M7X02151 – School Development and Pupil Progress
‘Supporting pupil progress: a detailed analysis of one child’s holistic development, with justification for the next steps in learning’.
The following assignment is based on research undertaken during PTE2 placement.  It will include an anonymised description of the research context and the focus child. This will be followed by an outline of the data collection methods used, including any ethical considerations. The data will be summarised, acknowledging the potential gaps or limitations identified. Next steps will be recommended, linked to research evidence and professional practice. The research tools and data produced will be evaluated, followed by reflection regarding what has been learnt.
The school in which the research took place will be referred to as School X. The school is situated in a large town in Wales and currently has three hundred pupils on roll. The average number of pupils eligible for free school meals is currently 5%, below the national average of 18%.  The school identifies 13% of pupils as having additional learning needs, below the national average of 21%. 
The focus child was chosen through discussion with the class teacher and will be referred to as ‘Child A’ throughout the research. The class teacher expressed that there are no concerns regarding progress and no specific additional learning needs associated with the child. Child A is a Year 1 pupil in a mixed Year 1/2 class of 31 children. Child A is set in middle ability groups for Numeracy and Literacy. All participants in this research will remain anonymous in line with the guidelines set out in paragraph 40 of BERA (2018). Thus, recognising the entitlement of both institutions and individual participants to privacy and considering Article 16 of the United Nations Convention on the Rights of the Child (UNCRC, 1990).
[bookmark: _Hlk10117678]The data collection methods used for this research adopt principles from within the ‘Mosaic Approach’ (Clark and Moss, 2001). This is an integrated approach which combines several methods of data collection which are not reliant on the written word or extensive verbal communications skills (Clark, 2007). Therefore, making this a suitable approach to use with younger children. The approach encourages practitioners to listen to and respond to pupil voice and the child’s perception of themselves as learners (Clark, 2007). Historically, there have been some barriers regarding acknowledgement of young children’s opinions and views (Clark and Moss 2001). However, there has been a shift in this viewpoint with children’s opinions and beliefs increasingly featuring in academic research towards the end of the last century (Greenfield, 2011). It is now recognised that involving pupils in research is important (UNCRC, 1990). This is reflected in curriculum reform documents (Donaldson, 2015) and the Welsh Governments view that all children in Wales should be given the opportunity to participate in decision-making regarding their education (WAG, 2011).
The approach is reflective of social constructivist theory (Vygotsky, 1978; Bruner,1985; Bronfenbrenner 1994), ‘in which children play and active role in searching for meaning’ (Clark, 2007.p76). The data collection and analysis will incorporate key aspects of Nottingham’s (2013) ASK model, which places value on the importance of developing; attitudes, skills and knowledge throughout a child’s education. 
The four key principles involved in the mosaic approach are, children are viewed as; experts in their own lives, skilled communicators, right holders and meaning makers. This is demonstrated through three interlinked stages (Greenfeild,2011). At stage one the researcher allows the child to explore and offer their own perspectives (Clark and Moss, 2001). For the purpose of this research this will involve the following methods of data collection; photographs (taken by the child), observations and mapping. The child will be asked to take photographs of areas in the school setting which they identify as important to them and their learning. Clark (2007) suggests that by asking children to take photographs researchers allow the child to demonstrate their viewpoint in a way other medium may not. However, caution is advised as photographs alone are open to interpretation and it is important that researchers collaborate with children regarding the images, they produce to gain a good interpretation of meaning (Richards 2009).
A written, unstructured method of observation will be used this style of observation is referred to as ‘free description’ (Thomas and Lewis, 2016, p.111).  Unstructured recording is a good way of carrying out spontaneous observations, which occur as the result of something unplanned. However, these observations can be difficult to evaluate, as notes jotted down in the moment may be difficult to decipher when later referred to and are open to interpretation by the observer (Sharman, Cross & Vennis, 2004). 
Including maps is a useful when of interpreting meaning when working with of young children as it does not rely on written or spoken words, providing flexibility and creativity (Clark and Moss, 2011). Although, due to time constraints, the maps used in this research were produced for the child, they were used in conjunction with the photographs allowing the child to express opinions. The possible limitations here are that young children may find it difficult to view their environment from a two-dimensional viewpoint (Clark and Moss, 2011). Using examples of the focus child work can help to identify gaps or difficulties the child is experiencing in specific areas or skills. However, this can only be viewed in the context in which the work has been produced and may not be a true reflection of the Childs holistic ability. 
The data generated will for the most part produce qualitative information. Qualitative information gathered about individual learners is the most helpful and meaningful form of assessment for the child themselves. It is also recognised as the most supportive type of assessment for teachers regarding informing next steps (WAG 2010). This style of research allows for comprehensive and thorough data collection). However, it is important to acknowledge that the amount of data generated can become unwieldy, which could lead to important aspects being missed (Sharman, Cross, & Vennis,2004).
Stage two, involves a process of discussion; the adult and child interpret the meaning of the information gathered through child conferencing, teacher interview and examples of work. Due to the short time frame surrounding this research recent data inputted on the class data recording software: Incerts: Assessment Foundation (2018) will also be used as a point of reference. However, it is recognised that this type of quantitative data is not generally used during Mosaic approach. Research shows that interviews can give practitioners insights into children lives (Dupree, Bertram & Pascal, 2001). The pedagogical principles here echo those seen in Reggio Emilia approach, where the teacher, child and parent reflect on practical experiences together in a collaborative way to enhance learning (Thornton & Burton 2010). The importance of reflection and collaboration is also evident in current foundation phase documentation such as (WAG(a) 2008) and curriculum reform documentation (Donaldson 2015).
Stage three involves children and adults discussing what could change or stay the same as a result of the information collated (Clark 2007). During this research specific areas for progression are identified followed by suggested next steps for the child. Next steps will be identified based on research and studies undertaken into the effectiveness of any specific learning and educational approaches identified and implemented. 
Throughout the research ethical considerations have been made to ensure that all those involved are treated fairly and with respect. Documentation including; UNCRC (2018), EWC (2016- 2019), BERA (2018) and UWTSD (2017-2020) guidelines have been used. The recommendations within these documents will be adhered to thereby ensuring the child’s wellbeing is paramount throughout the research. Ongoing assent from Child A will be sought throughout the research period and intentions will be made clear and understandable. Following discussion with the school mentor, it was found that the general consent form signed by parents provides parental consent for student research. A consent letter has been signed by the mentor and included for reference (appendix 1). While it is recognised that no single research tool will answer the research question in full, it is felt that the methods included would be the most effective.
It was noticed that Child A did not take any photographs of areas or resources relating to maths (appendix 2). When asked about this during child conferencing Child A stated that she ‘does not like doing numbers’ (appendix 3). Furthermore, Child A indicated on the map of classroom areas that she did not like the maths area (appendix 4).  The data and analysis suggest that Child A has a negative attitude towards maths and her abilities in this area. Haylock and Manning (2014) suggest that negative attitudes towards maths, from the teacher or the child, will have a negative impact on ability and attainment regarding maths. During interview the class teacher suggested that Child A finds Maths a challenge and that her skills in this area are slightly less developed than her language skills (appendix 5). This is contradictory to the Incerts data which suggests Child A is achieving higher outcomes in maths than literacy (Appendix 6). It is possible that the teachers view maybe bias as Child A presents a negative attitude towards maths. This could be observed as her having limited skills and knowledge in the area. Research shows that attitude, values, self-belief and relationships, as well as skills and strategies are all important elements within the learning process (Claxton, 2002 and Nottingham, 2013). 
The child conferencing (appendix 3) also suggests that Child A only relates maths to the focus tasks that she completes in class at the table. She does not appear to relate maths to play or to the resources used in continuous and enhanced provision, which she enjoys. This could be contributing to Child A’s negative attitudes towards maths. Haylock and Manning (2014) state that practical resources and activities improve children’s understanding of maths, allowing them to use mathematical ideas with confidence. Additionally, Hudson & Henderson (2015) state that using real-life mathematics in the everyday teaching engages and develops mathematical thinking. Furthermore, research shows that play is highly motivational and can be used to promote maths and develop positive dispositions for life (McGrath, 2010). Child A appears to associate the word ‘maths’ with focus tasks involving worksheet type activities and writing numbers. This is not to say that these are the only maths activities the child experiences. In fact, she appears to be able to complete similar practical activities with little difficulty (appendix 8). The examples of work collected show that the Child A experiences difficulties with number orientation and recording answers (appendix 7). McGarth (2010) states that if children are asked to record numerically before they are ready, they will consistently record incorrectly. Furthermore, when children are ready to record, they will seek opportunity and correct numerical formation should be supported. During child conferencing Child A states that she finds maths difficult and that other children within her group finish tasks before her (appendix 3). Child A stated that she did not work with her friends for maths. Seeing her peers complete the activity quicker than her and returning to continuous provision may be a contributing factor to why she expresses a dislike of maths. This is reflective of the teacher interview (appendix 5) where it was stated that although Child A will happily come to the table to complete focus activities, she prefers to use the continuous and enhanced provision where she can work alongside her chosen peers. Child A is set in the middle ability group for maths, however the children which she identified as friends (appendix 3) are in the higher ability group. Being set on ability may be contributing to Child A’s negative attitude towards maths and may also have a negative impact on her emotional and social wellbeing. Boaler (2009) states that there can be negative consequences associated with setting children into ability groups. This is future supported by research undertaken by Third International Maths and Science Study (TIMS) stated that Korea, the highest achieving country in maths, had the least incidents of mixed ability grouping.
Two of the photos taken featured reading areas (appendix 2), Child A also identified the reading corner as an area she liked on the classroom map (appendix 4). During conferencing, Child A expressed an interest in books and enjoyment of reading, she also stated that she did not have many books at home (appendix 3). Child A does not always read her school reading books at home and often forgets to bring them in on her reading day. This suggests that she may not be receiving much support and encouragement at home regarding reading. When reading in class Child A attempts to sound out words phonetically but does not always appear to have sufficient knowledge to achieve this, she recognises a limited amount of high frequency words by sight, this is reflective of Reception/ Year 1 aspects highlighted for reading (Foundation Phase Framework 2015). This is significant as she currently only reads with an adult once a week in school. If reading isn’t modelled children will be less likely to read themselves. This is reflective of Albert Bandura’s (1977) ‘Social Learning Theory’ which suggests that children imitate the behaviours modelled by adults around them. Merga (2017) acknowledge that children who are read to frequently benefit across several areas of learning, development and attainment. However, reading is modelled during Storytime in class. Child A always appears to be engaged and listens attentively to the stories read (appendix 9). The overall data suggests that Child A has a positive attitude towards reading, however there are limitations regarding the amount of time she spends reading, the availability of reading materials and gaps in her early literacy skill. 
Wellbeing in education is a broad term covering aspects such as; physical, social, emotional, mental and spiritual welfare (WAG (a) 2008). The class teacher stated that Child A appears happy and well-adjusted within the class and has a good friendship circle often extending her play to other pupils within the class (appendix 5). An observation during playtime further supported this view (appendix 10). The photographs and child conferencing also show that Child A enjoys spending time outside. There are clear links between time spent outdoors and physical, mental health and learning (WAG(a)2008). The introduction of the Foundation Phase in Wales has placed a greater emphasis on the use of the outdoor environment in an aim to promote discovery and independence (Estyn 2017). It is important that outdoor areas in the foundation phase are actively used to promote learning. This is very different to taking and inside activity outside (WAG, 2009). Currently there are limited opportunities for Child A to access learning activities outside. Child A’s wellbeing could be improved by offering more opportunities to experience learning in an outdoor environment. Furthermore, this could also be used to promote a positive attitude towards mathematical tasks, mentioned previously.
Child A did not take a photo of the arts and crafts area in class. However, through observation it was noted that when given the opportunity to use the continuous provision she would often visit this area first. When asked during child conferencing if she enjoyed playing in this area, she said that she did but only when there was good stuff there (appendix 3). When asked what good stuff was, she replied like the nice pretty straws to cut up. Child A was also observed during a recent lesson where the children where recreating art in the style of Monet. Child A engaged with the activity and appeared to enjoy the experience. During child conferencing when asked about the arts and crafts area Child A stated that she like painting and expressed that she would like more opportunity to use paint. Creative development is a key area within the Foundation phase curriculum and as such children should be offered the opportunity to engage in activities which promote and enhance such development of their creative ideas across in areas of learning (WAG (b)2008)
Child A was observed during an ICT lesson (appendix 11). During the introduction to the lesson the children were asked to join in a class game of guess who. The game ran along the same lines as the board game and the children were asked to compose questions which required yes/no answers. They then responded to the questions by staying standing or sitting down. Child A struggled to think of a question and was observed to look for cues from her peers as to when to sit down. During the second part of the lesson, which focussed on creating a branching database on the laptops, Child A was observed to take on a different role within her peer group. She immediately took over and although she usually takes a back seat in paired activities on this occasion, she took the lead. However, when it came to compose and typing questions Child A sort the support of her peer. Child A was proficient in her use of the iPad and produced a working branching data base (appendix 12). During child conferencing Child A stated that she enjoys using the iPad at home to play games. The data collected suggests that Child A is confident in her abilities when using an iPad. Her language skills were not advanced enough to allow her to create the questions independently. However, because she was paired with a peer who was able to do this, she did not need to seek the support of the teacher. This evidence is reflective of data generated in other areas, and reflects the holistic, interlinking nature or learning. 
The data analysis suggests that Child A has a negative attitude towards maths. McGrath (2010) states that children need a positive attitude towards maths in order to reach their potential. Child A appears to associate maths with focus group activities, where the emphasis is often on completing worksheets. It is therefore important that Child A recognises maths is also taught in other contexts which she enjoys. For example, when completing a practical maths activity such as weight using nonstandard forms of measure, cooking or roleplaying shops the teacher could explain to children that they are learning a maths skill. Learning through practical activities is seen as good practice and can be seen in schools where children are encouraged to develop many skills through experiences in a real-life context (Estyn,2018). If this is done consistently then the child A will begin to associate maths with practical activities and continuous provision, she is accessing. It is recognised that there are sometimes limitations regarding providing practical activities if resources are limited. However, everyday items can often be used to demonstrate learning practically. Introducing more practical activities and limiting the use of worksheets may be more appropriate to learning needs of the child. Examples of work (appendix 7) show difficulty with orientating and forming numbers. McGrath (2010) suggests that it is better to wait for other skills to be in position before focusing on writing numbers. As Child A demonstrates the fine motor skills required for letter formation opportunities to practise these skills will be provided through sensory based activities and adding story association and practical activities such as traffic light cards (McGrath 2010).
Child A expressed that she felt that her peers finished before her and that when she worked on maths tasks, she was not with her friends. Children’s attitudes to learning are affected by their feelings (WAG 2008). McGrath (2010) states that children should be provided with the opportunity to learn from each other through paired work and mixed ability grouping. This is further substantiated ‘social constructivist theories’, which recognise the importance of learning from others. Bruner (1960) suggested that children’s learning should be scaffolded initially through the support of others. Vygotsky (1978) culture of learning discussed social interactions in learning, highlighting the importance of learning from knowledgeable others. Therefore, providing Child A with opportunities to learn from knowledgeable peers could improve her attitude towards learning within the focused task context.  Higher levels of understanding may be attained from learning from her more knowledgeable peers and confidence gained from supporting her less able peers. Furthermore, if she was to be given more opportunity to work as a pair, then both children would complete their work at the same time, and this may lessen Childs A feelings of being left behind. Hattie (2012) describes how students in lower ability groups regularly underestimate their achievement and lose confidence, which can lead to reluctance to take on more challenging tasks. There is, however, some evidence which suggests that ability grouping can be beneficial. The ‘Educational Endowment Foundation’(EEF) suggests that attainment setting can provide an average benefit of three months’ additional progress (EEF, 2018). However, this relates to attainment rather than ability, there also appears to be less benefit for lower attaining pupils than their higher achieving peers. Contradictory research, also from the ‘EEF’, suggests it likely that setting and streaming arrangements can damage confidence and discourage the belief that improvement can be made through effort (EEF, 2017).
The data collected suggest that Child A enjoys books however her reading skills are limited. A comprehensive phonetical awareness is an important part of developing reading skills (Schaars, Segers and Verhoeven, 2017). It is therefore important that Child A is given opportunities to develop these skills. This could be achieved by assessing and developing her current knowledge using the letters and sound programme, used by the school. EFF (2018) states that many studies, reviews and meta-analyses have reliably found that the systematic teaching of phonics is beneficial. Furthermore, research indicates that teaching phonics is particularly beneficial for younger learners as they begin to read (Ofsted, 2010). However, possible disadvantages are that phonetically irregular words are not so easily decoded using only this approach (Wallace, 2009).
Child A does not appear to have many opportunities to read at home and only reads once a week with and adult in school. It is important that opportunities to read are presented to ensure that child continues to maintain a positive attitude towards reading. By allowing Child A to choose a book from the reading area to share with parents reading at home might be encouraged (Merga, 2017). The possible limitations are, Child A may not return the books, as she often forgets to bring her reading folder in. Further to this, studies show shared book reading on its own does not advance children’s early literacy skills (Phillips, Norris & Anderson, 2008). Currently Child A only reads once a week in school, by introducing a 30minute reading session each day the whole class would have more opportunities to read in school. Reading activities could include guided reading, paired reading and looking at other types of text such as magazines and newspapers as well as reading with an adult. Research suggests that regular focused reading sessions are a good way of developing children’s reading skills (Estyn 2007). 
The Department for Education and Skills (2005) states that children should be provided with opportunities to use outdoor areas as a crucial part of learning and personal development (DfES, 2005). This is also evident within the Foundation Phase Curriculum in Wales, where it is recognised that emphasis should be placed on using the outdoor environment as a resource for children’s learning (WAG(a)2008). Presently the outdoor provision is not used to its full potential to advance Child A’s learning. Child A could be provided with more opportunities to engage in continuous and enhanced learning activities outside as well as focused tasks. This could also be an effective way of showing her that maths can be done in other contexts. For example, when teaching capacity, the focus task would involve filling containers in the water tray as opposed to completing worksheets. Using the outdoors to promote learning and wellbeing is not a recent phoneme. Fredrich Froebel (1782-1852) developed the idea of using gardens to help children grow physically and intellectually. Future more, there are many case studies and research papers which provide evidence of the positive effect of being outdoors on wellbeing (Estyn, 2010). Introducing Forest School sessions to the class would also be a way of promoting wellbeing. Wellbeing is the underpinning principle of Forest School, which recognises the, social emotional and physical needs of the child (FSA, 2019). Accessing Forest School sessions would allow Child A time to develop practical, cognitive and social skills in an outdoor environment. The possible limitations associated with using the outdoor provision are that these areas are shared with other classes and are not joined to the classroom. It can sometimes be difficult to assess the learning that takes place as the children are often supervised by staff from other classes. However, these limitations would not be such during Forest school sessions as the children could use another area within the school grounds which is currently not being utilised.
Child A expressed an interest in art during the child conferencing. Foundation Phase Framework (2015) states that children should be offered a range of art and craft materials with which they can investigate and experiment. Child A should be able to access such materials daily, this could also be carried through to the outdoor provision. There are some practical limitations associated with this, the classroom does not have a sink. Using messy materials in class therefore requires a lot of preparation and time spent clearing away and washing hands. The school is also limited on the amount of resources it has. However, although a formal observation was not carried out, Child A was observed on one occasion painting the playhouse with a paint brush and water during one outdoor session. This type of activity did not have any cost implication and could be easily resourced. Therefore, demonstrating how opportunities to be creative outside could be provided through continuous provision.
Child A demonstrated good skills regarding ICT, and this is an area where she could actively lead others. Child A should be provided with more opportunities to engage with technology-based learning experiences (Estyn 2018). The Digital Competency Framework is a key element of the new curriculum in Wales (Donaldson 2015) and as such advocates that children should be provided with regular opportunities to use technology. However, the limitations associated with this are the schools lack of ICT equipment. There may be opportunity to develop these skills through sharing homework on a digital platform. Child A has access to digital devices at home and has demonstrated ability in this area. This may also be a good way of developing positive links between school and home, fostering positive links with parent can improve attainment (WG, 2019). During the lesson it was also highlighted that Child A found the question aspect of the process difficult (appendix 11). The ASK model suggests that intellectual skills such as the ability to ask relevant questions is required to enable children to learn how to learn (Nottingham,2013). Generating, modelling and giving thoughtful responses to questions creates a classroom culture that enables deep thinking (Black and William, 1998). Child A should be encouraged to develop these skills through all aspects learning by engendering a more collaborative language environment whereby the children are encouraged to generate discussions and listen to others (WAG,2010). This could be developed by introducing philosophy type sessions and more oracy focused activities within the class. This has been seen in practice as a good way of developing questioning and deeper thinking skills. 
The mosaic approach is a research tool which can help practitioners to create a complete picture of a child’s learning. However, there are some limitations associated with it. During this research the data was collected on one child and much time was dedicated to observing and talking to the focus child. It is unclear how this level of data collection and analysis would be possible during usual classroom practice. The role of observer was difficult to maintain as teaching responsibility increased. 
The amount of data generated was vast and much time was spent determining what was significant. Subsequently not all the data could be included.  During the research period Child, A, was asked to take photographs. There was then a period of three days before the researcher sat with the child to discuss the photos. It was felt that this was too long a timeframe and some of the information regarding, why the photos were so relevant to the child might have faded. If the research were to be repeated this period would be shortened. Furthermore, it would have be interesting to have taken photos on different days to see if the Childs perceptions changed due to physical, emotional or environmental factors.
Using the Mosaic approach allows the researcher to focus closely on the individual child, and thereby critically reflect on specific learning intentions.  The approach was therefore an effective tool when looking at the holistic development and learning needs of the child.
The data generated demonstrated that there are clear interweaving aspects involved with learning and development. Many of the gaps identified were interlinked highlighting the importance of scaffolding pupils learning.  The next steps highlighted how several areas of learning could be enhanced through one intervention. This may not have been noticed if a more prescribed research tool had been used. This demonstrates the importance of cross curricula working and will be helpful to the researcher in future practice. 
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Appendices
Appendix 1 – Consent Form 
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Appendix 2 – Child A’s Photographs 
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[image: ]Figure 2 - Role Play/Shop






[image: ]Figure 3 - Cloakroom
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[image: ]Figure 5 - Water tray 








[image: ]Figure 6 - Writing bench








[image: ]Figure 7 -Outdoor classroom
















[image: ]Figure 8 - Obstacle Course 1








[image: ]Figure 9 - Obstacle Course 2






[image: ]Figure 10 – Obstacle Course 3







Figure 11 – Obstacle Course 4
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Figure 12 – Reading Area/ Imagination Station
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Figure 13 – Construction Area/ Imagination Station
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Appendix 3: Child Conferencing 
Child Conferencing Transcript:  
During the conferencing I laid out the photos on the table. 
What can you tell me about your photos? 
This is the book corner I like it.  
Can you tell me why you took this photo? 
I like it, I like this book corner and this one. 
What do you like to do in the book corner? 
I like reading the books and looking at pictures in books. That’s why I like it.  I like it when I read to Mrs *** in class then I change my books.
Do you like reading books at home too? 
Not much. I don’t have books much I like the iPad and play games on Mammy’s phone and play with my dog in the garden. 
You took lots of photo’s outside, can you tell me why? 
Yep, I like that one and that one (points to the obstacle course) It’s more fun we run and climb and play.  
Do you like playing with your friends outside? 
Yep. 
What things do you like doing in school? 
[points to photos] This. 
Can you tell me what that is?
Taking photos on the iPad. That was good.
There are no photos of the Maths challenge area! Do you like Maths? 
I don’t like doing maths that number, I’m in yellow for number. It’s hard, boring takes ages. 
I want to go and play when my friends are. My friends don’t work in Yellow. 
You took a photo of the shop. Do you like the shop? 
We play and it is a holiday shop now. 
You didn’t take a photo of the art and craft area; I’ve seen you there lots of times. Do you like playing there? 
That’s what I like sometimes like when the straws were there. I like the paint we don’t have paint much. It is good when the new stuff is in there, I think. 
 Who do you like to play with in school? Who are your friends?
[Child A identified 3 girls from within the class by name] …, I like all my friends and teachers
Appendix 4 – Map of Classroom [image: ]

Appendix 5 – Interview with Teacher
Appendix 3 – interview with class teacher
What does child A enjoy doing? Where does she like to spend her time?
A enjoys the social aspects of school. She enjoys spending time with her friends. She always appears happy to come and complete work at the table but prefers to work through the challenges in the continuous/ enhanced provision areas. 
Does Child A have a group of friends who she spends time with? Does child A prefer to play alone? Does child A play with different groups of friends? 
Yes, she has a small group which she prefers to play with. She is sociable and will play with others within the class too. She is easy to get along with and does not seem to get into conflict with the other children. Is more of a follower than a leader really, just goes along with things and appears to be happy with that. 
Where is Child A regarding her academic outcomes in Numeracy and Literacy?
She is working towards year 1 targets, but by the end of the term is predicted to be meeting Year 1 outcomes. She understands the skills for year 1 in literacy, spells some words phonetically. Reading level is about where she should be. I would say she is at the bottom of the middle ability group, but it’s a mixed Year group.
Are there any areas in which Child A excels?
She really is very sociable, her oracy skills are higher than her writing and reading skills.
Are there areas which Child A finds particularly difficult?
Numeracy, not particularly difficult but slightly less developed than her literacy skills I would say.
Are there any barriers to learning?
Home life has been disrupted as Mum and Dad have recently separated, however she seems to have coped with this well. I haven’t noticed any changes in her behaviour in school. She has a brother who is rather demanding I think and there have been a few issues there. Their homelife is unpredictable I think Mum and Dad have separated before and then got back together. She is free school meals. When she first came to school there were a few issues where she did not want to come and actively refused. Mum has said that she is very strong willed at home, even defiant. We don’t see that in school though. I don’t think there is much support with learning at home as homework is not returned, that sort of thing.





Appendix 6 – Incerts Data Maths 
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Appendix 7- Examples of Work Maths 
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Appendix 8 – Photo Practical Activity 
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Appendix 9 – Observation Storytime 
The children gathered on the carpet to listen to the story ‘Zog’.  Child A is sat close to the front. She is not wearing her glasses. T asks children if they know the book. Several children shouted out ‘yes’ Child A does not respond. Child A looks intently at the reader and appears happy, smiling at her friend next to her. The teacher begins to read the story and most of the pupils sit quietly. The teacher asks, ‘What is Zog?’ several children again shouted out ‘dragon’. Child A did not respond. The teacher stops leaving out the last word on the page and some of the pupils shout out the missing word, Child A did not shout out. The teacher continues to read and is interpreted by a boy who says, ‘this is a rhyming book all of Julia Donaldson’s books rhyme.’ Child A turns to look at the boy and smiles. The teacher continues to read the book asking questions throughout and waiting for the children’s responses. Child A does not answer the questions but remains engaged with the story. At the end the teacher asks, ‘Why did Zog go to dragon school?’ several pupils put their hands up to answer Child A does not. Teacher picks a child to answer the question. She answers, ‘To learn new things.’ Child A again looks towards the child answering and smiles.
Following the story X asked child A what her favourite part was? Child A answered, ‘All of it.’
Appendix 10 –Observation Tracking Playtime[image: ]

Appendix 11 – Observation Branching 
Observation: ICT Branching Lesson
During the introduction to the lesson the children were asked to play the Guess who game.
[bookmark: _GoBack] [Play Guess Who - Ask all of the children in the class to stand. The teacher should choose one of the pupils in the class without saying who he / she has chosen. One of the pupils must ask the teacher a 'Yes / No' questions about the person who has been chosen (e.g. do they have blonde hair? are they a boy?). Children who don't match the description should sit down (i.e. if a child asks, "Are they a boy?" and the teacher replies "Yes", the girls don't match the description and so should sit down). As more questions are asked, the pupils should be able to identify which pupil has been chosen. This is an enjoyable starting activity which encourages children to phrase their questions carefully. Who can identify the chosen person in the lowest number of guesses?]
Child A is observed during this time and it is noted that she does not put her hand up to ask a question. A child ask does the person have a red t-shirt on. I reply no. Child a appears confused and goes to sit down, her friend next to her pulls her back up and says no you haven’t got a red t-shirt on. Most of the children in the class appear to understand the rules and offer some suggestions for questions. Mainly the questions are about colour. Child A is left at the end with on another girl. Another child in the class asks Does the person have a zip or buttons. I remind them that I can only answer yes or no and the child replies. Ok, does the person have a zip? I reply no and child A looks down at her dress and again goes to sit down the other children shout. You have a zip A you won. 
We then create a branching diagram on the whiteboard. The children offer suggestions and we produce the database as a class. I pick sticks out of a pot to determine who will make u the question. Child A’s name is not picked. She watches intently throughout. Next the children are paired to create branching maps on the laptops. Child A appears excited. She is working with a friend. Child A opens the laptop and turns it on. I give out the Hwb passwords and Child A looks to her friend. The girls try to enter the password. Child A is giving instruction, her friend is typing the password in. Child A comes to me and says her password doesn’t work. The girls try to enter it again. They do not use capital and mistake 0 for o. I help the girls and point out the error. When they are on Hwb Child A finds the branching software quickly and immediately starts the process. The girls discuss the question they want to ask and Child A’s friend types the sentence. The girls continue in this way with Child A in control of the mouse and her friend typing the suggested questions. The girls create a working branching database.
Appendix 12 – Example of Work Branching 
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RE: Primary PGCE student assignment: permission and confirmation that work has
been undertaken in school for assignment ‘School Development and Pupil Progress’,
Summer 2019

Dear class/senior mentor,

For the university module named above, trainees are required to identify one leamer within the class
in which they are based and, over the course of the Professional Teaching Experience, explore their
learning in detail. The evidence that they need to gather could include:
® observation;
o asking the leamer to identify places/things that help him/her learning;
o discussing what helps the pupil leam and how they feel about learning with the pupil and/or
teacher;
o collecting samples of work which might show something about the leamer’s progress and
development.
They are asked to focus on knowledge, attitude and skills in language, mathematics, wellbeing and at
Jeast two other arcas of the curriculum to gain an holistic picture of the child. They then suggest the
next steps for the leamer, and indicate how these will be achieved. Trainees are expected to undertake
this work independently whereever possible, and have been given ethical guidelines to follow
(although undertaking the work above would be in line with typical classroom practice). The trainees
have been asked not to reveal the identify of the leamer or the school within their assignment.
Students have been asked to
Seck permission for this work (by consulting with the class teacher and learner)
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