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Introduction
Mathematics underpins our daily lives. It’s a subject of vital importance, and this has never
been more true than today. The speed and scale of technological change makes mathematics
increasingly essential. As the Secretary of State said in a 2010 speech:

“…mathematical understanding is critical to our children’s future.
Our economic future depends on stimulating innovation, developing
technological breakthroughs, making connections between scientific
disciplines. And none of that is possible without ensuring more and more
of our young people are mathematically literate and mathematically
confident. As information technology, computer science, modelling and
simulation become integral to an ever-increasing group of industries,
the importance of maths grows and grows.” 1
Currently, primary maths teaching in the UK is not meeting the challenge the Education Secretary
sets out. International comparisons repeatedly show that primary school children are capable of
mastering high levels of mathematics, over and above the highest standards currently achieved
in England. Added to that, England has one of the highest gaps between high and low performing
pupils, and a strong relationship between social background and performance.
As primary teachers are not required to be qualified in mathematics beyond GCSE grade C,
improving standards in KS1&2 is about subject knowledge as well as pedagogy. Teachers need
to develop their mathematical understanding, their knowledge about different maths specific
pedagogies and ways of representing topics, and their knowledge about the way children learn.
They then need to apply this to their classroom practice.
There is much interest in high-performing systems like Singapore – the country is mentioned in
the recent Schools white paper2 and the current review of the national curriculum3. Singapore
1	Michael Gove MP – Advisory Committee on Mathematics Education Annual Conference (2010)
2
The Importance of Teaching – The Schools White Paper (2010)
3	Could do better: using international comparisons to refine the National Curriculum in England – Cambridge
Assessment (2010)
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raised standards in maths by both improving the quality of instruction and enhancing the
curriculum students were following. In Singapore all primary teachers are required to follow
research-based lesson plans and use evidence-based resources. Over a period of more than 30
years these materials have been continually evaluated and improved. This focus on establishing
the right curriculum, which teaches from a young age the key mathematical principles and
concepts students need, was of great interest to us at Ark Academy.
This case study describes a pilot initiative to teach Key Stage 1 mathematics using methods
from Singapore. The aim of the ‘Singapore Maths’ pilot is to raise standards of attainment and
progress, and ensure every child achieves above national expectations. The approach has led
to world-leading results in Singapore. It uses a rigorous, coherent syllabus, which integrates
concepts and skills in a concrete to pictorial to abstract way (more on this later). It also
emphasises problem solving at every turn.
The Ark pilot used an American version of the Singaporean materials, Math in Focus, for all
mathematics lessons. The programme begins with a curriculum that includes fewer topics, but
reaches greater depth at each level.

Aims of Singapore Maths at Ark Academy
Our pilot had two clear aims:
1.	To ensure students develop their conceptual, procedural and higher-order thinking
in every lesson through:
		 (a) Emphasising visualisation and model drawing.
		 (b) Introducing a structured approach to problem solving.
To improve the quality and consistency of maths teaching by:
2.
		 (a) Using research-based teaching materials and lesson plans.
		(b) Developing a new lesson structure to meet the needs of every child and
implementing it across the school.
		 (c) Improving Assessment for Learning.
		 (d) Developing questioning, speaking and listening, and links with literacy.
		 (e) Providing coaching and staff training.
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Emphasising visualisation and model drawing
Singapore Maths’ prescriptive approach to teaching ensures that all concepts and skills are
taught following the same format. Lessons follow the concrete–pictorial–abstract pedagogy.
Clear and engaging visuals are used to present concepts, and to model solutions that allow all
students, regardless of language skills, to focus on the mathematics.
The concrete–pictorial–abstract sequence helps students build understanding of mathematical
processes. Take a simple multiplication problem – for example 3 x 4.
l	Concrete: Students count out with blocks or rods three lots of four. This stage is

concrete and tangible.
l	Pictorial: In this stage, rather than hold objects in their hands, they draw them in
an exercise book, or on their show-me boards.
l	Abstract: Finally, the support is removed, and students start to perform the
calculation in the abstract. This is when problem solving comes into play – students
need to manipulate information quickly. If the problem is too difficult they can fall
back on the pictorial; if that is also too hard they go right back to the concrete.
Linked to this is the bar model technique, which is fundamental to Singapore Maths. It teaches
children to draw a visual representation of a word problem. Teachers were helped to see how
various types of bar models can be used to solve mathematical word problems and learn the
techniques of deriving, drawing and manipulating bar models. For example, teachers were taken
through how to approach the following problem:
Allan puts some brown sugar on a dish.
The total mass of the brown sugar and dish is 110g.
Bella puts three times the amount of brown sugar that Allen puts on the same dish,
and the total mass of the brown sugar and dish is 290g.
Find the mass of the brown sugar that Bella puts on the dish.
Allan’s model:
Sugar

Dish

110g

Allan and Bella’s model:
290g
Sugar

Sugar

Sugar

Sugar

Dish

110g

290g – 110g = 180g
Bella puts 180g of sugar on the dish.
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Being taken through the approach ourselves helped us to picture the problem mentally and help
our students to visualise things that are not obvious at first. Questions like the one below are
typical of the work we did with students. The bar model helps them to be systematic in their
approach to problem solving and become secure in number and calculations.

Introducing a structured approach to problem solving
By following Math in Focus, we ensure that all pupils, regardless of teacher or key stage, follow
the same, structured approach to problem solving. Pupils are taught the skills needed through
the concrete–pictorial–abstract approach and are then expected to use and apply these skills for
problem solving during lessons.
Pupils solve word problems during whole class teaching and then repeat the process either
independently or through collaborative learning in groups of two or three. Model drawing and the
bar method help children to visualise and solve problems through mathematical reasoning and
critical thinking.
There are, in addition, opportunities for pupils to carry out investigative activities and to discuss
alternative solutions to open-ended questions through Let’s Explore! pages. Each chapter
also includes a Put On Your Thinking Cap! activity which challenges pupils to solve non-routine
questions. These problems ask children to draw on prior knowledge as well as recently acquired
concepts, combining problem solving strategies with critical thinking skills. The children develop
skills in classifying, comparing, sequencing, analysing, identifying patterns and relationships,
inductions, deduction and spatial visualisation.
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A Year 2 example problem at the end of Chapter 2, Addition up to 1000, follows:
Make two 3-digit numbers from the numbers below.
Use each number only once.
What are the two 3-digit numbers that give the greatest answer when you add them?
3

5

2

4

1

0

Problem solving has always been a priority at our school, to help children develop their
conceptual, procedural and higher order thinking skills. By following this approach, we have
ensured that all children have equal access to such development opportunities, and that problem
solving isn’t limited to ‘Gifted and Talented’ students.

Using research-based teaching materials and lesson plans
Initially, we attempted to implement Singapore Maths alongside an existing mathematics
curriculum and our existing approaches to teaching and learning. However we soon realised that
in order to be used effectively, Singapore Maths had to be used as a standalone curriculum.
We have closely followed the research-based teaching materials and lesson plans, although,
as time has passed, we have made our own adaptations and resources to supplement the
programme. The materials and workbooks that we are currently using include re-teach and extra
practice materials which we’ve inserted, as well as home-school connections letters written for
our parents and assessment materials to help them. These materials ensure that acquired skills
are revisited and built upon during the following year.
To use addition as an example, teachers introduce tens and ones, at first without, then with,
regrouping in the ones. The next year, children learn to add with three digit numbers, first
without, then with, regrouping in the ones and tens. And then in Year 3, children use numbers to
10,000 and to two decimal places. Throughout, pupils experience a hands-on approach and gain
experience and practice through solving a wide range of problems, including handling data and
work with units of measure and money.
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Developing a new lesson structure to meet the needs of every child, and
implementing it across the school
In 1998, the new Labour government implemented the National Numeracy Strategy (NNS). This
stipulated that the daily Mathematics lesson should be divided into three parts:
1.
2.
3.

The Mental and Oral Starter.
A
 block of ‘direct interactive teaching’ of the whole class and groups, where
children would be grouped according to ability.
A
 final 10 minutes of plenary review. Teachers were asked to “devote a high
proportion of lesson time to direct teaching of whole classes and groups.”4

An unintended consequence was that ‘teacher talk’ – explaining, at length, procedural work for
the children to do – came to dominate mathematics lessons, rather than the learning itself.5
The NNS had intended to encourage interactive whole-class teaching, emphasising dialogue
and strategic thinking, but in practice failed to do so.6 Moreover, the plenary review became
ineffective, with many teachers failing to execute it properly, missing it out altogether or merely
summarising what the children had already learned.
A new framework was introduced in 2006 which warned against planning in such a rigid way.
It proposed “a range of approaches to structuring learning within lessons.”7 However, whilst
the longer term ‘block’ planning is clearly shown and made easy to understand, there is little
guidance given to how teachers might structure their lessons differently. As a result, there is
scant evidence to suggest that teachers have moved away from planning three-part lessons.
Our own experience, and our engagement with the Singapore Maths programme, led us to
conclude that the three-part lesson significantly hinders teachers’ abilities to incorporate AFL
successfully in the daily mathematics lesson. In three part lessons children tend to spend long
periods of time on the carpet, reducing concentration and opportunities for assessment. A further
25 minutes – if ‘teacher talk’ did not overrun – is spent completing independent tasks which
also require young children to concentrate for extended periods. Regardless of how engaging and
inspiring the tasks, at some point children of a very young age are likely to go ‘off task’.
The very nature of whole class teaching on the carpet also meant that for 25 minutes (including
the oral mental starter) teachers were unable to assess the level of understanding of all
the children. The structure of the lesson did not provide enough opportunity for teachers to
systematically check pupils’ understanding, reducing the frequency of interventions. In short,
there were inadequate opportunities for effective AFL.
4
5
6
7

Department for Education and Employment (1999)
Askew (2004)
Kyriacou and Goulding (2004)
Primary Framework for Literacy and Mathematics (2006)
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There were further problems as well: the oral-mental starter had a standalone objective which
often bore no relevance to the overall objective of the lesson; opportunities for children to review
their own learning rarely featured before the very end of the lesson; and it was difficult to plan
occasions for quality talk about mathematics into the traditional structure. Discussion in maths
is vital for children to demonstrate conceptual understanding, verbalise methods using subject
specific vocabulary, and explain mathematical ideas in their own words.
So we needed a new lesson structure: one that would allow more time for talk, improve AFL, and,
crucially, provide opportunities for the children to grasp underpinning concepts, make connections
with earlier learning, and to make sense of the mathematics. Learning time would be maximised
and, influenced by Fernandez, Yoshida, and Stigler8, I would turn each lesson into a ‘story’; a
sequence of interconnected ideas and activities with a common theme throughout.

The multi-part lesson
The structure of our maths lessons at Ark Academy is flexible – a key advantage over the threepart alternative – and can include up to 12 mini-‘segments’ linked to the overall learning outcome
for the lesson. Based on the cumulative model of Singapore, where skills mastered in one lesson
or unit are built upon in later lessons, we’ve created a lesson structure in which each ‘segment’
is designed to build upon the previous one. This means you can arrive at more complex learning
by the end of the lesson without losing pupils along the way, and ensure excellent progress is
made by all.
Each lesson includes a clear developmental sequence, and the structure allows teachers
constantly to assess pupils’ progress using a series of mini-plenaries. These are designed to
address misconceptions and to maximise the opportunities for teachers to intervene swiftly.
They also provide the chance for all children to self-assess their learning regularly, and to
talk confidently about what they need to do to progress. In this way, teachers become more
responsive to the needs of all their pupils and can adapt lessons if necessary at several points.
The increased opportunity to review and check understanding and the greater flexibility means
pupils falling behind can be identified quickly by teachers, and they or their assistants can provide
instant assistance. The children move between the carpet and tables on several occasions in
one lesson, chanting or singing as they do so. These transitions maximise learning time, as the
rhymes or chants are always mathematically-themed, and ensure good, focused behaviour.

8

Fernandez, Yoshida, and Stigler – Learning Mathematics from Classroom Instruction (1992)
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An example multi-part lesson
The following lesson was taught in a Year 2 classroom during the Autumn term in 2011.
Its objective was ‘to solve money problems.’ All children in the class already had a secure
understanding of place value and could add two three-digit numbers using the column
method. The children could perform this calculation not only as a procedural skill, but with
understanding of the underlying mathematical principles.
Part 1: ‘Introduction’ The learning objective and key vocabulary were read chorally by
the class. The teacher pointed out the ‘Star words’ for the lesson. These words would be
a focus for assessment during pupil talk sections of the lesson.
Part 2: ‘Five Minute Warm Up’ The children were given a number of calculations to
practise using the column method for addition. All calculations relied on the children’s
ability to re-group in the tens and ones. Most children also had time to complete the
‘Quick Fire’ activity. This required the children to complete calculations such as 9 + 7
= 16, 70 + 50 = 120. During this time the teacher and teaching assistant checked the
work of all children in the class. This was a revision and practice ‘segment’ designed for
children to apply already-learned skills, and the learning was within the mastery level of
all children in the class.
Part 3: ‘Guided Practice’ This began with the teacher revisiting a previously-learned
skill of comparing numbers. The children were guided through a number of examples as
a whole class. Children compared amounts of money on the board and explained their
thinking and answers. For example, “£1.45 is less than £1.48. I know this because the
pounds are the same so I had to look at the pence and 45 is less than 48 because 45
only has five ones and 48 has eight ones.”
Part 4: ‘Independent Practice’ The children were given two minutes to complete a
task. They had to write ‘is greater than’ or ‘is less than’ between two amounts of
money. Some children chose to use the symbols < and > making further links to prior
learning. The teacher and teaching assistant moved around the class picking up
on misconceptions and struggling learners. One child was identified and was taken
immediately for 1:1 support, returning to the class five minutes later.
Part 5: ‘Self Assessment’ Answers were shared for the first five examples. The children
were then asked to use their traffic light fans to represent how they felt about their
learning so far. By sharing some answers, and the ‘five minute warm up’ having been
marked for most, the children had something concrete against which to self assess. The
teacher called on children holding orange/amber to say what they felt they needed to
improve upon, and children could identify these steps with confidence.
Part 6: ‘Transition’ The children stood quietly behind their chairs and then began
counting in threes from zero to 30 to the carpet. By the time they reached 30, they were
ready to begin the next activity.
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 art 7: ‘Whole Class Teaching’ The teacher had a number of priced items on the board.
P
These were organised into Tesco and Asda products. The children read the following
question chorally: ‘Mrs King wants to buy some bread and fish. Where is it cheaper for
her to buy the bread and fish?’ The children were then given one minute’s talking time
with their partner to discuss how they might solve this problem. The teacher asked for
responses and eventually, through questioning, the class managed to work out how
to solve the problem. At all times the teacher encouraged full sentences and when
explanations were required, the teacher probed with further questions until the answer
given was 100% correct. The final response was ‘£3. 56 is less than £3.72, therefore it is
cheaper for Mrs King to buy the bread and fish from Tesco.’ In this part of the lesson, new
knowledge was introduced and skills were applied in new contexts.
Part 8: ‘Transition’ The children moved from the carpet to the tables speaking an odd and
even chant. The teacher quickly explained that she wanted the children to work in their
teacher/pupil pairs.
Part 9: ‘Pupil/teacher paired learning’ Two further problems were shown on the board. One
child taught and the other wrote on a mini-whiteboard. During this section, the teacher and
teaching assistant moved around the class, listening to the children’s explanations, picking
up on errors, probing with questioning and intervening where necessary.
Part 10: ‘Independent Application’ The children used the skills practiced and taught
in the lesson to solve a number of similar problems. They made further links to prior
learning by choosing and using the most appropriate method of calculation. For example,
the column method for calculations such as £2.78 + £1.84, or mental strategies for
calculations such as £3.99 + £2.20. Towards the end of this ‘segment’, activities were
introduced to encourage challenge and reflection. The children were given receipts with
totals, but missing the constituent amounts. They were required to reason and generalise
about number and to use and apply mathematics to gain understanding. Throughout this
section the teacher stopped the children to address misconceptions and errors.
Part 11: ‘Reflection’ The teacher took the opportunity to address any further errors, for
a limited time only as she had previously stopped the lesson on a number of occasions
throughout to do the same. The children were given time to reflect on their learning and
use their self assessment fans. Most could say what they needed to do to improve, with
many expressing the desire to get better at using and applying their mathematics to
solve challenges more efficiently, such as the receipts provided in the previous ‘segment’.
This wide-ranging, multi-part lesson included extended periods of pupil talk. Precise
mathematical vocabulary usage by both teacher and pupils is essential for this to work – hence
the ‘Star words.’ The transitions work together with the ‘segments’ to create a seamless
learning journey.
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Improving Assessment for Learning
As a school we’re committed to continually improving the quality of our teaching, so refining our
AfL practice is always at the forefront of our minds. The linear nature of the curriculum over a
year, and the teaching of lessons in smaller parts, lent itself to effective AfL. We found new,
efficient ways of assessing our pupils, including a succession of mini-plenaries and regular selfassessment using traffic light coloured fans throughout the lesson.
We became quicker at recognising where pupils encountered difficulties and at intervening
immediately. This ensured that misconceptions did not impede the next steps in learning.
Teachers also began to be more flexible in their approaches to planning and teaching and were
more willing to adapt their plans, both within and after the lesson, enabling them to plan properly
for progression in learning.

Developing questioning, speaking and listening, and links with literacy
We have always had a policy of ‘no hands up’ in our school. This allows teachers to ‘cold call’
as many children as possible throughout a lesson and increases levels of concentration and
engagement. This cold calling technique ensures children are always ready to respond to any
question.
We wanted to develop this area further still, to encompass cold calling, better questioning
and more sophisticated use of mathematical vocabulary by children in their explanations and
reasoning about number. We created a whole-school focus on developing children’s answers
through further and higher level questioning, as well as through only accepting mathematically
precise answers, using specific vocabulary in full sentences.
Finally, we developed the ‘pupil as teacher’ model you can see in the example lesson above.
Here, we encouraged children to use mini-whiteboards to teach each other a method or how
to solve a problem. Teachers now use this as an opportunity to assess children’s use of
mathematical language and how good their understanding is. It also helps to develop the
children’s confidence. Through better planning for questioning, and monitoring and feedback by
leaders, peers and through self-reflection, our school was able to develop this area with great
success.
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Providing coaching and staff training
Adopting Singapore Maths, including the above adaptations, was not as straightforward as simply
implementing and teaching a mathematics scheme of work. It has required all staff to have
a professional dialogue about teaching and learning and we have encouraged discussion and
debate. Through this dialogue teachers have taken ownership of the approach and it’s become
embedded. Whilst it has required strong leadership and a focus on consistency, it has also
needed consultation and a willingness to let teachers adapt it to their own style. Our training has
sought to inspire not mandate. We’ve covered:
l	planning training using the new lesson structure
l	the use of transitions in class to maximise learning time and improve behaviour
l	the progression of skills (for example addition) from Reception through to Year 3,

working backwards from the desired outcome
l	extensive watching of lesson videos to illustrate outstanding practice and
stimulate professional discussion about teaching
l	monitoring of, and feedback on, all teachers’ lessons throughout the school on a
regular basis
l	using working walls to enhance learning
l	work scrutinies
At Ark we pride ourselves on our culture of openness, and feel strongly that lesson observations
are an entitlement of professional development. We have an open door policy and welcome
observations by leaders and peers. We also encourage all teachers to record themselves
teaching using classroom observation rooms9. These are invaluable in helping teachers to selfreflect and to develop their practice in the classroom.

Evaluation of impact
The implementation of Singapore Maths at Ark Academy has significantly improved both teaching
standards and student outcomes. Students are showing better mathematical understanding and
mastery; assessment for learning is improved; teacher questioning is more varied and effective;
and students have a better grasp of mathematical language. Key elements of our success are:
Visualisation and model drawing are used confidently and effectively by students. Visuals
promote problem-solving, and they allow all children to access the curriculum, regardless of
language or ability. Our children draw bar models to represent the relative sizes of quantities and
fractional parts, and in doing so they can solve problems that far exceed national expectations for
their age.
9

See Case Study 1 – A Year in the Life
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We have a consistent approach towards teaching mathematics across year groups and key
stages. Since introducing Singapore Maths a year ago, we have created an identity for ourselves.
Teachers approach planning and lessons in the same way, children tackle problems and use
visualisation and model drawing techniques consistently, and pupils have a rich mathematical
vocabulary which can clearly be seen in every classroom throughout the school.
It is a progressive and cumulative model, whereby each lesson, and each segment within that
lesson, lay the foundations for the next building block. Progression is systematic and logical;
skills mastered in one lesson or unit are built upon to advance to more complex learning later on.
There is a clear developmental sequence throughout each year group and throughout the school
as a whole, and the children recognise how their prior learning and earlier work is relevant. For
example, the Year 1 children who joined Year 2 in September 2011 had an excellent grounding in
the Singaporean approach to mathematics. In the early weeks they were able to deal confidently
with numbers to 1,000 and add and subtract numbers to 1,000 using the column method for
addition and subtraction. They were already able to speak confidently about their learning and use
mathematical language to express their thinking using the correct vocabulary. This has enabled
the Year 2 teachers quickly to advance the children’s learning this year.
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We’ve taken ownership of the Singaporean approach by creating our own ‘Ark’ versions of the
resources. The standard Singapore curriculum uses textbooks for guided practice and wholeclass teaching; we make our own materials and worksheets that work better than textbooks. We
make them colourful and child-friendly, and the children are able to manipulate and move the
visuals, which reinforces the hands-on, pictorial approach to teaching maths that the Singaporean
approach embodies. For example, the figure below is from an interactive whiteboard slide used to
teach division. Children are encouraged to come to the board and move the oranges into groups
of three to solve the following problem:
There are 18 oranges.
from an Interactive Whiteboard Slide used to teach division. Children are encouraged to
They
put into
baskets
of 3.
come
to are
the board
and
move the
oranges into groups of three to solve the following problem:
How
many
baskets
are
there?
There are 18 oranges. They are put into baskets of 3. How many baskets are there?
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supplement
curriculum
extra
resources
complementour
ournew
newlesson
lessonstructure.
We also
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the the
curriculum
withwith
extra
resources
to to
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range of contexts. The children are encouraged to explain their methods in whole-class and
paired activities. For example, children worked in pairs for three minutes to think of a
multiplication problem to go with the image provided:

are provided with feedback during the lesson or activity which follows. If a quick recap is
needed, it can be built into the five-minute warm up. If more explicit modelling is required, it
can be planned into a guided activity. If the children need time to practise and explore, a
pupil-to-pupil
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a challenge, investigative and problem-solving activities can be planned for, whilst wholeclass teaching continues for the remainder of the class.
Stages of learning in each lesson are short and transitions are used creatively. Shorter
behaviour
is exemplary.
Transitions
can include
countingbehaviour
on and back
anyAfL.
step,
or movement
episodes
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and in
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movement through song or chants.
Children have a secure grasp of mathematical concepts and principles and the language to
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thinkforofthree
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paired
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For example,
children
minutes to think
of a to go with
the image
provided:
multiplication
problem to go with the image provided:

After that time, a Year 2 child responded with the following:
There are 5 girls.
Each girl has 3 balloons.
How many balloons are there in all?
5 groups of 3 = 15
5 x 3 = 15
There are 15 balloons in all.
The children are able to teach each other with confidence, and teaching staff are trained only to
accept entirely accurate explanations and answers, using precise language. A partially accurate
response or explanation will be used as an opportunity for learning.
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Attainment and Progress Data
Students who finished Year 2 in July 2011 had followed the Singapore Maths curriculum for one
academic year. Their results were well above national expectations:
l	100% finished KS1 on Level 2 in maths
l	97% achieved at least 2b (in line with national expectations)
l	83% achieved 2a+
l	32% achieved level 3

The table below also shows that there were no significant differences between groups of students
in terms of their progress in sub-levels.

EAL

Gender
Boys
Girls
Total

Av. Progress
3.20
3.14
3.17

No.
25
35
60

No.
42
18
60

Av. Progress
Asian or Asian British
3.09
Black or Black British
3.08
Mixed/Dual Background
3.18
White
3.20
Any Other Ethnic Group
3.75
Total
3.17

No.
11
24
11
10
4
60

No
Yes
Total

Ethnicity

SEN
None
School Action
School Action+
Statemented
Total

Av. Progress
3.14
3.22
3.17

Av. Progress
3.16
3.33
2.75
0.00
3.17

No.
44
12
4
0
60

Gifted & Talented
No
Yes
Total

Av. Progress
3.19
3.00
3.17

No.
54
6
60

Free School Meals
No
Yes
Total

Av. Progress
3.12
3.26
3.17

No.
41
19
60

These results have been moderated internally, and via the ARK network, Brent Local Education
Authority and Ofsted. They represent outstanding progress and attainment in maths, and were
directly linked to the Singapore Maths pilot.
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Reflection
Having undertaken extensive development work in this area, Ark Academy is now at the forefront
of teaching mathematics using the Singaporean style in the United Kingdom. The Singapore
Maths initiative has led to significant improvements in the quality of our mathematics teaching
and in students’ progress and attainment.
We are now seeking to extend and further embed Singapore Maths in our curriculum. Our
approach will:
l	Ensure consistency and equality of provision in all classes
l	Make more efficient use of the hour for mathematics through a change in lesson

structure and use of transitions
l	Include effective AfL
l	Encourage an open culture of sharing best practice
l	Allow for collaboration and sharing of best practice with other schools in our
network
l	Continue to improve the quality of our mathematics teaching
l	Focus on problem solving
l	Place an emphasis the on development of skills, concepts, underlying processes
and methodology
l	Lead children to have a better conceptual understanding
l	Develop the children’s use of mathematical vocabulary, meta-language and literacy
across the curriculum
l	Show clear progression throughout the school, with the secure foundations laid for
later learning in the early years
l	Improve the subject knowledge and confidence of teachers
l	Develop effective questioning used by teachers to extend thinking, improve
explanations and prove conceptual understanding
l	Encourage independence and develop confidence

MATHEMATICS M A S T E RY
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In June 2011, seven months into our Singapore Maths pilot, we were invited to be a part of an
Ofsted review of good practice in KS1 Maths. The inspector’s findings reflected our own selfevaluation. Teaching the Math in Focus curriculum, with our adaptations, has had a significant
positive impact on the children’s learning and attainment. Ofsted noted10:

Pupil’s achievement in number is outstanding
Pupils sustain their concentration very well in lessons.
These are designed as a sequence of short stages of
whole-class teaching or individual/pair work, often with
bursts of song, rhyme or chanting as pupils move from one
stage to the next. No time is wasted.
Teachers’ use of assessment in lessons is a particular
strength. Teachers and teaching assistants are constantly
assessing pupils’ progress. Consequently, they are able
to pick-up and tackle quickly any misunderstanding or
difficulty, occasionally using immediate one-to-one support,
so that pupils do not fall behind. Regular mini-plenaries are
a common and key feature of the lessons. Moreover, the
teachers’ informal ongoing assessments feed directly into
the next day’s lessons.
Problem-solving is an integral part of all lessons.
The subject leader provides an excellent role model of
classroom practice. The Headteacher and her are aware
of the need to reflect upon the successes of this new
curriculum, and to tailor it to the academy’s context and
ambitions for the pupils.
We take great pride in the impact our work has had, and the quality and consistency we’ve
achieved in maths teaching. As the importance of maths “grows and grows”11, so does our
understanding of how best to teach it.

10
11

Letter to head from Jane Jones, Ofsted inspection team (20 June 2011)
Michael Gove MP, ibid
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