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A Digital Learning Framework for the Senior School at Brighton College (Singapore)



Overview

This policy establishes a shared, evidence-informed approach to digital learning at Brighton
College (Singapore) Senior School (BCS). It defines the professional expectations for the use of
technology, including Generative Artificial Intelligence (GenAl), within teaching and learning.

At BCS, technology is understood as a professional tool, not a default classroom presence. Its use
is guided by the principle that digital tools should enhance the quality of thinking, feedback, and
learning, rather than simply increase efficiency or replace established pedagogical practices.

This approach is grounded in research from cognitive science and educational technology, which
demonstrates that pupils learn most effectively when they engage in active thinking, retrieval,
practice, and dialogue (Mayer, 2021; Sweller et al., 2011). Technology must therefore support these
processes, rather than compete with attention or reduce cognitive engagement.

BCS adopts the PICRAT framework (Kimmons et al., 2020) as a shared model for evaluating
technology's impact on learning. This ensures that digital tools are used intentionally in ways that
are interactive, creative, and transformative, rather than passive or substitutive.

The policy also addresses the use of Generative Al, recognising both its potential to support
learning and the risks it presents to critical thinking and academic integrity. GenAl is therefore
positioned as a tool to support reasoning, reflection, and feedback, not to replace the intellectual
effort required for learning (UNESCO, 2023).

This policy is purposefully aligned with our Digital Strategy, Cognita’s Digital Learning Frameworks
and Digital Maturity Scale, and forms part of the College’s wider commitment to academic rigour,
digital fluency, and responsible technology use and should be read in conjunction with our Al
Policy, Acceptable Use Policy, Digital Safety Policy and Academic Integrity Policy.

The overall aim of this policy is not to increase screen time, but to maximise learning impact.

1. Purpose

The purpose of this policy is to define the professional expectations for the use of digital technology
in teaching and learning at Brighton College (Singapore) Senior School. In a 1:1 device
environment, technology is readily available. Without clear guidance, there is a risk that digital
tools are used by default rather than by design, leading to reduced attention, passive learning, and
diminished cognitive engagement. This policy provides a framework to ensure technology is used
deliberately to enhance learning. It establishes a shared approach to digital learning across the
College, supporting consistency while recognising teachers' professional judgement in different
subjects and contexts.

The policy is aligned with the College Digital Strategy and Cognita Digital Learning frameworks,
translating these priorities into clear expectations for classroom practice. It also provides guidance
on the use of Generative Al to ensure it supports critical thinking, academic integrity, and
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responsible digital citizenship. The policy’s central aim is not to increase technology use, but to
ensure that all technology use demonstrably improves the quality of teaching and learning.

2. Pedagogical and Research Foundations

Our approach to digital learning is grounded in research from cognitive science and effective
teaching. This research provides a clear understanding of how pupils learn and, therefore, how
technology should be used to support that learning. While cognitive science provides a strong
foundation for understanding learning, this approach is complemented by socio-cultural
perspectives which emphasise dialogue, collaboration, and the role of context in knowledge
construction.

Learning is not the passive absorption of information. It is an active process in which pupils
construct understanding through thinking, practice, and feedback. Research indicates that pupils
learn most effectively when they engage in retrieval, apply knowledge, receive timely feedback, and
participate in dialogue (Mayer, 2021; Sweller et al., 2011). These processes require attention, effort,
and cognitive engagement.

Technology can support these processes but also undermine them. When used effectively, digital
tools can enhance feedback, enable collaboration, support modelling, and provide access to rich
representations of knowledge. Technology can also support inclusive teaching to reduce learning
barriers and promote equitable access to our school curriculum. Technology can also be an
excellent tool to provide additional scaffolding for pupils with specific needs in the classroom.
However, when used passively or without a clear purpose, technology can fragment attention,
increase cognitive load, and reduce opportunities for thinking (Kirschner & De Bruyckere, 2017).

This distinction is critical. The impact of technology on learning is determined not by the tool itself,
but by how it is used within the learning process (Hattie, 2009). Simply replacing traditional tasks
with digital alternatives does not improve learning and may in some cases reduce its effectiveness.

For this reason, technology use at BCS is guided by the principle that digital tools should support
active, cognitively demanding learning. Pupils should be engaged in thinking, questioning,
creating, and refining their understanding, rather than passively consuming information.

This principle is particularly important in a 1:1 device environment, where technology can easily
lead to distraction or superficial engagement if not carefully managed. Teachers must therefore
make deliberate decisions about when to use technology, how to use it, and whether it adds value
to learning.

To support consistent, evidence-informed decision-making, the College adopts the PICRAT
framework (Kimmons et al.,, 2020), which provides a professional model for evaluating the
educational impact of technology use.

The same principles apply to the use of Generative Al. While Al has the potential to support
feedback, explanation, and exploration, it also risks reducing cognitive effort when used to
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generate answers without engagement. Its use must therefore be carefully designed to support
critical thinking rather than replace it (UNESCO, 2023).

In summary, effective digital learning at BCS is defined not by the presence of technology, but by
the extent to which it supports deep thinking, meaningful practice, and high-quality teaching.

3. Professional Decision Framework: PICRAT

To support consistent, evidence-informed decision-making, Brighton College (Singapore) adopts
the PICRAT framework (Kimmons et al., 2020) as its shared model for evaluating the educational
impact of technology use.

The framework recognises that the effectiveness of technology is determined not by the tool itself,
but by how it is used within the learning process. It provides a structured way for teachers to
consider both how pupils engage with technology and how technology changes the nature of the
learning task.

PICRAT evaluates two dimensions:
Pupil Relationship with Technology
e Passive - pupils receive or consume information
e Interactive - pupils respond, practise, or engage with content
e Creative - pupils produce, design, or construct new understanding
Impact of Technology on the Task
e Replace - technology substitutes traditional methods with no functional improvement
e Amplify - technology improves efficiency, access, or feedback

e Transform - technology enables new forms of learning that would otherwise be difficult or
impossible

3.1 Professional Expectation at BCS

The PICRAT framework is not a compliance tool, but a professional lens to support high-quality
teaching. At BCS, effective use of technology is characterised by:

o Interactive or Creative engagement, where pupils are actively thinking, responding, or
creating.

e Amplify or Transform impact, where technology enhances feedback, understanding, or
representation.

Teachers should be cautious of uses that are both:
e Passive, where pupils are primarily consuming information

e Replacement where technology does not add meaningful value
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Such uses are unlikely to improve learning and may reduce cognitive engagement.

This aligns with research indicating that learning is most effective when pupils are actively engaged

in thinking, practice, and feedback (Mayer, 2021; Sweller et al., 2011).

3.2 Using PICRAT in Practice

PICRAT should be used as a reflective tool during planning. Teachers should consider:

e How are pupils engaging with the technology?

e Does this task require thinking or primarily consumption?

e What does the technology add that could not be achieved without it?

If technology does not improve the quality of thinking, feedback, or representation, it should not

be used.

3.3 Examples of PICRAT in Practice

Learning Task PICRAT Evaluation

Pupils copy teacher slides into a digital notebook

Replace - no improvement in learning or thinking

Pupils watch a video without questioning or follow-up

Passive — minimal engagement

Pupils complete a structured retrieval

immediate feedback

quiz  with

Interactive / Amplify — supports practice and
reinforcement

Pupils annotate a text digitally, responding to prompts
and questions

Interactive — requires active engagement with content

Pupils answer hinge questions during a lesson using
polling tools to check understanding

Interactive / Amplify - supports formative assessment

Pupils use a shared document to draft and peer-review
writing

Interactive / Amplify — supports feedback and
collaboration

Pupils manipulate variables in a simulation to test
hypotheses

Creative / Transform — enables deeper conceptual
understanding

Pupils analyse and interpret data using spreadsheets and
visualisation tools

Interactive / Transform — supports analytical thinking

Pupils use GenAl to generate an answer and submit it
directly

Replace / Passive - reduces cognitive engagement

Pupils use GenAl to critique their work and refine their
thinking (Year9+)

Creative / Transform - extends modes of expression

Pupils compare multiple Al outputs and evaluate accuracy
and bias

Creative / Transform — promotes critical thinking
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These examples illustrate that the same technology can have very different impacts depending on
how it is used.

3.3 PICRAT and Generative Al
The PICRAT framework is particularly important when evaluating the use of Generative Al.
GenAl can be used in ways that are:
e Passive, where pupils accept generated responses
e Interactive, where pupils question, refine, and respond to outputs
e Creative, where pupils use Al to develop and extend ideas
Similarly, GenAl can:
e Replace thinking by generating answers
e Amplify learning by providing feedback
e Transform learning by enabling evaluation, critique, and iteration

At BCS, the use of GenAl should prioritise interactive and creative engagement, and amplify or
transform impact, ensuring that pupils remain cognitively engaged and should only be used by
pupilsin Year9 and above.

4. Expectations for Teaching Practice

The effective use of technology at BCS is determined by the quality of teaching, not by the presence
of devices. Technology should be used deliberately to support learning, and its use should be
shaped by subject context, professional judgement, and the principles outlined in this policy. The
following expectations define high-quality digital practice in the Senior School.

4.1 Intentional Planning

Technology should be used with a clear purpose. It must be explicitly linked to learning objectives
and should improve the quality of thinking, feedback, or representation. Use of devices should be
planned, purposeful and time-bound, rather than open-ended. Tasks involving digital devices
should bespecific and clearly directed, including guidance to named websites or
platforms. Unsupervised browsing is not permitted. Teachers are expected to consider whether
technology offers a meaningful advantage over non-digital approaches. Where it does not, non-
digital methods should be used.

Effective planning involves asking:
e What does this technology improve?
e Does it deepen understanding or support thinking?
e Isitthe most effective approach for this task?
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4.2 Active Learning and Cognitive Engagement
Digital technology should support active, cognitively demanding learning. Pupils should be
engaged in thinking, questioning, practising, and creating, rather than passively consuming
information. Where technology is used, it should prioritise:

e retrieval and practice

e problem-solving and analysis

e collaboration and discussion

o reflection and feedback

Extended periods of passive screen use should be avoided. Technology that does not require
thinking is unlikely to support learning.

4.3 Focus, Attention, and Cognitive Load

The presence of devices can divide attention and increase cognitive load. Teachers must therefore
establish clear routines that protect focus and support learning. In the Senior School at BCS, we
promote a balanced approach to technology and digital learning to ensure that pupils develop the
ability for sustained attention and the cognitive routines necessary for deep and effective learning.

Devices should not compete with explanation, questioning, or discussion. All lessons begin with
devices stored away and are only taken out when explicitly requested by the teacher. Throughout
the lesson, devices should be closed to ensure that pupils are fully engaged in listening and
thinking during group discussions and explicit teaching episodes. Teachers should minimise
multitasking and ensure that technology use supports, rather than disrupts, concentration.
Teachers are expected to maintain active oversight during device-based activities.

This includes the ability to:

monitor pupil screens

intervene promptly when pupils are off task

ensure online behaviour aligns with school expectations

apply sanctions where necessary in line with the Behaviour Policy

4.4 Curated Research and Information Literacy

Access to information does not equate to understanding. Unstructured searching can lead to
superficial learning and misconceptions. Teachers should provide curated resources and
structured research tasks that guide pupils towards high-quality information. Pupils should be
taught to evaluate sources critically, recognise bias, and develop informed judgements.

This approach supports the development of digital literacy as a critical and analytical skill, rather
than a purely functional one.
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4.5 Human Interaction and Feedback

Technology must not replace the core elements of effective teaching, including explanation,
questioning, dialogue, and feedback. High-quality interaction between teachers and pupils
remains central to learning.

Digital tools should be used to support and enhance feedback, not to substitute for professional
judgement.

4.6 Creativity and Expression
Pupils benefit from a range of modes of expression, including writing, discussion, performance,
practical work, and digital creation. Technology should extend these opportunities by enabling
pupils to represent their understanding in different ways. However, it should not narrow learning
to screen-based tasks alone.

A balanced approach ensures that digital and non-digital methods are used purposefully to
support learning.

4.7 Gamification in Learning
Gamification refers to the deliberate use of game design elements, such as structured challenges,
progression pathways, feedback systems, and goal-oriented tasks, within learning activities to
support engagement and sustained effort (Deterding et al, 2011). In the Senior School,
gamification is understood as a pedagogical design approach, not as the addition of rewards,
points, or entertainment. In Senior School contexts, gamification must be carefully balanced to
avoid trivialising complex subject content or reducing intellectual challenge. The purpose of
gamification is to support sustained engagement with cognitively demanding learning by:

e encouraging persistence and effort over time

e providing clear goals and success criteria

e supporting structured progression towards mastery

e enabling timely and meaningful feedback

However, gamification does not inherently improve learning. Its effectiveness depends on whether
it strengthens pupils’ thinking, understanding, and engagement with subject content, rather than
diverting attention towards superficial goals (Sailer & Homner, 2020). As with all uses of technology,
gamification must be applied selectively and only where it demonstrably enhances the quality of
learning.

Research indicates that gamification can have a positive impact on motivation and achievement
when aligned with learning objectives, although outcomes are highly context-dependent (Sailer &
Homner, 2020). In secondary contexts, its effectiveness is most evident where it supports deliberate
practice, feedback, and progression, rather than short-term engagement.
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Gamification is most effective when it:
e requires sustained cognitive engagement and effort
e providesimmediate, specific feedback linked to learning
e supports progression through increasingly complex and challenging tasks
o reinforces retrieval, practice, and application of knowledge

These features align with established principles of effective learning, including cognitive load
theory and explicit instruction (Rosenshine, 2012; Mayer, 2020; Sweller et al., 2011). However,
research also highlights important limitations. Gamification approaches that rely heavily on
extrinsic rewards, such as points, badges, or leaderboards, may reduce intrinsic motivation and
shift pupils’ focus away from learning (Deci et al., 2001; Sailer et al., 2017). Competitive structures,
particularly those involving public ranking, may negatively affect pupils’ sense of competence and
engagement, especially in mixed-attainment classrooms (Hanus & Fox, 2015).

This aligns with Self-Determination Theory (Deci & Ryan, 2000), which emphasises that motivation
is strongest when three core psychological needs are supported:

e Autonomy - a sense of choice and control

e Competence - a sense of progress and success

e Relatedness - a sense of belonging and collaboration
Gamification is therefore most effective when it supports these needs, rather than replacing them
with external incentives.
4.7.1 Alignment with PICRAT
Gamification must be evaluated through the PICRAT framework to ensure that it enhances, rather
than dilutes, learning:
Passive(Replace)
Gamified activities that reward completion without requiring thinking (e.g. points for passive
participation) do not improve learning and should be avoided.
Interactive(Amplify)
Gamification that requires pupils to apply knowledge, make decisions, and respond to feedback
can strengthen learning where it improves practice, engagement, and understanding.
Creative(Transform)
Gamification that enables pupils to explore, design, and construct understanding—such as
problem-based challenges or simulations—represents the most effective use, particularly where it
supports higher-order thinking.

In all cases, gamification should be used to amplify or transform learning, not to replace effective
teaching with surface-level activity.
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4.7.2 Principles for Effective Use
In the Senior School, gamification should:

e focuson mastery, progression, and depth of understanding, rather than competition
require pupils to think, apply, analyse, and evaluate, not simply complete tasks
provide immediate, specific feedback linked to learning

support progression through increasingly demanding and challenging tasks
be used selectively and purposefully within a wider pedagogical approach
Gamification should not:

e relyon public leaderboards or ranking systems

e prioritise speed or completion over understanding

e emphasise rewards over learning processes

e replace teacher explanation, questioning, or feedback

e reduce opportunities for dialogue, reflection, or independent thinking

4.7.3 Role of the Teacher
Teachers are responsible for ensuring that gamification enhances, rather than distracts from,
learning. They should:

e define the learning purpose of any gamified activity

e ensure tasks require sustained cognitive engagement

e monitor pupil motivation, engagement, and wellbeing

e provide ongoing feedback and adapt approaches as needed

e discontinue gamified approaches where they do not improve learning
Gamification must never replace professional judgement, high-quality teaching, or formative
assessment.

4.7.4 Key Principle

Gamification is a tool to support sustained engagement with learning, not a solution in itself. Its
value depends entirely on how effectively it promotes thinking, feedback, and meaningful progress.
Where gamification does not demonstrably improve learning, it should not be used.

5. Generative Al in Teaching and Learning

Generative Artificial Intelligence (GenAl) is an increasingly significant feature of the educational
landscape. At Brighton College (Singapore), it is recognised as a powerful tool that can enhance
teaching and learning. However, its value lies not in the technology itself, but in how it is used in
the learning process.

Approaches to Digital Learning and Technology Use Policy Page 10



Research indicates that digital technologies can support learning by enhancing feedback,
providing explanations, and enabling new forms of interaction with knowledge (Holmes et al., 2019;
UNESCO, 2023). Generative Al offers opportunities for pupils to access immediate feedback,
explore alternative perspectives, and refine their work. However, these benefits are contingent on
pupils remaining cognitively engaged. Where Al is used to generate responses without requiring
thought, analysis, or evaluation, it may reduce the cognitive processes that underpin learning
(Mayer, 2021).

This distinction is critical. Learning depends on effortful thinking, retrieval, and the active
construction of understanding. This aligns with research on cognitive offloading, where reliance on
technology can reduce the need for internal cognitive processing if not carefully managed (Risko &
Gilbert, 2016).

At BCS, the use of GenAl is therefore guided by the principle that it should support, extend, and
challenge thinking, rather than replace it. Pupils should be encouraged to engage critically with Al-
generated outputs, to question their accuracy, identify limitations, and use them as a basis for
further reasoning and development. In this way, Al can act as a stimulus for thinking rather than a
substitute for it.

The relationship between GenAl and critical thinking is central to this approach. When used
effectively, GenAl can support higher-order thinking by enabling pupils to compare perspectives,
evaluate arguments, and refine their own understanding. However, when used uncritically, it can
lead to superficial engagement, where responses are accepted without analysis. The educational
value of GenAl, therefore, lies not in its ability to produce answers but in its capacity to provoke
evaluation, reflection, and improvement.

The use of GenAl also raises important considerations for academic integrity. Pupils must develop
a clear understanding of the difference between using Al as a tool to support learning and using it
to produce work that is presented as their own. At BCS, pupils are expected to use Al transparently
and appropriately, in line with our Acceptable Use of Technology and Academic Integrity Policy.
Teachers must design learning and assessment in ways that preserve the authenticity of pupil
work. This may include the use of:

e controlled in-class writing tasks

e iterative processes (process over product)

e structured oral questioning

Assessment design must ensure that pupils retain primary responsibility for the cognitive
processes underpinning their learning.

To support consistency across the College, the use of GenAl is guided by the College Al Policy, the
Acceptable Use Policy, and associated guidance for staff and pupils. These documents provide a
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shared framework for safe, ethical, and responsible use. Within this framework, teachers retain
professional responsibility for determining how and when to use Al in their classrooms.

In practice, the use of GenAl should be carefully defined within each learning context. There will be
occasions where the use of Al is not appropriate, particularly where the purpose of a task is to
assess independent understanding. In other contexts, Al may be used more narrowly to support
planning, feedback, or clarification. In some cases, it may be fully integrated into the learning
process, particularly when pupils are evaluating, critiquing, or refining ideas. In all cases,
expectations should be made explicit to pupils.

The PICRAT framework (Kimmons et al., 2020) offers a useful lens for evaluating the use of GenAl.
Al can be used in passive ways, where pupils accept outputs without engagement, or in interactive,
creative ways, where pupils question, refine, and build on Al-generated responses. Similarly, Al can
replace thinking or amplify and transform learning by supporting feedback, evaluation, and
iteration. At BCS, effective use of Al is characterised by approaches that maintain cognitive
engagement and extend learning, rather than reduce it.

Teachers play a central role in ensuring that the use of GenAl enhances learning. This includes
modelling appropriate use, teaching pupils to evaluate outputs critically, and designing tasks that
require thinking, reasoning, and originality. The use of GenAl must remain under the teacher's
professional oversight and align with school policies and expectations.

The use of Generative Al is introduced from Year 9 onwards, in line with school guidance. As pupils
develop greater independence, they are supported in using GenAl in ethical, critical, and
purposeful ways. While pupils in Years 7 and 8 are not permitted to use Generative Al tools, they
begin to learn about Artificial Intelligence within the Computing curriculum. This ensures that
pupils develop an understanding of how Al works, the expectations around its use, and its potential
impact on learning. In summary, Generative Al can support learning when used thoughtfully; its
effectiveness depends on maintaining a clear focus on cognitive engagement, critical thinking, and
academic integrity.

5.1 Al Usein Learning Tasks: The Traffic Light Model

Teachers should feel empowered to make professional decisions about where and how they use
GenAl to support and enhance learning. To ensure clarity and consistency, BCS adopts a Traffic
Light model to guide the use of GenAl for Year 9 pupils and above across different learning contexts.
This model recognises that the appropriateness of GenAl depends on the task's purpose and the
nature of the learning.

Red - GenAl Not Permitted
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There are contexts in which using Al would undermine the validity of learning or assessment. In
these situations, pupils must engage directly in the cognitive processes required to develop
understanding. This includes formal assessments, examinations, and tasks designed to evaluate
independent thinking or to acquire new knowledge. In such contexts, the use of GenAl is not
appropriate, as it risks replacing the effortful thinking that underpins learning. The use of GenAl by
a pupil when GenAl is specifically not allowed will be treated as a misuse of technology and
academic dishonesty and teachers should follow the steps highlighted in the behaviour
management policy and the academic integrity policy.

Amber - Limited GenAl Use with Teacher Direction

In many learning contexts, GenAl can be used in a limited and purposeful way to support learning,
provided that pupils remain the primary agents of thinking. In these cases, GenAl may be used to
support processes such as planning, clarification, or feedback. For example, pupils might use GenAl
to generate practice questions, receive feedback on drafts, or clarify aspects of their understanding.
The role of GenAl in these contexts is to support refinement and improvement, rather than to
generate final responses.

Green - GenAl Integrated into Learning

There are also contexts in which GenAl can be more fully integrated into the learning process,
particularly where the focus is on evaluation, critique, and iteration. In these cases, pupils engage
with GenAl outputs as objects of analysis, questioning their accuracy, identifying limitations, and
improving upon them. This type of use supports higher-order thinking, including evaluation and
metacognition, which are central to deep learning (Mayer, 2021).

In all cases, expectations for Al use should be made explicit to pupils. Teachers must ensure that
GenAl use aligns with the task's purpose and that pupils remain cognitively engaged in the learning
process.

6. Managing Technology in the Learning Environment

The Senior School operates within a 1:1 device environment, where each pupil has access to a
personal MacBook. This provides significant opportunities for learning, including access to
resources, collaboration, and the use of subject-specific tools. However, it also presents
challenges, particularly regarding attention, distraction, and the risk of technology being used
without a clear purpose.

In this context, technology must be managed carefully. The availability of a device does not imply

that it should be used continuously. Rather, its use should be driven by learning, with clear
decisions on when technology is appropriate and when non-digital approaches are more effective.
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Teachers play a central role in establishing this balance. They are responsible for setting clear
expectations for when devices are used, when they are not required, and how they support
learning. At key points in a lesson, particularly during explanation, questioning, and discussion, it
may be appropriate for devices to be closed to ensure that pupils are fully focused on the learning.

A balanced approach to digital learning is essential. While technology can support collaboration,
feedback, and creativity, it should sit alongside, rather than replace, other forms of learning.
Discussion, writing, practical work, and direct interaction remain central to effective teaching. The
aim is not to maximise screen time, but to use technology to enhance learning.

The use of technology should also reflect the nature of the subject. Different disciplines require
different approaches, and teachers should use their professional judgement to determine how
technology best supports learning within their subject area.

As pupils progress through the Senior School, they are expected to develop increasing
independence in their use of technology. This includes managing their attention, making
appropriate decisions about when to use digital tools, and using technology to support their
learning.

7. Professional Responsibilities

The effective use of technology in teaching and learning is a matter of professional judgement. At
Brighton College (Singapore), teachers are trusted to make informed decisions about when and
how to use digital tools, guided by the principles set out in this policy.

Teachers are expected to use technology to enhance learning, support thinking, and maintain
academic rigour. This includes selecting appropriate tools, designing tasks that require cognitive
engagement, and ensuring that technology is used with a clear purpose. The presence of
technology should never diminish the quality of teaching or reduce opportunities for pupils to think
deeply about their learning.

The PICRAT framework provides a shared professional model to support these decisions. Teachers
are expected to use this framework to evaluate the impact of technology on learning, ensuring that
digital tools are used in ways that are interactive, creative, and, where appropriate, transformative.

The use of Generative Al requires professional oversight. Teachers are responsible for ensuring that
its use aligns with our Al policy and supports learning rather than replacing it. This includes setting
clear expectations for pupils, modelling appropriate and ethical use, and designing tasks that
promote critical thinking and maintain academic integrity.
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Professional development plays a key role in supporting effective digital practice. Teachers are
expected to engage in training and professional learning to deepen their understanding of digital
pedagogy, including GenAl and Digital Citizenship. The College will provide ongoing support,
including guidance, training, and opportunities to share effective practice across departments.

All digital practices are underpinned by robust safeguarding principles, including age-appropriate
access, active supervision, data protection, and explicit teaching of safe and responsible online
behaviour. If any member of staff has a safeguarding concern linked to a pupil’s online activity or
digital device use, this must be reported without delay to the Designated Safeguarding Lead (DSL)
or a member of the Safeguarding Team, in line with school procedures.

The expectations set out in this policy form part of the College’s approach to teaching and learning.
They are reflected in professional dialogue, lesson observation, and review processes, and are
intended to support continuous improvement in practice.

The following principles summarise the school’s expectations for professional practice:

e Technology is used deliberately and with a clear purpose, guided by the PICRAT framework.

e Teachers model focused, responsible, and ethical use of technology.

e Learningtasks are designed to require active thinking and cognitive engagement.

e Teachers must maintain clear oversight of technology use, including GenAl, during device-
based learning activities.

e Staff engage in ongoing professional learning and contribute to the sharing of effective
practice.

e During teacher-led instruction, pupils must close laptops to ensure full attention is given to
teaching and discussion.

e Headphones may be used only when explicitly directed by the teacher for a specific listening
task.

e All homework must be recorded online in Teams to support pupils in managing their digital
diaries effectively.

e Asaguidingprinciple, digital and non-digital approaches should be balanced, with technology
used where it demonstrably enhances learning rather than as the default. The except is when
the digital device or platform is the primary point of learning (e.g. Programming in Computer
Science or CAD Design in DT).

8. Evaluating Impact and Practice

The impact of this policy on teaching and learning will be evaluated as part of the school’s wider
approach to professional practice. The focus is on understanding how technology is used within
the classroom and the extent to which it supports thinking, engagement, and learning. Evaluation
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will focus on the quality of digital learning rather than the frequency of technology use. Attention
will be given to whether technology supports cognitive engagement, effective feedback, and
meaningful learning experiences, in line with the principles outlined in this policy.

Evidence will be drawn from a range of sources, including lesson observation, professional
dialogue, pupil voice, and assessment outcomes. This evidence will inform reflection and
discussion, supporting teachers in refining and developing their practice. The evaluation of digital
learning is intended to be developmental. The aim is to support high-quality teaching, encourage
professional reflection, and share effective practice across the school. It is not intended as a
measure of compliance but as part of an ongoing improvement process.

The policy will be reviewed periodically to reflect developments in research, changes in technology,
and evolving practice within the College. In particular, the rapid development of Generative Al will
require ongoing consideration to ensure that its use continues to support learning, critical thinking,
and academic integrity.
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