

[bookmark: _GoBack]1803251 – Supporting Pupil Progress: A detailed analysis of one child’s holistic development with justification for next steps in learning. 

Using the Mosaic approach and the Attitudes, Skills and Knowledge model this assignment will analyse the holistic development of one child providing justification for the next steps to support their learning. The assignment has been structured under three subheadings: data collection, data analysis and next steps.

The school used to collect research from is located in Cardiff. It caters for around 500 pupils, aged between three and eleven, with most of the pupils coming from various ethnic backgrounds with English being an additional language. It is clear that the school is located within an area of deprivation and poverty, this is indicated by the number of children receiving free school meals, which as of 2017 was 26%. Free school meal provision has been used to measure poverty in education in hope to close the attainment gap - to be eligible for free school meals families have low household income, with the national average for free schools meals in Wales being at 19% and the school receiving Pupil Deprivation Grants, additional funding to “overcome the additional barriers that some pupils’ face and prevents them from reaching their potential” .  The school identifies and provides support and provision for around 28% of pupils with additional learning needs. The national average in Wales for Additional Learning Needs is 21%, the schools Estyn report describes that half of the school’s pupils have or arrive with little or no English, this could be a reason for the above average figures.  A few pupils have a statement of educational needs. The school is a pioneer school, which means the school is partnered with the Welsh Government and other schools on developments related to the curriculum (Estyn, date removed to keep anonymity; The Children’s Society, n.d; Sutherland, 2016; School Website; 2019).

The child mentioned in the analysis is a male, Key Stage 2 (KS2) learner within a Year 6 class and is and English as an Additional Language learner.

Data Collection: 

To collect the data the researcher used The Mosaic Approach which was developed by Moss and Clark. The Mosaic Approach was designed as a research method using a variety of data collection methods to provide the researcher with a better understanding of the child’s perceptions and views and was designed “to include the voice of the child” (Clark, 2011, p11). The Mosaic approach has three key influences which interlink: the concept of competence, pupil voice and international pedagogical approaches.
The concept of competence refers to viewing the child as an active participant rather than seeing them as passive beings in the research process, Christensen and James (2008) believe that including the child as an active participant includes placing an emphasis on exploring the child’s interests and priorities. The influence of pupil voice and pupil participation are key to viewing the child as an active participant, the work of Hart (1997) and Johnson (2004) on participatory appraisal techniques such as consulting with children, child initiation and child direction influenced the data collection methods used in the Mosaic approach. Pupil voice in education is supported in a report on pupil participation published by Estyn, pupil voice can be used to support school improvements, allowing the school to make informed decisions on wellbeing and learning experiences as well as developing the child’s personal and social skills. Finally, the third influence of the Mosaic approach is the work of international pedagogist Malaguzzi, who developed the Reggio Emilia approach. Reggio Emilia combines both the idea of the competent child, children as active participants in their own learning and the pedagogy of listening to the child, this combined with Malaguzzi’s belief of ‘The hundred languages of children’, has informed the framework for listening to children which led to the development of the Mosaic approach (Clark and Moss, 2011; Christensen and James, 2007; Hart et al, 2007; Johnson, 2004). 

 Moss and Clark also believe that children’s perspectives are understood better if the researcher spends time in the participants natural environment, the researcher is currently in the school as part of their Professional Teaching Experiences (PTE) as a student teacher, this allows the researcher to see the children in a natural, everyday environment, which should provide a more accurate representation of the child’s learning and progression than if they researcher observed the child in a clinical research setting (Estyn, 2016; Moss and Clark, 2001; Moss and Clark, 2011). 

As the name may suggest, like a mosaic the Mosaic approach combines different pieces of data to allow the researcher to build a holistic picture of the child’s world in order to help the researcher gain a holistic view of the child. It uses a mixture of traditional methodologies and participatory tools such as the child taking the researcher on a tour, map making, photography, observations, conferencing, samples of work and drawings. Due to time restraints with national testing and timetable changes, the researcher chose to use conferencing, observations, samples of work and a tour to create an overview of the child’s perspectives on learning and their development. The researcher found  both strengths and limitations to the Mosaic approach, one of the limitations the researcher found was that it was difficult to find time to carry out some of the data collection methods, the researcher understands that other elements impact this limitation too, such as the time of the year – the class were revising and then sitting national tests, this meant there were lots of timetabling changes making it difficult to hear learners read, carry out learning journey walks and the timetabling changes made it hard to observe and collect data from a range of areas of learning. The researcher can also see strengths in using a pupil voice led approach to collecting data, through informal discussions the researcher was able to find what motivates the participant using this to inform planning which has made the learner more motivated and more participatory in lessons (Clark and Moss, 2001; Clark, 2011). 

As with all research there are ethical considerations that must be made, particularly when carrying out research with children. It is important that the researcher must take into consideration the impact their research may have on participants, they should gain informed consent from the participant, this involved discussion with the teacher prior to selecting the participant they wanted to track, getting consent from the participant and explaining that they could withdraw from anytime. As part of an agreement with the school, all data particularly that containing assessment data must remain on the school property and any analysis will remain in a password protected file.  In order to keep anonymity, the child will be referred to as Child A throughout the analysis (BERA, 2018).

Before the data analysis, the researcher has highlighted some gaps and limitations to the data collection and data analysis. There are gaps in data collection which could affect the analysis due to timetable changes and national testing, this meant that literacy and maths sessions were used as workshop sessions for national testing revision. This also means that sessions were moved around. To analyse Child A’s development the researcher will be analysing data collected from the literacy, maths, physical education, science and wellbeing areas of learning.

Data Analysis: 

To analyse the Child A’s development holistically the analysis has been structured using the Attitudes Skills and Knowledge model. During observation week, the researcher observed that many of the children in the class were showing behaviours linked with a poor attitude to learning. There have been links found between poor attitude to learning and low attainment levels, with lower attaining learners believing that school or learning will not help them to be successful and a new curriculum being pioneered that is designed to help create learners that ‘are ready to learn throughout their lives’ (Welsh Government, 2019, p1) it felt appropriate to use the Attitudes Skills and Knowledge model.  The Attitudes Skills and Knowledge model allows both teachers and students to recognise the importance of a child’s attitudes, skills and knowledge are in the learning process.  In the Attitudes Skills and Knowledge model, the attitude element looks at the child’s attitudes towards learning; the skills element looks at the child’s ability to achieve in that context evaluating the skills they have and the skills they need; the knowledge elements look at their familiarity with information and practices (Candeias, Rebelo and Oliveria, 2010).

Attitudes:

Through the attitude aspect the researcher has focused mostly on analysing Child A’s wellbeing. Nottingham’s work on the Attitudes element of the model was influenced by Vygotsky’s theory on Cultural Learning, he theorised that children learn from those around them, adopting mental and physical habits that are modelled around them. 
Nottingham believes that it is important for us to develop children’s learning attitudes. He believes that outstanding learners show a positive attitude to learning through displaying behaviours such as “keen to learn from mistakes, self-regulating, persistent…” (Nottingham, 2013, p5).  As seen in appendix 1 the Attitudes section of the ASK model triangle lists some of the attitude’s practitioners should be supporting, therefore when analysing Child A’s attitudes to learning those elements have been considered. 

It has been interesting to see the change in Child A’s attitude to learning throughout the data collection period. At the beginning of the study, Child A was one of a group which appeared to cause disruption to their classmates learning, for example in observations from the first week, Child A was often seen presenting behaviours that he knew were not acceptable, even when directed to the classroom poster of behaviour expectations, he would still continue to present maladaptive behaviours. The setting uses a restorative approach, meaning that children are developing skills to make choice about how and what they learn. The Restorative Approach is based upon values and led by needs of the individuals in that setting, the restorative approach ethos is to build a culture in which mutually respectful relationships and a sense of community are the foundations. As part of Good to be Green is used as a whole school behaviour management strategy, Good to be Green promotes positive behaviour, all children begin each session on a green card, after two warnings – warning one is a verbal reminder about their behaviour, warning two is being moved to sit elsewhere in the class, the child changes their green card for a yellow card, if the child is continuing to present maladaptive behaviours they then go for 5 minutes time out, if this persists the child is then given a red card. This strategy rewards those who are consistently behaving appropriately, however because the cards are reset back to green at the beginning of each session, it reminds and promotes the children of the high expectations of positive behaviour. In the first week, multiple times a day Child A would be on a yellow card and was often sent to other classes for time out. These behaviours indicated a poor attitude to learning, there is believed to be a link between poor learning attitude and attainment, research carried out by GL assessments (2016, p1), based upon 31,000 students across both England and Wales, found that “up to 30 per cent of attainment is influenced by attitudes”, this can then create a vicious cycle of low self-belief, lack of motivation, low level work which can have a long term impact on the child’s wellbeing and behaviour (Economic and Social Research Council, 2010).
 
Child A verbalised and physically showed disengagement during lessons and independent work, although Child A was not the only child showing a poor attitude to learning, in a boy heavy class it was clear that a lot of the cohort presented behaviours that were linked to a poor learning attitude. The researched noticed how Child A wanted a reaction, whether than be positive or negative, from the teacher and his peers, in the observational notes it was noted that when being sent outside for time out during a French session, Child A ‘high fived a friend and cheered as he left the classroom for time out…’ similar behaviours were shown when he got sent for time out or to move seats on other occasions. 

Vygotsky believes that children learn from those around them, if they are in an environment that fosters a negative attitude to learning then the children will develop a negative response. Being in a Year 6 class, rather than making Child A feel singled out and based upon Vygotsky’s belief that children respond based upon the environments views the researcher decided to bring the concept of mindsets into whole class circle time sessions, which take place twice a week planning sessions to help the children develop a Growth mindset. The concept of mindsets was coined by Dweck, who describes mindsets as a “world from two perspectives” (Dweck, 2006). Growth mindset is having the mindset and belief that talents can be developed, Fixed mindset is believing that talent is an innate ability. When introducing the concept of Growth mindset to the class all children were asked to identify on a scale whether they thought they had a fixed mindset or a gross, Child A believed that they had a Growth mindset and identified themselves as a 10 on the scale, the researcher found this interesting as dialogue and behaviours observed in the class during the first week would not be identified as Growth or a positive mindset or attitude to learning  (Dweck, 2016; Dweck, 2017; Dweck, 2006). 

The researcher spent a lot of time when not teaching supporting Child A’s table in the core subjects, this gave them time to get to know what motivated and Child A to help inform their own planning. Child A was able to express their opinions on their learning, most of the dialogue was negative “Welsh isn’t going to help me, it’s so stupid” “Can’t do this...”, the negative dialogue would suggest that the child was lacking low self-esteem, but also again reinforced a fixed mindset and a poor attitude for learning. During sessions the researcher led where Child A was given more responsibility, like putting out exercise books for the lesson which meant he got to choose where he sat, resulted in behaviours which showed he was more engaged in his learning, for example he was more willing to contribute in class discussions or to suggest answers for whole class equations. As part of a discussion on motivating learning the children asked for a revaluation of the reward system used within the classroom, Child A was very active in suggesting ideas and since implementation the researcher can see a positive change in the behaviours being  presented by Child A. Organisation for Economic Cooperation and Development’s (OECD) PISA in Focus study found that “students can only achieve at the highest levels when they believe that they are in control of their success” (2015, OECD). The behaviours the researcher was beginning to see were of a more positive attitude to learning and the researcher believes this is because Child A felt they were in control and had been listened too, as during sessions using KWL grids, where the children discuss and track what they want to know, what they want to know and what they have learnt, Child A is more engaged and willing to share their ideas.

Skills:
Nottingham talks about the correlation between learning attitudes and the skills children need for learning. When referring to the Skills section of the model, Nottingham defines the skill as “abilities to carry out those processes necessary for gaining understanding” (2017, p98). He talks about five types of skills: intellectual, social, communication, physical and specialised skills. Although there is overlapping between the skills the researcher has used them separately in a Red Amber Green checklist style observation template, similar to a tracker, to observe whether Child A was demonstrating those skills, see appendix 2 Red Amber Green rating is based upon a traffic light system, by colour coding red if the child is not demonstrating that skill, Amber if they’re achieving but needs some support and green for if they are independently or confidently demonstrating that skill, tracking a child in this way can help inform planning and be used to inform Child A’s next steps. 

It can be seen from the checklist in appendix 2 that Child A showed good intellectual skills particularly when modelling concepts to his peers in Maths sessions. It was observed that in science sessions, he is able to hypothesise, draw and provide justification for his conclusions. In all subjects he was able to ask questions, they were not always contextually relevant, this could be related to the poor attitude to learn or creative imagination. 

Child A was identified as needing more support to develop his social skills, Child A had a large friendship group within his classes and works well in a team with his friends or if he chooses the group he works with, but struggles to stay on task when working alone and although in whole class discussions and discussions with other members of staff can verbally express what respect is, often presents behaviour which does not respect the views of other class members. Nottingham defines the communicative skills as being able to understand and be understood. This again is an area where Child A needs further support, he is able to talk persuasively, and can talk respectively when not being fuelled by his emotions. There has been a change in the behaviours observed in the class in the way in which Child A and his peers communicate to each other and to members of staff, which highlights to the researcher that perhaps it is more of an attitude issue than a concern over development. However, difficulty with both communicative and social skills could be an indicator that Child A needs support regarding the development of his emotional literacy skills. Sport is one of Child A’s motivators, it was clear in physical education and games sessions that he was confident in meeting the Physical Skills. Child A was also really engaged in drama and role play activities which surprised the researcher, in an activity where the children had to re-enact, through roleplay, a short clip they had seen portraying the characters feelings, Child A really committed to the part thinking about body languages and physical skills he could use to show the size difference between the characters.
The specialised skills have been analysed against session success criteria and learning outcomes, for this the researcher has used their tracking from their Professional Teaching Experience tracking. It is hard to give an analysis for the specialised skills as there is a limitation of time and it is hard to analyse subject specific skills in isolation (Nottingham, 2013). 

Knowledge:

Nottingham does not provide recommendations for what knowledge the child should have like his model does for the other areas, he suggests this area of the model is linked to the curriculum the child is studying. Therefore, in this section the researcher has levelled where they think Child A is currently working at against the National Curriculum Level Descriptors, for Maths and Science and English which can be seen in appendix 3 where the researcher has highlighted the outcomes the child is comfortably meeting in green, although as mentioned before there are limitations to this particular aspect of the analysis as for the first two weeks the children concentrated on revision for national tests which meant lots of sessions focused on consolidating previously learnt skills (Nottingham, 2013). 

Looking at the highlighted level descriptors in the Maths area of learning, it could be seen that Child A, would be comfortably working at a Level 3, however in the sessions the researcher observed, Child A appears to be achieving descriptors that are outlined in the Level 4 descriptor. For Science Child A is comfortably working at a Level 4, as mentioned previously through discussion about goals for the future Child A described wanting to be a marine biologist, this could explain his engagement and progress in Science. Interest contributes to learning and achievement, research has found that interest promotes attention, persistence and effort, however it could be argued that Child A is engaged in Science because it is a subject, he finds easy (Hidi 2006; Harackiewicz and Hulleman, 2010).

Child A seemed confident to articulate concepts and methods. In a maths session on fractional amounts, Child A was seen to take on the role of the More Knowledgeable Others (MKO) amongst his group of friends, Vygotsky coined the term More Knowledgeable Other, he believed that anyone could be the More Knowledgeable Other, all it simply meant was someone with a better understanding or more knowledge on a task, concept or subject, in this particular session Child A was more knowledgeable on solving fractional amounts. Child A had moved through what Vygotsky calls the Zone of Proximal Development. Vygotsky believed that the Zone of Proximal Development is the space between what a learner can do supported to solving that problem independently; Child A had gone from needing scaffolded support from staff in the previous session on fractional amounts to being able to solve new equations independently using the method that they had learnt. Vygotsky believed the skills is learnt through dialogue and social interactions with others which helps us to internalize the skill (Gray and MacBlain, 2012).


Due to the limitations on data collected the researcher focused mostly on the Oracy strand of the area of learning. Although when looking at the level descriptors Child A fits most comfortably in a Level 3, meeting almost all of the descriptors for Level 4, the researcher found that with a boy heavy literacy group it was hard to engage them in writing activities so begun focusing on creating an oracy rich environment and then transferring those ideas that have been orally discussed and explored onto paper, through these sessions Child A has been showing descriptors that would fit into Level 5, which have been highlighted in purple in appendix,  this indicates to the researcher that oracy activities motivate the learner, for example when talking about character feelings and predictions on two different occasions, he was able to make inferences and justify his reasoning for his opinions. 

Next Steps:

Attitudes:

As mentioned earlier on Vygotksy believed that children’s responses are affected by the environment around them, to help Child A continue to develop a positive attitude to learning, the researcher will continue to model positive learning attitude in the classroom and around the school, particularly paying attention the language they use. Theorist Bandura believed that children learn through imitation, although in Banduras Bobo doll experiment the children were imitating behaviours, they had seen not behaviours that had been reinforced, therefore is important that the adults within the classroom are modelling behaviours and attitudes that represent a positive learning attitude.
There have already been benefits to exploring Growth mindset not only on Child A, but on other members of the class too, the researcher begun this to help reframe the children’s thinking particularly as they transition into secondary school. Developing a Growth mindset helps develop skills that Nottingham talks about in his Attitudes Skills Knowledge model, such as resilience by encouraging the children to embrace challenge and embrace mistakes, the desire to succeed and the ability to self-regulate which benefits their wellbeing. This is supported by a studies which found that a Growth mindset contributes to an individual’s ability to self-regulate and achieve goals; higher resilience in children resulted in higher wellbeing; resilience plays a role in a child’s engagement in school and their academic ability (Karreman and Vingerhoets, 2012; Burnette et al, 2013; Gray and MacBlain, 2012).
 
Skills:

Nottingham (2017, p98) believed that the Skills he refers to in his model are developed “through social interactions and from the social, cultural and educational context of their lives”, both the current National Curriculum in Wales and the new curriculum – Curriculum for Wales, put emphasis on children have a breadth and depth of learning experiences both indoors and outdoors, in school and in the local community, the researcher will continue to try and plan learning experiences that allow Child A and his peers to be exposed to a range of social and cultural experiences to support his development of skills. 

To support development of the skill mentioned above and coded as Amber or Red in the checklist, the researcher could provide more scaffolding for thinking and develop thinking skills to help develop skills and make sure behaviour is contextually appropriate and relevant.  This could be done through including the skills that Child A needs to develop in the whole class success criteria, success criteria help make children aware and understand what is expected of them (The School Run, 2019). The teacher researcher could take this a step further and create individualised success criteria for each child in the class, this has been seen in sessions through the university, where good teaching practices were shared, individualised success criteria lanyards were created for each learner, although this was carried out in the Foundation Phase the researcher believes this could work in a Key Stage 2 class but would probably be more appropriate in a different format. For example, it could be trialled as having personalised success criteria checklists that go above their work which the child reviews through ticking or Red Amber Green rating at the end of the session. Hattie (2008, p12) author of Visible Learning believes that success criteria is built up of give components: “challenge, commitment, confidence, high expectations and conceptual understanding” although it is typical to have a whole class success criteria, personalising it so that learners have statements relevant to where they are at in their own learning will help to encompass the components Hattie describes. The use of Success Criteria in the classroom is to make it clear to the child what they need to do to make their work successful, by having individualised success criteria for each child or learning table the teacher can be making sure the criterion is appropriate for each child and can ensure it engages and challenges the child. In Child A’s case, their success criteria could include statements such as ‘ask questions that are appropriate’ ‘use the question matrix to ask appropriate questions’ or ‘respond to someone else’s opinion’ (Hattie, 2008). 

Knowledge: 

To continue to foster Child A’s oracy skills, engagement in literacy lessons and to support the development of independent writing, the researcher has suggested that use of Talk for Writing, is used in literacy sessions. Talk for Writing is a framework for teaching literacy that was developed by Pie Corbett and Julia Strong. Talk for Writing is based on moving the child from imitation to innovation to independent application, developing the child’s ability to read and write independently for different purposes. Corbett and Strong believe that a child internalises the language they need to write through talking the text or stimuli, with the teacher or the additional adults scaffold Talk for Writing as the children move from dependence to independence encouraging the ability to develop creative and powerful writing. A study carried out by Lewisham (2008), found that 100% of primary age children that were tracked made average progress in the development of their writing, with 80% of the children making 3 sub levels of progress in one year, according to the study the children tracked were low ability writers. Talk for Writing has found to be a particularly successful intervention tool for children who are learning English as an Additional Language (EAL), with a research carried out in a primary school in England on the evaluative use of Talk for Writing finding the approach was powerful with the control group making outstanding progress (Renwick, 2010).

To conclude, despite limitations of testing which made it hard for the researcher to gain a true reflection of Child A’s progress and development, the researcher believes support could be giving regarding attitudes and mindset as in sessions where Child A was engaged the quality of the work was depicting more skills and a higher standard than his results from practice test papers. As can be seen in the next steps section of the assignment continuing to build a positive learning environment can continue to extend Child A’s thinking, potentially benefiting their wellbeing, providing them with tools to help them become a life long learner. It is recommended to continuing using oracy as a tool to also extend Child A’s thinking and through use of Talk for Writing support Child A in transitioning from supported writing to independent writing. 
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Appendix 1 – ASK model.
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Appendix 2 – ASK model Skills.
	Intellectual Skills

	modeling and altering  concepts
	 

	understanding relevance
	 

	drawing concusions
	 

	comparing and contrasting
	 

	asking relevant questions
	 

	hypothesizing
	 

	
	

	
	

	Social Skills

	building rapport
	 

	respecting others' viewpoints
	 

	acting appropriately in particular contexts
	 

	self-regulating
	 

	working individually and as a team
	 

	encouraging others
	 

	
	

	
	

	Communicative Skills

	to understand and be understood
	 

	listening and responding appropriately to others
	 

	talking persuasively and respectfully
	 

	requesting things politely
	 

	paying full attention to the speaker
	 

	reading body language
	 

	

	

	
	

	Physical Skills

	coordinating actions needed for such things as penmanship
	 

	manipulating objects to represent ideas
	 

	catching and throwing an object
	 

	dancing
	 

	drama
	 

	riding a bicycle
	 

	making art
	 

	playing a sport
	 





Appendix 3 – National Curriculum Level descriptors.
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Key Stage 2 mathematics

National curriculum level descriptions

The following level descriptions describe the types and range of performance that learners working at a particular level should characteristically demonstrate. In deciding on a learner’s level of attainment at the end of a
key stage, teachers should judge which description best fits the learner’s performance. Each description should be considered in conjunction with the descriptions for adjacent levels.

By the end of Key Stage 2, the performance of the great majority of learners is likely to be within the range of Levels 3 to 6, and by the end of Key Stage 3 within the range 4 to 7. Level 8 is available for very able
learners and, to help teachers differentiate Exceptional Performance at Key Stage 3, a description above Level 8 is provided.

Level 1 Learners use mathematics as an integral part of classroom activities. They represent their work with objects or pictures and discuss it. They count, order, add and subtract numbers when solving
problems involving up to 10 objects, and can read and write the numbers involved. They count on and back in steps of different sizes and from different numbers. They measure and order objects using
direct comparison, and order events. They are aware of the value of different coins. They use everyday language to compare and to describe positions and properties of regular shapes. They recognise,
use and make repeating patterns. They sort and classify objects, demonstrating the criterion they have used

Level 2 Learners talk about their work using familiar mathematical language, and represent it using symbols and simple diagrams. They count sets of objects reliably, and use mental recall of number facts to
10 to add or subtract larger numbers. They order numbers up to 100. They choose the appropriate operation when solving addition or subtraction problems. They identify and use halves and quarters
in practical situations. They recognise sequences of numbers. They use mental calculation strategies to solve number, money and measure problems. They use everyday non-standard and standard units
to measure length and mass. They distinguish between straight and turning movements, recognise half-turns and quarter-turns and right angles in turns. They sort objects and classify them using more
than one criterion. When they have gathered information, they record their results in simple lists, tables, diagrams and block graphs.

Level 3 Learners organise their work, check results, and try different approaches. They talk about and explain their work. They use and interpret mathematical symbols and diagrams. They find particular
examples that satisfy a general statement. They:usesplace value,innumbers,up,to,1,000,to.make a) tions. They use decimal notation in recording money, and recognise negative numbers in
the context of temperature. They develop further mental strategiesforadding:and:subtracting 1 jeast two digits. They-use:mental recallof the:2; 3, 4, 5 and 10 multiplication tables

in.solving. whole-numbenproblems involving multiplication-and-division, including those giving rise to remainders. THEY"USEStandard units of length)capacitymass:and.time. They classify shapes in
various ways. They extract and interpret information presented in simple tables and lists, and construct and interpret bar charts and pictograms.

Level 4 Learners develop their own strategies for solving problems, and present information and results systematically, They search for a solution by trying out ideas of their own. Theyusertheirunder
of place value to multiply and divide whole numbers by 10 and 100..They use a variety of mental and written methods for computation, including recall of multiplication facts up to 10 x 1
and subtract decimals to two places. They check their results are reasonable by considering the context or the size of the numbers. They'iseisimplefractions.and percentages.to,describe;approximate™
parts of a whole. They recognise and:describe:number.patterns.and relationships and use simple formulae expressed in words. They use their knowledge of shape to make 3D mathematical models,
draw common 2D shapes in different orientations on grids, and reflect simple shapes in a mirror line. They choose and use suitable units and instruments, reading, with appropriate accuracy, numbers
on a range of measuring instruments. Theyfind perimeters.of shapes, areas by counting squares,'and volumes by counting cubes. They use and interpret co-ordinates in the first quadrant. They collect
discrete data, group data where appropriate, and use the mode and median as characteristics of a set of data. They draw and interpret frequency diagrams and construct and interpret simple line
graphs. They understand and use simple vocabulary associated with probability.

Level 5 Learners identify and obtain information to solve problems, and check whether their results are sensible in the context of the problem. They describe situations mathematically using symbols, words
and diagrams and draw their own conclusions, explaining their reasoning. They make general statements of their own, based on available evidence. They use their understanding of place value
to multiply and divide whole numbers and decimals. They order, add and subtract negative numbers. They check their solutions by applying inverse operations or estimating using approximations.
They calculate fractional or percentage parts of quantities and measurements. They construct and use simple formulae involving one or two operations. They use co-ordinates in all four quadrants.
They measure and draw angles to the nearest degree. They recognise, identify and describe all the symmetries of 2D shapes. They convert one metric unit to another and know the rough metric
equivalents of imperial units in daily use. They make sensible estimates of a range of everyday measures. Theysfind:areas.of.ectangles@nditrianglestand volumes of cuboids. They read scales on maps,
plans and graphs. They use the mean of discrete data and compare two simple distributions. They interpret graphs, diagrams and pie charts. They use the probability scale from 0 to 1, and appreciate
that different outcomes may result from repeating an experiment.
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Learners talk about matters of immediate interest. They listen to others and usually respond appropriately. They convey simple meanings to a range of listeners, speaking audibly, and begin to extend
their ideas or accounts by providing some detail.

Level 2

Learners begin to show confidence in talking and listening, particularly where the topics interest them. On occasions, they show awareness of the needs of the listener by including relevant detail.
In developing and explaining their ideas they speak clearly and use a growing vocabulary. They usually listen carefully and respond with increasing appropriateness to what others say. They are
beginning to be aware that in some situations a more formal vocabulary and tone of voice are used.

Learners talk and listen with confidence in-anincreasing range of contexts. Their talk is:adapted to the;purpose: developing and organising ideas thoughtfully, describing events and conveying their
opinions clearly, including reasons occasionally. In discussion, they listen carefully, making contributions and asking questions that are responsive to others’ ideas, needs and views. They can suggest.
changes in vocabulary and style which would improve talk. They use appropriately some of the features of standard English vocabulary and grammar.

Learners talk and listen confidently in a wide range of contexts, including some that are of a formal nature. Theil the interest of the listener as they begin to vary their expression and
vocabulary. In discussion, they pay close attention to what others say, ask questions to develop ideas and mmWim. ey lop their talk purposefully

and when expressing opinions thegsprovide reasons to support their views. They are able to evaluate talk and understand how changes in vocabulary and style can improve its quality. They begin to use
standard English in formal situations.

Learners adapt their talk to the demands of different contexts with growing confidence. By varying their vocabulary, expression and tone, they engage the interest of the listener. They take an active
part in discussion, using evidence to support their views. They show understanding of ideas and consider how and when to respond to others. They express opinions and can use evidence to support
their views. They are able to evaluate their own and others’ performance as speakers and can suggest ways to improve. They are usually fluent in their use of standard English in formal situations.

Learners are confident in the demands of matching their talk to different contexts. They use vocabulary precisely and organise their talk to communicate clearly. They express opinions and select
evidence to support their views. In discussion, they make significant, sensitive and thoughtful contributions, evaluating others’ ideas and varying how and when they participate. They are able to
evaluate the quality of participation and performance and make salient points about ways to improve. They show confident use of standard English in situations that require it.

Level 8

Learners maintain and develop their talk coherently and purposefully in a range of contexts. They structure what they say clearly, using apt vocabulary and appropriate intonation and emphasis.
They consider information from various sources and use evidence in a balanced way to justify opinion. They make a range of contributions and are able to take a leading role, showing that they
have listened perceptively and are sensitive to the development of discussion. They are able to evaluate, adapt and improve talk through insightful comment and response to their own and others’
participation and performance. They show confident use of standard English in a range of situations, adapting their talk as necessary.

Exceptional
Performance

Learners select and use structures, styles and registers appropriately in a range of contexts, varying their vocabulary and expression confidently for a range of purposes. They initiate and sustain
discussion through the sensitive use of a variety of contributions. They take a leading role in discussion and listen with concentration and understanding to varied and complex speech. They are able
to recognise and evaluate features of talk and make sensitive and discerning suggestions about how to improve. They show assured and fluent use of standard English in a range of situations and for
avariety of purposes.
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They follow the planned method making amendments where necessary. They make qualitative -

wnd use standard equipment to measure within a given range using S.1. units. They

«tables, bar charts and in simple line graphs when the axes and scales are given. They identify patterns
and trends. They distinguish between ‘facts’, beliefs and opinions and begin to recognise bias. They
n,
orchanges:tororganisms, materials and physical phenomena. They begin to draw:conclusions; form.....
considered opinions and make informed decisions.

They decide whether their method was successful by referring to their success criteria and sm

it. They describe how they have learned and identify the ways that worked the
best. Th ions.

Pupils find and use relevant evidence, information and ideas. They systematically plan their enquiries,
making predictions based on scientific knowledge and understanding, including simple models. When
planning a fair test, they identify key variables and distinguish between independent and dependent
variables and those that they will keep the same. They give some justification for their success criteria.

They select measuring instruments that allow them to make a series of accurate measurements. They
regularly check progress and revise the method where necessary. They organise and communicate
their findings integrating different forms in various presentations and record these systematically,
using S.I. units where appropriate. They select the most appropriate type of graph or chart to display
data. They can use a line graph to describe relationships between two continuous variables. They
identify bias and start to consider reliability. They use scientific knowledge and understanding,
including simple models, when explaining their findings and differences between, or changes to
organisms, materials and physical phenomena. They draw conclusions that are consistent with the
findings and consider others’ views to inform opinions and decisions.

They begin to evaluate how far success criteria fully reflect successful outcomes. They identify the
learning/thinking strategy they have used and link the learning to dissimilar but familiar situations.




