors 

• Teachers do not regularly look in books leading to a devaluing of the work 
students produce in them. 

• Accepting lower standards due to the profile or characteristics of the 
student. 

• Mistaking correction for poor presentation. Students must be allowed to 
make mistakes in their books and cross out while struggling 
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Orderly Dismissals - Guidance 
What?  

• Ensuring a calm and well-ordered end to lessons by ensuring a school-wide 
routine is followed to dismiss students from lessons 

Why?  
• Orderly dismissals keep students safe. It means that students leave the 

classrooms in a safe and settled way.  
• Orderly dismissals reinforce that it is the teachers who are in charge - we 

decide when and how students leave our rooms.  
• We are controlling the flow of students out into the corridor, avoiding large 

groups moving into the corridor at the same time.  
How? 

• Students stand behind their desks in silence at the end of the lesson - for all 
lessons. 

• Teacher dismisses one row at a time - in silence. 
• Teacher stands at the door as they are doing so, so that the orderly exit 

continues into the corridor. 
• Teacher does a visual check of uniform as they leave 

High Frequency Errors 
• Students are not dismissed row by row 
• Teachers do not position themselves by the exit and students change their 

behaviour as they leave. 
• Silence is not insisted upon. 
• Standards drop over time 

 

 


