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Introduction
Pupils having an input in their learning, and developing their independence has been a key feature of Foundation Phase practice since its introduction in 2010 where it was highlighted that “Children are supported in becoming confident, competent and independent thinkers and learners.” (Welsh Government, 2015, p9.) and that “the Foundation Phase environment should promote discovery and independence” (Welsh Government, 2015, p3.)
More recently in 2015, Professor Donaldson outlined the Four Core Purposes within his Successful Futures document, one of which emphasises that children and young people should develop as “enterprising, creative contributors who are ready to play a full part in life and work”. ( Donaldson, 2015, p29 )

Currently the consultation document for the New Curriculum for Wales continues this thinking with a diagram (Appendix A), showing how wider skills play a part across the whole of the curriculum, clearly featuring the skills of independence, the ability to generate ideas, and being able to identify opportunities. (Welsh Government, 2019)  
With exciting and historic changes happening in Welsh education, I felt, as Foundation Phase Leader, it was a pertinent time to reflect on our current practice. Over time I felt that regular, effective opportunities for pupils to offer ideas for their learning experiences had become inconsistent across the phase and I wanted to foster a new enthusiasm for how we provide for pupil voice and independent learning within our classrooms as well as assessing if the changes we implement have an impact on the pupil’s learning. 
Within this academic report, I will talk about the methods used to carry out the research, discuss the results of the research and reflect upon the question set out in the title of this report. 
Review 
The enhanced provision within a Foundation Phase classroom has always been and continues to be a key tool to provide pupils with a learning environment which fosters independence, creativity and a consolidation of skills. When exploring ideas on best practice in providing the enhanced provision, I discovered the Estyn definition of enhanced provision, which places a heavy focus on teachers being the ones that plan additions, add resources, pose questions and offer suggestions to the enhanced provision, with a small reference to child-led planning at the end of the definition. (Estyn, 2019)                  
Further exploration led me to the 2014 Welsh Government commissioned independent evaluation (led by WISERD), whose aims were to evaluate how well Foundation Phase was being implemented, what impact it has had, and ways in which it can be improved. The key findings of their three-year research indicated that “child choice and physically active, explorative, first-hand pedagogies were associated with high involvement and wellbeing.” (Waldron, et.al, 2014). However, despite this finding, it was observed during the research that “overall, 57% of teachers reported making considerable effort to involve children in their planning process. A further one fifth made some effort, and the rest made little or no effort.” (Waldron, et al, 2014)
Following reading, I reflected on the way we currently provide for the enhanced provision within our Foundation Phase and decided to meet with my team of teachers with the sole purpose of exploring the question, “How do we plan and deliver the enhanced provision within our Foundation Phase?” 
After a team discussion, it was apparent that there was no consistent direction in how the enhanced provision was being planned for. Some teachers would use their own ideas to plan and others would use a whole class mind map of ideas gathered from the pupils about a new topic or theme but these ideas had no direct relation to the areas of learning. I interpreted comments by the teachers to suggest that it was pointless doing challenges in the enhanced provision because children never did them anyway and all they wanted to do was their own thing. In addition to this, there was also comment made on the fact that the same children enjoy playing in the same areas and no matter how they intervene, the child will still play in their favourite area. This raised the question of how can we motivate the children to take ownership of their learning and access a range of provision?  
It was evident that as a staff we needed a boost in enthusiasm in order to look more positively on how we plan for and provide the enhanced provision. 
As a Foundation Phase team we value the opportunity to visit other classrooms, to learn from fellow professionals and to reflect on our own practice, so we regularly attend Meithrin evenings at schools across Swansea, Neath and Port Talbot. Methrin is an organisation, set up in 2013, especially for Foundation Phase practitioners, whose aims are;
· To share good Foundation Phase practice by visiting classrooms and talking to teachers in schools

· To promote the importance of Early Education

· To enable staff from different authorities to meet and develop networks

· To share expertise between agencies while raising awareness of current issues

(Meithrin, 2019) 

During a whole team PPA session, we reflected on the types of practice we had seen at Meithrin sessions, where the enhanced provision was successful in motivating children to try the challenges independently and access a variety of areas of learning. We recognised that the schools who enabled pupils to plan their own challenges explicitly for different areas of learning within the enhanced provision appeared to have more success in pupil motivation. We also recalled that schools who had a rich enhanced provision, the pupil-led planning was linked to a story within a wider topic or theme. 
This led our discussions to previous training with Cath Delve, founder of an organisation called Collective Learning, on the subject of “What makes effective continuous and enhanced provision?” The clear message from this training was that poor enhanced provision can result in children being “switched off” from learning, leading to less motivation and more distracted behaviour. This made us consider our previous thoughts about children in our class who we thought didn’t bother accessing challenges in the enhanced provision because they weren’t interested, but was it that we as teachers weren’t providing an enhanced provision that was rich enough or relevant to the children’s own ideas about what they want to learn? 
The training with Cath Delve made it clear that young children learn best when they make choices about their learning and that effective enhanced provision will enable children to make their own decisions and follow their own interests which in turn will foster motivation and independence.
As a team, we were now ready to create a plan for more consistency in approach to planning for the enhanced provision. We wanted to include our Rights Respecting mascot, Rhodri so we named the intervention “Rhodri’s Chilli Challenges”. We decided that we would use a story relating to the current topic or theme, and after reading the story to the class, we would ask the children to provide ideas of what challenges they want to include in the areas of learning relating to the story. This would vary depending on the year group. For example, Reception would work in small groups with the adult as a scribe for the ideas, in Year 1 it would be a whole class gathering of ideas, again with the adult as a scribe, and in Year 2 the children would work in mixed ability groups with one child as a scribe to write their ideas. These suggestions would generate challenges in the enhanced provision that could be completed by the pupils over a fortnight and then a new book would be presented and the process will start again. 
Systems will be put in place for children to monitor how many challenges they have completed, again these will look different in each class due to the differing ages of the children. As an incentive for completing challenges, the class can also decide on a reward on Fiesta Friday, such as go karts, extra time on the trim trail or a walk to the local park. 
We agreed that we would need to observe the engagement of children within the enhanced provision prior to implementation of new strategies in order to provide a baseline for our research.  After implementing the changes, we would then observe pupils after the first fortnight, and again after the second fortnight. We agreed we would be looking for the engagement of children in the enhanced provision, as well as how many different areas of learning were being used. 









Methods 

In order to collect purposeful observation data, I decided that we would use the Leuven Scale for Involvement.  The tool is a recognised observation tool developed by the Research Centre for Experiential Education at Leuven University, that measures both wellbeing and involvement. The five-point scale measures involvement levels from 1, being extremely low, to 5, being extremely high levels of involvement. Detailed information on each level can be found in Appendix B. For the purposes of our research, we chose to only use the involvement scale as an observation tool. 
Eight pupils from each class, from Reception to Year 2, were chosen at random. The purpose of the research question was not based on specific groups of children such as gender, ability, social inequity, but was broad enough to allow the children to be chosen at random. 
Children were observed during their free exploration of the enhanced provision. Teachers made note of what area of learning the child was playing in and judged what level of involvement they were displaying giving them a score of 1-5. The observations took place over afternoon sessions so that there were no disruptions from playtime or assemblies. 
Three observations were taken over a 5-week period. The first observations took place over a week prior to any implementation of new practice, the second observations took place two weeks later over the period of a week, after children had planned their challenges and had time to explore them, and the third observations took place over the period of a week another two weeks later after children had planned and explored a second set of challenges. 
In order to protect the identities of pupils and members of staff involved in the research project, guidance was take from the BERA Ethical Guidelines for Educational Research (BERA, 2018). In light of the guidance, no reference will be made to names of participants or any reference made to the name of the school. Any photographs used will be edited to hide identity and any video’s taken will be used as a transcript for the purposes of this report. 
In addition to this, consideration has also been taken of The General Data Protection Regulation (GDPR) and any research data will be fully anonymised. 




















Findings

I will focus my initial interpretation of the data by looking at the use of the enhanced provision by the children in each class during each observation periods. 
It is clear to see from the increase in percentages during each observation period as outlined in Table 1, that with the implementation of child initiated enhanced provision planning, the children have begun to access many more areas of learning.
The results during the initial observation period appear to suggest that children stayed within areas of learning that they were familiar with. To confirm this assumption, it was reported by the Year 1 teacher that during this period most children had one or two favourite areas of learning and were reluctant to move on and experience new activities. She also added that children appeared to be very reliant on adult intervention in order to move to a different area of learning. Within my own class, Year 2, during the first observation period, I noticed that children would, in most cases, want to return to the same area of learning day after day. In particular, one group of children were observed returning to an area they were in on the previous day in order to continue the play started the day before. This play didn’t appear to be monotonous to them because they were adapting and fine tuning the details to improve their scenarios. Ordinarily, I might look at these children and say to them that they need to move to a different area because they were there yesterday, because as a teacher, I feel the need for children to explore as many areas of learning as they can during the week. However, having given myself time to observe the play in my classroom more closely, it was hard to view this as a negative finding because the play observed was so sophisticated, language rich and therefore valuable. 
The Reception teacher felt that during the initial observation period, the children were not motivated and had no focus. This was observed in the types of play they were engaging with; transporting toys from one area to another and then not really doing anything with them, flitting momentarily into areas of learning but not staying long enough to undertake any play and using only the carpet area for rough and tumble play with no specific intent. 
	Class
	1st Observation period (pre-intervention)
	2nd Observation period (post-intervention)
	3rd observation period (post-intervention)

	Reception
	33%
	42%
	58%


	Year 1
	40%
	60%
	93%


	Year 1 / 2
	77%
	89%
	100%


	Year 2
	33%
	42%
	58%



Figure 1: Percentage of areas of learning used during observation periods 1-3 

I will now move on to look at how children scored on the Leuven Scale for involvement and consider whether their engagement increased over time after the intervention. It can be seen in Figure 2 that the percentage of children scoring a level 4 or 5, which would suggest high or extremely high levels of involvement, has increased from 0% during initial observations to 41% and 44% during the final observation. This could be interpreted as a positive indicator that when children are involved in planning their challenges for the enhanced provision, they become more motivated and engaged in what they are doing. 
The Year 1 teacher commented that by the third observation, children were excited to complete challenges and were eager to tick off their challenge sheet. The same teacher was also pleased to note that children were more open to playing and socialising with peers outside of their usual friendship group. She also recognised that although children were becoming more independent in moving around the areas of learning and ticking off their challenge sheets, the children benefitted from having an adult working within the enhanced provision to support children who may need encouragement or to extend learning through observing the children at play and intervening as necessary. 
The Reception teacher echoed this to some degree stating that as child initiated challenges were introduced, the class began to become calmer and children’s perseverance began to develop. However, she suggested that children of this age still needed considerable guidance and scaffolding to use the challenges. She also noted that there was still a sense of children just wanting to play in a less structured way, away from the challenges and to just explore the areas of learning as they wished alongside their peers. She went on to state that the valuable personal and social skills that children of this age are acquiring from exploring the continuous provision outweighs the need for children to gain other skills through challenges and these can be acquired within small focus tasks led by an adult. 
Considering her point of view based on her observations and reflecting on the older children in my Year two class, I can see that as they are older they are better equipped to cope with more complex, skills based challenges in the enhanced provision because they have already established good personal and social skills, therefore they are ready for more complex thinking and problem solving. 
So, reverting back to the theme of the original question of whether child-initiated planning supports independence, based on our research project, it would seem apparent that as much as children strive to be independent and should still have opportunities to practise those skills, having an adult to fall back on/interact with as needed is also a positive in supporting children with their developing skills, especially when they are younger. This thinking is also echoed in the key findings from the 2014 Welsh Government commissioned independent evaluation (led by WISERD), which states “The presence of a teacher (with or without an additional practitioner) was associated with higher involvement (but not wellbeing), compared to the presence of only an additional practitioner” and that “the strongest association with involvement/wellbeing was for child-adult and child-child interactions. For example, child involvement was found to be, on average, 20% higher when associated with a warm (as opposed to cool) adult-child interaction.” (Waldron et el, 2014)

Figure 2: Percentages of scores on the Leuven Scale after observing all sample children from Reception to Year 1 during observation periods 1-3.
[image: C:\Users\dolly\Downloads\Graph Snip.PNG]
















Conclusion 
[bookmark: _GoBack]To conclude, in terms of answering the initial question, “Does Promoting Pupil Voice Within the Foundation Phase Lead to an Increase in Pupil Involvement and Independence?”, I think the research we carried out shows that involving children in the planning of the enhanced provision definitely shows an increase in the involvement levels. 
However, in terms of increasing independence, the findings are not as obvious. I believe this is down to all the variables that are present when thinking about children learning the skills of independence. The age of the child appears to be a key factor in the lack of independence and the younger children within our research clearly needed an adult present to support and enhance the learning in an effective, positive way. The observations of play with the younger children also raised a further question as to whether to continuous provision in a classroom is enough for the children to explore and develop skills at their own pace without the pressure of completing such focussed challenges. Is it enough for the younger children to just be involved in planning for enhancements in the form of resources within the continuous provision? For example, wanting glitter in the playdough because the story had fairy dust in it, or wanting boats in the water area because the book is about pirates. 
A positive outcome for the team in undertaking the research project was that of a new found enthusiasm for understanding why we provide leaning opportunities for the children and the impact it can have. After doing initial observations, teachers approached me stating how interesting it had been taking time to actually observe the children with a specific focus and they couldn’t wait to revisit the observations after the implementation of our new ideas. After all the observations were completed, the research project enabled us to partake in meaningful professional dialogue about haw children develop, learn and what we need to provide as teachers to foster this learning. 
Thinking forward, based on our research findings, we need to establish what the enhanced provision looks like from Reception to Year two, in particular deciding whether Reception children need formal challenges or only need to be involved in planning resource based enhancements to their provision. 
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