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Introduction

Within this assignment I will be focusing on the holistic development of a specific learner within the Primary School setting. Firstly, I will be discussing my data collection methods, I will then be conducting an analysis of the learner. This will then be followed up with recommendations of next steps to further develop the progress of the learner. This assignment will be based on a focus student encountered during my Professional Teaching Experience (PTE). My PTE took place within a placement school of which, along with the specific student, will remain anonymous to maintain confidentiality. This will be done by referring to the school as school X and referring to the specific pupil as E.

School X caters to around 450 pupils aged three to eleven, this includes approximately sixty part-time nursery pupils and 15 pupils attending the specialist teaching facility. The school is an urban school on the outskirts of Swansea and serves both an affluent area and area of deprivation with 23% of learners eligible for free school meals. During my PTE I was placed within a year 1 classroom with 30 pupils (16 male, 14 female). Additionally, I was supported by the class teacher and a teaching assistant. The daily classroom operations entail pupils participating in one focused task per day and spending the remainder of the day engaging in the continuous provision under the supervision of teaching assistants. The areas of continuous provision include a; creative area, investigation area, mark making area, reading area, small world area, ICT area, shop area and home area. Furthermore, pupils have access to the outdoor area which contains the following provision; construction area, sand area, water area and role play area. 

The aims of this assignment are to analyse the holistic development of an individual and offer next steps to continue the development of said learner. With these aims in mind the Mosaic Approach was selected as the method of data collection. The mosaic approach was first developed during a lesson study in order to include the ‘voice of the child’ in an evaluation of a multiagency network of services for children and families. The mosaic approach focuses around four main beliefs; young children are experts in their own lives, young children are skilful communicators, young children are rights holders and young children are meaning makers (Clarke & Moss, 2005). Through piecing together findings from observations, child conferencing, child-let tours and work sampling a picture or mosaic of E will be created. This picture will then be used to offer next steps in order to move E on in her holistic development with a focus upon literacy, numeracy and finally taking into account well-being.

Data Collection 

The mosaic approach was selected as it was considered the most appropriate approach to utilise in order to garner a deeper understanding of the holistic development of a specific individual. There are many methods of data collection which can be used to create the mosaic of the child. Within the scope of this study and considering the limitations encountered by the regulations of school x the selected methods were; observations, child conferencing, tours and work sampling. Furthermore, due to the focus on one specific child (E) the research used a case study design as case studies offer researchers opportunities to study a single example in-depth (Merriam, 1998). The specific detail of the data collection methods will now be discussed including the rationale behind selection and the strengths and limitations of these methodologies.

Choosing Participants; Gaining Consent
The site of study was determined by the site of placement for PTE. Therefore, the first step in gaining consent was to discuss the assignment and its aims with the class teacher and to gain advice on which child would be suitable as the focus of the assignment. Upon consultation with the class teacher E was chosen as the key participant due to their mix of abilities across the areas of learning. Furthermore, E was selected as it was considered important to select a participant of whom felt comfortable and confident in conversing with adults and demonstrated a willingness to discuss their points of view (UNICEF, 1989; BERA, 2004; Govil, 2013).

Due to the nature of the research it was determined by the University of Wales Trinity Saint David that consent from the class teacher would be sufficient and consent from the parents was not necessary. Therefore, a signed consent form was gained from the class teacher (appendix 1).


The Study
A key feature of this study was allowing the chose the way in which they participated to in order to ensure the participant had opportunities to express themselves in a way which they felt comfortable. This included E’s right to decline to participate. Furthermore, this method proved at times both difficult and inconvenient as E’s preferred methods of participation different from what I as a researcher had planned. However, limiting E’s means of expression would have detracted from the integrity of the research by increasing the occurrence of responses which only served to please the adult as opposed to E’s actual thinking (Mereweather & Fleet, 2014).

Data collection occurred over a period of four weeks with data being collected on a daily basis.

Gaining the Child’s Consent
Ongoing consent (assent) was sought from E throughout the duration of the research. The term assent refers to the unwritten agreement to participate which was gained from E and differs from the formal written consent gained from the class teacher (Govil, 2013). Verbal assent was gained from E throughout the data collection process, as opposed to on a one-off occasion (Govil, 2013). E was informed about the research from the outset and repeatedly re-informed throughout the data collection process and frequently questioned on their desire to continue to participate (UNICEF, 1989; BERA, 2004; Govil, 2013). Close attention was also payed to the behaviour and actions of E to in order to establish any non-verbal withdrawal of assent. For example, changes in body language or an obvious lack of interest within an activity were perceived as a withdrawal of assent. Furthermore, had E indirectly indicated a desire to withdraw from any element of the data collection, for example through other learners of the class teacher, this would have been considered a withdrawal of assent. Many researchers have obtained written consent from child participants, however, due to the nature of the research and the ongoing nature the decision was taken to obtain continuing assent from E (Dockett & Perry 2012; Harcourt & Conroy, 2005, 2011). Additionally, It is worthy of note that the omission of E’s details from the assignment was discussed and clarified with E in accordance to ethical guidelines (UNICEF, 1989; BERA, 2004; Govil, 2013).



Confidentiality
As mentioned within the introduction the names of the school and participant have been omitted to maintain confidentiality and anonymity. In accordance with the guidelines provided by BERA (2004) and UNICEF (1989). Any personal or identifying information will be omitted from this assignment. Furthermore, the school will be referred to as school X and the child will be referred to as simply E. 

Considering Power Relations
All work involving adults and children working cooperatively involve power imbalances (Mereweather & Fleet, 2014). As stated by Foucault (1987) all relationships regardless of purpose have imbalances of power. Within the research there was an acute awareness of the power imbalance which exists between adults and children and therefore measures were taken to minimise the imbalance. Firstly, I placed myself within the position of the learner. E was the knowledge holder and my role was to listen and learn as knowledge was imparted. Secondly, to give E more confidence and to ensure a feeling of supportiveness E was permitted to complete activities with a friend. Additionally, this ensured E did not feel as though anything was being missed out on as a result of participating in the research. Finally, all research activities took place with E’s preferred setting to ensure E felt comfortable and to encourage thinking. 

Participating and Observing
As stated by Merriam (2009) observation is a major tool for generating qualitative data. Furthermore, observation has been termed an important starting point for gaining the perspectives of children (Clarke & Moss, 2001; Anning & Edwards, 2006). Within the scope of this assignment a naturalistic observation method was adopted which allowed the observation of E within their natural environment (Holloway, 1997 & Cohen et al., 2013). These naturalistic observations occurred throughout the duration of the research and formed a large component of the mosaic. Naturalistic observations can occur through a variety of methods. Considering the learner and the aims of the assignment the decision was made to initially observe as an observer-as-participant with E aware of being observed. Merriam (2009) stated adults and children of whom are aware they are being observed are more likely to behave in socially acceptable ways. However, the role adopted of observer-as-participant allowed interaction and close observation of E but did not require full participation within activities therefore minimising the influence of my presence on E’s behaviour (Cohen et al., 2013). Interestingly, as the research progressed and due to the differing elements of the data collection observation as a participant-as-observer was also required. Although this method of observation may have influenced the behaviour of E it also allowed more accurate data as a deeper insight into the views of E were gained (Cohen et al., 2013). 

Interviews
Research which aims to explore the perspectives of children often avoids formal interviewing however, such interviewing has been found to provide valuable insights Clark, 2010a; Dockett & Perry, 2005; Smith & Duncan, 2005). Due to the evidence demonstrating the value of interviewing children interviews were carried out with E. However, upon referring to Clarke (2010) the decision was made to begin questioning with ‘tell me about…’. Clarke (2010) stated beginning questions with ‘why’ can often be off putting for younger children. Therefore, insights were gained by asking learners to tell me about: what helps them learn, what they enjoy about school, what they use in the classroom, what they don’t find helpful in the classroom and who they learn most from. E’s responses were then transcribed. It is worthy of note that the interviews were carried out in a location chosen by E as interviews are more successful when conducted in places of children’s choices or on the move (Clarke, 2010). 
 
Child-led Tours
Child-led tours are often implemented in research which uses the mosaic approach. During the research E was asked to lead a tour of the learning environment and questioned using the aforementioned question starter ‘tell me about…..’. Additionally, upon the recommendation of Clarke (2010) a map was created of the tour. This occurred as the tour unfolded and was annotated accordingly. 

Work Sampling
The final element of the data collection occurred in the form of collecting samples of E’s work. Upon collection of the work samples each sample was discussed with E to garner her opinions of the task and her feelings on the standards of work she had produced.


Analysis of Learner
Learning is a complicated process which involves the acquisition and modification of knowledge, skills, attitudes and behaviours (Schunk, 1996). With this in mind an analysis of will be undertaken of the learner’s holistic development with particular focus on the ASK model which focuses on attitudes, skills and knowledge (figure 1). In addition to analysing the holistic development of the learner against the ASK model there will be a focus on the development of the learner in terms of literacy and numeracy. It is worthy of note that there were many positive aspects of the learner observed during the research period however, due to the nature of the assignment the analysis will focus mainly on elements and aspects of the learner which stand out as having a detrimental effect on learning and development. 
[image: ]
Figure 1 – The ask model including the attributes associated with each element of attitude, knowledge and skill.

The first element of data collection consisted of a tour. During the tour E focussed mainly on the areas in which she frequents. Interestingly, when questioned regarding this she stated she only learnt in these areas of the school so there was no point in looking at the others (appendix 2). Additionally, E demonstrated enthusiasm regarding the outdoor area stating this area as her “favourite because she could run around and play without doing any writing”, suggesting E possesses a negative attitude towards the physical skill of writing and a detachment from the focus tasks which occur within the classroom.  Furthermore, this comment foreboded E’s later confessions regarding her dislike for literacy and literacy-based activities (appendix 3). Upon entering the classroom E placed a large focus on the writing area and the reading area, giving very specific information on the activities which take place there. Interestingly, E rarely mentioned reading and writing stating her preference for the writing area was down to her love of drawing and that she didn’t partake in any writing while in the area. Upon questioning E further stated that although there were writing tasks set up within the writing area she often ignored these as she knew she wasn’t very good at writing and spelling (appendix 2). Additionally, E stated she rarely read in the reading area and instead preferred to role play with the puppets which could be found in the area. E’s avoidance of reading and writing combined with her admittance of distaste for such activities can be seen within her written work and attitudes during focused tasks. E often becomes disengaged and lacks motivation during literacy focused tasks. Similarly, when considering the Literacy and numeracy framework and the implementation of literacy skills across the curriculum E demonstrated disengagement with most tasks which required some form of literacy skill. For example, when completing an activity to achieve skills within the Knowledge and Understanding of the World area of learning E demonstrated engagement within the practical element of the activity, however, during the written element of the task E became disengaged and produced a standard of work well below her capabilities (appendix 4).

Significantly, during observations of E both within focused task activities and engaging with the continuous provision E is very rarely seen interacting with other learners (appendix 5). E can often be found working and playing alone suggesting her social skills require development. According to Vygotsky (19962, 1978) E’s failure to work collaboratively limits her capacity to learn through social constructivism. Vygotsky’s (1962, 1978) governing hypothesis stated that the attaining and application of language transforms learner’s thinking and leads to the development of higher cognitive functions such as understanding, reasoning and thinking. Furthermore, Vygotsky stated language was not only a cultural tool but also a psychological tool for conducting psychological processes (Gray & Macblain, 2015; Howe & Mercer, 2007). This suggests E’s lack of social interaction may limit her procurement and application of knowledge thus limiting her ability to construct cognitive processes. Additionally, Vygotsky (1978) advocated social interaction formed the fundamental element of the developmental process, and that it is not singularly the individual of whom is constructing. The construction of attitudes, knowledge and skills for Vygotsky was not singularly based on concrete encounters with surroundings but contrastingly an inherently social activity. E further stated within the conferencing aspect of data collection that she preferred to work independently and often found other learners distract her from activities, an example of this independence was observed during a numeracy activity involving weighing items using non-standards measurements. Due to limited resources learners were required to work cooperatively and share resources including the non-standard units (bears), weighing scales and fruit which was being measured. E demonstrated a reluctance to share resources and became disengaged during the activity frequently requesting to work alone (appendix 5). Although E possessed the knowledge to complete the activity, her reluctance to work cooperatively with peers and lack of social skills caused disengagement and distress therefore making the activity challenging. Additionally, E stated her dislike for sharing resources with other class members. This statement proved interesting as many occasions had been observed within which E expected her peers to share resources with her and became distressed when this did not occur (appendix 5). This further indicates a lack of socialisation with peers and further suggest E’s lack of cooperation and collaborative learning with peers is resulting in a lack of development of attitudes towards learning, achievement, thinking skills and interpersonal and intergroup relations (Blumenfeld et al., 1996; Cartney & Rouse, 2006).

During questioning regarding friendships within the classroom and her preferred persons within the classroom E mainly referred to the practitioners including the class teacher, teaching assistant and myself. The naming of practitioners as E’s favored members of the class suggests E lacks self-motivation and depends largely on adults for motivation. Children often depend on being rewarded by others to supply them with a degree of motivation. However, most children are also able to self-motivate and often participate in activities because they find them rewarding and enjoyable (Muller & Dweck, 1998; Baker & Wigfield, 1999). Contrastingly, some children develop a need to complete activities singularly to gain the approval of adults. This can often lead to the avoidance of activities, a reduced sense of control and lower self-confidence (Muller & Dweck, 1998; Baker & Wigfield, 1999). Behaviour such as avoidance was demonstrated during a literacy activity within which E continually avoided the activity and frequently attempted to distract from the activity. Originally this avoidance was dealt with by asking E to focus and continue with her task. However, as this strategy was ineffective a strategy of praise was attempted. This garnered significant success with E responding positively to praise and producing a good standard of work (appendix 6). Furthermore, throughout subsequent focused tasks and activities praise was provided to E which continued to result in high standards of work and a positive response particularly during literacy activities within which E appeared less confident (appendix 7 and 8). This demonstrated E’s inability to self-motivate and reliance on adult motivation further suggesting through a lack of self-motivation that E gains little enjoyment from completing activities, particularly literacy activities (Muller & Dweck, 1998; Baker & Wigfield, 1999). Furthermore, this supports the suggestion that E possess poor social skills and finds it difficult to access her peers.

The research identified E’s confidence and competence in conversing with adults as well as her aforementioned obtaining of motivation from adults. However, the research also established her need to garner not only motivation but also attention from adults and her lack of self-regulation. Self-regulation refers to processes which to serve to regulate reactivity, particularly the processes of executive attention and effortful control (Rothbart et al., 2011). A key element of temperament has been identified as effortful control, defined as the ability to regulate behaviour and attention voluntarily (Rothbart & Rueda, 2005; Rothbart et al., 2011). Throughout the research E demonstrated a competence in regulating positive emotions and responses often demonstrating appropriate responses for each context and event. Conversely, E demonstrated an inability to exhibit effortful control in terms of negative emotions and responses and therefore her inability to self-regulate. For example, often during carpet time E demonstrated inappropriate behaviour and an inability to withhold emotion (appendix 5). Furthermore, E often became engaged in verbal and physical altercations with other class members due to her inability to self-regulate and thus frequently became distressed. E’s lack of self-regulation particularly in terms of negative responses may have significant effects on her learning as well as her interactions with peers (Flook et al., 2015). Research has stated that learns of whom struggle to self-regulate often gain less from educational settings than those with the ability to self-regulate (Pintrich, 2000; Winne, 2005; Zimmerman, 2008). Furthermore, a direct correlation has been found between self-regulation, academic success and peer interactions (Pintrich, 2000; Winne, 2005; Zimmerman, 2008; Flook et al., 2015).

[bookmark: _GoBack]In summary, the research has highlighted E’s knowledge particularly in the areas of numeracy and literacy. E’s attainment, or lack of attainment in particular areas is not affected negatively by her knowledge. Contrastingly, her attainment is negatively impacted by other elements of the ASK model particularly attitudes and skills. E demonstrates negative attitudes towards her peers and certain areas of learning, particularly literacy. Furthermore, E’s lack of skills particularly social, self-motivating and self-regulating skills negatively impact on her learning and attainment. Although E does not demonstrate particularly low attainment in neither literacy or numeracy obtaining outcome 4 (figure 2 & 3) for each area of learning (appendix 9) (Welsh Government, 2015).
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Figure 2. Foundation phase outcome 4 for literacy taken from the Foundation Phase Framework for Wales.
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Figure 3. Foundation phase outcome 4 for numeracy taken from the Foundation Phase Framework for Wales.


In summary, when using the ASK model to evaluate E’s holistic development it can be seen she possessed many positive attributes in all areas. However, it can also be seen that some areas require attention and development in order to move E on as a learner and in her learning. For example, E demonstrated positive attitudes, skill and knowledge towards the more creative aspects of her learning, often demonstrating enthusiasm for activities which focus on creative elements. Similarly, when considering her knowledge of other areas including literacy and numeracy E demonstrated and impressive wealth of knowledge. However, when considering E’s attitudes to areas particularly literacy she lacks positivity and often demonstrated a negative attitude towards such areas. Furthermore, E demonstrated a poor attitude towards her peers and often avoided social interaction suggesting E requires development of her social skills, self-motivation and self-regulation. E’s challenges regarding her peers, self-motivation and self-regulation lead one to conclude she suffers from a lack of well-being, however from observing E she is often happy and comfortable within he environment


Next Steps
Upon researching and analysing the development of a specific learner several areas for development have been identified. These areas include attitudes towards literacy, social skills, self-motivation and self-regulation. Within this section next steps will be discussed which will allow E to continue to develop as a learner and in her learning with aims to improve both her attainment and well-being.

In light of the data obtained, it could be suggested that E would benefit greatly from improving her social skills and attitudes towards her peers. As aforementioned within the analysis of the learner E’s lack of social skills and negative attitudes towards her peers are preventing E from learning through the social constructivist theory of learning. This theory depends largely on social interaction and Vygotsky (1978) stated that the processes of interaction which occur between the child and adults/peers at the intermental level form the foundation for processes which consequently occur within the child: discussion, interaction and argument. Vygotsky (1978) further stated that the processes then become internalised forming the basis for intramental reflection and logical reasoning. Therefore, learning and development are processes with occur both inter and intra mentally and are mediated by cultural tools (Mercer & Littleton, 2007). The lack of social skills demonstrated by E are resulting from the omission of learning through social constructivism. Furthermore, E’s lack of self-regulation, which is closely linked to a lack of positive interactions with peers may be limiting her opportunities for collaborative learning through social constructivism. I aim to improve E’s social interaction skills and self-regulatory skills through implementing mindfulness training with the classroom. 

Mindfulness specifically refers to the ability to focus on feelings, thoughts and perceptions that are constantly arising in a cognitively nonelaborative and emotionally reactionless way (Schonert-Reichl et al., 2015). Mindfulness training enhances cognitive functioning and attention by focusing awareness upon a specific object such as; breath, emotions, thoughts or external stimuli (Flook et al., 2015; Schonert-Reichl et al., 2015). The training centres upon detecting when the mind has drifted from its object of attention and refocusing attention upon the object. Additionally, such training has been found to increase participants self-regulation skills resulting in improved sustained attention, peer interaction and academic attainment (Lutz et al., 2008; MacLean et al., 2010; Flook et al., 2015; Schonert-Reichl et al., 2015). Furthermore, through the training of attention other qualities including kindness, care, empathy and compassion can be implicitly and explicitly cultivated, such social skills would greatly benefit not only E but also all members of the classroom environment (Lutz et al., 2008). Thus, partaking in mindfulness training may have positive impact on social behaviour and interaction as well as academic attainment (Davidson et al., 2012; Flook et al., 2015). Finally, research has demonstrated these positive changes resulting from mindfulness training occur after relatively short time periods and have been found to set participants on a positive trajectory for continual development (Flook et al., 2015).

Healthy functioning within academic and social contexts is largely dependent upon self-regulatory ability (Schonert-Reichl et al., 2015). As previously stated Self-regulation involves controlling reactions to thoughts, emotions and behaviour (Eisenberg et al., 2004; Spinrad et al., 2006). Several studies have indicated an association between cooperative learning and the development of cognitive, metacognitive and motivational skills in learners which in turn promote self-regulation (Fernandez-Rio et al., 2017). Furthermore, collaborative learning has been found to improve interpersonal skills and social interaction with peers as it causes students to support each other in learning as their own learning depends on that of others (Johnson & Johnson, 2014; Fernandez-Rio et al., 2017). It is with this in mind that the second recommendation of next steps for E is made. This recommendation is to encourage E to participate in collaborative learning alongside the new skills which will be developed using the mindfulness training. Within these collaborative groups social skills, self-regulation and self-motivation will be cultivated and encouraged.

Within collaborative learning groups the process of regulation can often be fluid. At any point regulation can shift from one individual acting as a leader and providing all knowledge to a more balanced situation that involves multiple individuals working together to share knowledge and leadership (Salonen et al., 2005; Fernandez-Rio et al., 2017). Worthy of note is the need for collaborative learning groups to remain cooperative. Within such groups there are individuals of whom adopt active roles and those of whom adopt passive roles (Menges and Svinicki, 1991). However, often the most active members of collaborative groups are not those with the appropriate skill, knowledge or attitude (Menges and Svinicki, 1991). Furthermore, research carried out by Tudge (1989) established peer interactions do not consistently lead to learner development and are often likely to lead to regression. When giving a collaborative learning group a problem to solve the likelihood of conflict is equally as probable as cooperation thus equally as likely to lead to regression (Tudge, 1989). However, it was argued by Johnson & Johnson (2014) that collaborative learning is a pedagogical approach capable of promoting academic attainment and individual wellbeing when learners are encouraged to work not only collaboratively but also most significantly, cooperatively. When implementing collaborative learning groups within the classroom setting care will be taken to group learners with individuals of whom challenge them intellectually but do not produce too high a level of conflict. Furthermore, the learners will undergo a rule making session within their learning groups to ensure learners work cooperatively and gain an immediate sense of ownership and responsibility regarding the success of their learning group.

Collaborative learning and its associated self-regulation skills have been strongly associated with self-efficacy (Schunk, 1990; Fernandez-Rio et al., 2017). This is of significance as self-efficacy is considered a motivational component which has a substantial influence on academic attainment (Fernandez-Rio et al., 2017). Moreover, cooperative learning groups have been found to not only impact individuals’ self-efficacy but also their perceived collective efficacy, thus further promoting positive attitudes and skills regarding other learners (Fernandez-Ballesteros et al., 2002) This further supports the decision to introduce collaborative learning groups into the classroom in order to develop the attitude, social skills, self-regulation and self-motivation of E, as well as other members of the classroom community.

In summary, two steps have been recommended in order to support the progression of E in her holistic and academic development; mindfulness training and the introduction of collaborative learning groups. Upon review both of these suggestions offer the means to not only address one of the several areas identified as hindering the development of E but tackle all of these areas simultaneously. Furthermore, the decision was made to limit the next steps for supporting development as the next steps were aimed to be achievable and sustainable. Also, the areas which required support are significant areas with which quick fixes would have been ineffective. The next steps were selected with the continual development of E in mind across not only the literacy and numeracy areas of learning but all areas of learning. 

Conclusion

In conclusion, the mosaic approach and ASK model allowed a deeper insight into the development of E and allowed the identification of several areas of which were considered to be detracting from the holistic development of E. These areas consisted of attitudes to learning, specifically attitudes towards literacy, social skills, self-motivation and self-regulation. Although E’s overall attainment was not poor (attaining outcome 4 in both numeracy and literacy) these areas were identified as negatively affecting development and attainment. Upon identification of these hinderances next steps where researched in order to ensure E’s progress and development. This research led to the identification of two appropriate interventions. Firstly, mindfulness training of which aimed to tackle E’s lack of self-regulation and social skills as well as her poor attitude towards elements of learning. Secondly, the creation of collaborative learning groups of which aimed to address E’s social skills, self-regulation, attitude and self-motivation. These interventions were chosen due to their effectiveness in other settings, their sustainability and the evidence demonstrating their effects as individuals continue within their academic journeys.
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Foundation Phase Outcome 4

Oracy - Chidren join in, repeat or memorise rhymes, songs and poems, use aliteration and
hyme to create their own. They blend and segment sounds in words. They lsten to other
speakers or simuli with growing attention, usually responding appropriately to complex
information and instructions and ask detailed questions to clarify understanding. They speak
dearly and audidly, conveying meaning to a range of lsteners. They use an increasing range
of appropriate vocabulary in play or structured activites, making themselves ciear by choosing
‘words defiberately and organising what they say. They talk to and respond to others during
shared activties and extend ideas or accounts on famillar topics by ncluding some detail. They
express opinions and explain processes, showing awareness of the needs of lsteners. They act
out el or make believe roles using appropriate language.

Reading - Children talk about simple text features and use them to identify content and link
visual features to written text. They retell events from narratives i the right order. They recall
information in texts, using personal exoeriences to support their understanding. They recognise
familiar words and use strategies to decode others, tracking print with their eyes and read
punctuation expressively

Writing - Children form upper- and lower-case letters which are usually clearl shaped and
correcty orentated. They use speling strategies to spelllonger consonant-vowel-consonant
and high-frequency words conventionaly and are developing their phonemic awareness. They
begin 1o use connectives and some ordering words when writing and use capital etters and ull
stops with some degree of consistency. They independently use written language for ifferent
purposes, following a form modelled by an adult, and can sequence content correcly. They
talkabout what they are going to wiite and use a simple plan to support and orgarise wiitng.
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Foundation Phase Outcome 4

Children recite numbers in simple sequences to 100, including different sarting points and
compare and order numbers to 20. They count up to 20 abjects, sometimes using small groups.
They read and wiite numbers to 20. They understand and describe how to partition numbers
elow 20 into tens and units. They recall halves and doubles up to 10 and recognise and
understand odd and even numbers up to 20. They can perform simple addition and subtraction
using their preferred strategy and mentaly recall one more" and ‘one less' of a number within
20, They make sensible estimates o larger groups of objects, and use estimation and checking
with calculations and measurements. They “pay’for ters up to 20p and find totals and give
change from 10p. They use non-standard units when measuring and use descriptive words
when descriing temperature. They use the concept of time in daily and weekly activiies and
use standard unis of time to read hours o a dock. They find halves in practica ituations and
recognise and name common regular 2D and 3D shapes and describe and experiment with
how they it together in their ply. They copy, describe and extend pattens including shape and
number. They can sort or match more than one crterion. They collect information by voting or
sorting and represent the total n pictures, objects or lsts and tables. They make whole and haf
twrns.




