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During my recent practical teaching experience (PTE), I was placed into a Year 2 class of 30 pupils in a primary school in Bridgend (B).  However, the class did not follow the Foundation Phase (FP) recommendations and there was no continuous or enhanced provision.  The class ran like a Key Stage 2 (KS2) class with the children going from a carpet introduction to working at tables in their groups for every lesson.  This was against the FP philosophy of experiential and active learning with an equal balance of child and adult led activities (ESTYN, 2017) and could impact on the children’s developing skills due to the lack of first-hand experience through play.  The other FP classes had the additional provisions, so it was puzzling why my class did not and the teacher (C) was unaware of the reason why.  It is possible that this difference was to introduce the children to a more formal style of learning, in preparation for their transition to KS2 (Welsh Government Social Research, 2013).  Nevertheless, with Donaldson (2015) promoting FP philosophy and encouraging schools to extend this philosophy to KS2 in the new Welsh curriculum, there will need to be significant change in the learning and environment to come in line with the new curriculum.

The child (D) chosen for observation was a 6-year-old middle ability girl.  She had some issues with friendships and would claim one girl, deeming her a best friend to the exclusion of all other children.  This best friend was only allowed to talk and play with her and she was very possessive of them.  D could also be bossy towards the other children and would often talk over them on the carpet and take charge of any games, ensuring they were played her way.  To gather information about D’s learning, I used the mosaic approach of observation, child interview, photographs, mapping and examples of work (Clark and Moss, 2011).  During my time on PTE, I observed D during lessons taught by myself and C as well as general times within the classroom.  At the end of PTE, I interviewed D and she answered questions verbally about her learning before drawing emotions associated with the questions.  Finally, D took photographs of the places she learnt mathematics and language and drew a picture of what she enjoyed learning.  All these elements, along with the examples of work, gave me an insight into D’s views of mathematics and language.  The impact of her attitude, skills and knowledge, which are interconnected, allowed for an assessment of her development in the learning process (Nottingham,2013) and for decisions to be made on how to move her learning forward.

Prior to collecting any evidence or undertaking any observations, I ensured that I abided by the university ethics guidelines and received consent from B prior to starting (Appendix 1).  I also spoke to D at the start of PTE and asked her consent to observe her and collect samples of her work.  I informed her that if she did not want to participate then it would be fine, but she agreed and was also happy to be interviewed at the end of PTE.

MATHEMATICS
Within mathematics, I taught lessons about place value and 3D shapes.  Mathematic lessons involved a carousel of activities which consisted of one teacher led activity, one learning support officer (LSO) led activity and two independent activities provided for the children over a week.  The groups rotated each lesson to ensure that all groups completed each activity.  

At the start of PTE, I supported D in an activity counting backwards in 2s, 5s and 10s (Appendix 2).  She was provided with a hundred square for support and this caused a lot of confusion for D when counting back through ten as instead of going right to left on each line, she would alternate direction.  This activity would have been clearer with a full number line instead of a hundred square and demonstrated that D was not secure with the process of subtraction on number lines due to her lack of association that counting back means counting to the left along the row (Haylock, 2010).  Additionally, when D was counting backwards, she said the numbers aloud, 22, 21, 11, 12, 13, 14.  By not recognising that she was no longer counting backwards, she demonstrated she her insecurity in the stable order principle and this lack of understanding added to her misconception of the activity. 

I later planned and taught a lesson on place value with D, specifically looking at understanding that 0 is a place holder.  Using my knowledge from the previous activity, I provided D with physical resources rather than a number line or hundred square as Piaget (Pardjono, 2016) held the view that children learn better when they engage with concrete materials.  I therefore ensured that D had the use of numicon and numicon rods to support her in the activity (Appendix 3) as well as a place value frame and changeable numbers.  The use of practical, hands-on resources, symbols and mathematical language combined the real life, practical and language elements of the connections model to support D to make connections in her learning and aid her understanding of the activity (Haylock, 2010).  

I modelled taking away a number using numicon to find an answer that was a multiple of 10 then displayed the answer using number cards on a place value frame.  When D worked independently, she chose to use numicon rods but lacked focus and instead of completing the task, she waited for her friend to do it and copied her answer.  When I realised this, I sat with her and asked her to show me how she would answer the question.  She found it very challenging and needed a lot of support due to counting the numicon rods incorrectly.  I gave her the numicon instead and her counting improved, meaning she was better able to answer the questions, although was very reluctant to do so and had to be constantly brought back to task.  Bruner (McLeod, 2018) was of the view that children learn best by experiencing learning instead of being told what to do so I scaffolded D’s learning by modelling the operation first before encouraging her to try independently.  

When we moved on to adding to make a multiple of 10, this became more challenging for D.  Using the numicon she could visually see that she would have 10 units, but struggled with the concept that she could replace 10 units with a 10-piece numicon and increase the number in the tens column.  Although the use of the place value table supported D’s understanding of number value (Rowland et al, 2009) and the numicon gave her a practical representation of the operation, she still made errors and it was unclear whether this was due to a misconception or just a lack of connection between the physical and symbol elements.  Over the week, I observed that D was easily distracted, regardless of whether she was completing a teacher-led or independent activity.  Additionally, she would often copy another child’s work instead of solving problems herself.  While it was clear she was making errors, it was difficult to know if those errors occurred because she had not paid attention to the introduction and examples or if she genuinely did not understand the task. 

Throughout the week, reasoning, or generalising to be more specific, was a key component.  The pattern, that taking away a given number would result in a multiple of 10, was another component to the activities and it was intended for this to be recognised and expanded upon when adding, however, D did not recognise this pattern (Herringer, n.d.).  This indicated her reasoning skills in this area were not developed enough to support her and may be why she found it so challenging.  This level of challenge could affect her attitude to the lesson and explain why she lacked the motivation to learn, instead choosing to copy from another child.  However, it would be presumptuous to assume this after only a few lessons and further observations in this and other areas would be needed.  In her interview (Appendix 4) D told me that she enjoyed working with numbers as they were interesting and made her happy.  It should be noted though that in her drawing (Appendix 5) of her learning, there was nothing related to mathematics, only language and science.

Another area that I taught during PTE was 3D shapes with the focus on recognising and naming simple 3D shapes as well as identifying their properties.  In her interview, D expressed that she found shapes boring and was bored having to complete activities relating to them.  Unfortunately, I did not work with D’s group for the teacher led activity but did observe her during other activities.  During a 3D shape hunt D worked with her friend there was more interaction between them than during the place value activity.  She was able to find the required shapes and was mostly correct in her identification of their features. To support D in making the connection between 2D and 3D shapes, she was given the net of a cube to support her in making the connection that although a net is 2D, it becomes 3D when folded (Rowland et al, 2009).  This activity offered practical and language development of the connections model as D was able to hear the mathematical language for 2D and 3D shapes while experiencing the transformation when physically making a cube.  Although modelling was required initially to demonstrate, D completed her net with little support and was very focussed throughout.  The challenge of folding and gluing the net engaged D and unlike the other activities, net making gained her full attention and she progressed onto making a cuboid.  Despite claiming a dislike of shapes, using practical and creative skills to create a 3D shape demonstrated D did have a positive attitude in her learning as she showed persistence and resilience to complete a challenging activity (Nottingham, 2013). 

LANGUAGE
The school followed the Read Write Inc (RWI) programme from Nursery through to Year 6, using the Phonics and Literacy and Language (LaL) schemes.  Those who were classed as fluent readers and working at or above the expected curriculum outcomes (Ruth Miskin Literacy, 2018) followed the LaL programme.  LaL aimed to develop children’s ‘comprehension, vocabulary, writing, critical thinking and discussion skills’ (Dabell, 2019) and during my time on PTE we completed non-fiction explanation writing and began playscripts.  Each lesson was introduced through a series of PowerPoint slides that encouraged the children to think and discuss before moving on to writing.  Goodwin (2011) holds the view that within a classroom, teachers organise spaces for children to experience literacy, interactions are purposeful, and a love of literacy and language is developed.  With LaL, this was challenging to see as it did not seem to be about developing a love of literacy but following prescribed directions to gain understanding in order to produce a final piece of work.  It is unclear if this is how the programme should run or if that is how it evolved in B but neither D or any of the other children could be said to have shown love for their literacy lessons.  The lack of FP enhanced and continuous provision made it more challenging for the children to develop a love of literacy as they were unable to use oracy, reading or writing in any manner other than what was being taught.

Within oracy, D was confident verbally and would often volunteer to answer questions.  She had a wide vocabulary and would expand on her answers, although these were not always directly related to the question asked.  She always wanted to be the person answering questions but by using an assessment for learning strategy of lollipop sticks, I was able to prevent her taking over the discussion while encouraging other children to participate.  D did still call out though and had to be reminded that she was not called upon and would need to wait her turn.  Although it was positive to see a desire to succeed in D, her behaviour demonstrated a lack of social and communication skills as she was unable to respond appropriately to others or listen to their ideas without wanting to take over.

During all carpet introductions, the children were encouraged to talk to their partner about key points.  D was able to share her ideas with her partner confidently, although dominated the conversation and rarely listened to her partner.  This inability to listen and respond appropriately continued during reading tasks and demonstrated her lack of communication skills.  LaL lessons required children to read a text with a partner, alternating lines or paragraphs between them.  D liked to decide what and how much each of them should read and rather than alternate, wanted to have a larger share of the reading.  Her need to be in charge had a negative effect on her social and communication skills and limited the learning of herself and her partner.  This limitation meant that she did not benefit from the learning that is generated by social interaction and she was not sharing her knowledge in order to help her partner, instead she was dominating her partner (Pound, 2006).  When interviewed, D expressed that reading made her sad and hurt her brain but was happy when speaking as she enjoyed sharing her ideas.  This difference in feelings was observed as has been discussed through her enthusiasm to participate verbally and it is possible that her need to dominate verbally impacted on the reading aspect to compensate for her dislike of the activity.

D’s feeling about listening could explain her inability to listen to her peers during discussion tasks and even to listen to the teacher, as demonstrated by needing to be drawn back to task regularly in all activities and her constant talking to others on the carpet.  In her interview she expressed that listening made her sad because doing too much of it gave her headaches.  Grigg (2015) observed that half of all children find listening challenging and lack control over their need to speak out and that without an environment to support listening, this will not improve.  For D, listening was a chore so she managed the feelings it gave her by not listening and it is possible that the environment may have contributed to this.  D was more positive about writing, in that she thought it was okay, but appeared to enjoy it more than that as she would write very long sentences every time she was asked to write.  Unfortunately, the sentences, while long, lacked punctuation and often rambled, almost as if M felt that longer sentences showed greater effort.  Within her writing, she consistently spelt words wrong, but marking did not reflect this and commonly repeated words were overlooked.  

The non-fiction, explanation writing was focussed around the life cycle of a frog.  The lessons were scaffolded throughout and the LaL handbook suggested teacher support was gradually withdrawn despite the physical resources increasing as the week passed.  The final piece of work was a description of the life cycle of a frog incorporating text features such as connectives and adverbs of time.  To prepare for this, the children sequenced the life cycle of a frog, learnt subject specific words and edited their work to extend their writing (Appendix 6).  The LaL handbook advised providing six separate resources including a writing frame.  After consulting with C, she informed me that children would not need the writing frame but to use the rest of the resources.  This was a large amount of resources and although the children were meant to be writing independently, the scaffolding seemed greater than expected.  

I taught the lesson writing the final piece of work and verbally D was confident.  During the introduction she was able to take an example sentence and extend it appropriately using subject specific vocabulary.  However, when asked to do the same in her writing, she just copied her previous work and any additional facts, were in the wrong place used incorrectly.  The resources provided were ignored and the finished piece of work showed little difference from the original.  I realised that, too many resources and the lack of structure had hindered the writing.  As a result of this, I decided to reteach the lesson, this time using the writing frame, and reduce the amount of resources.  For my retaught lesson, I combined several resources onto one sheet and removed the others as I felt they were unnecessary.  I also provided a writing frame to offer more structure and provide prompts for writing (Wray and Lewis, 2011).  I felt that greater scaffolding was needed due to the lack of understanding shown during the previous lesson and spent more time modelling at the beginning of the lesson.  By including this additional scaffolding, I was able to support D’s learning and build an environment to encourage her further (Nordlof, 2014).  The result of this was a much more detailed piece of work that included all the required elements.

FUTURE PROGRESS
During PTE, D completed tasks planned within Outcome 5 (O5) of the FP Outcomes for Mathematical Development and Language, Literacy and Communication (Department for Education and Skills, 2015).  Within language, it was difficult to assess her outcome due to her distraction during lessons.  For oracy, D met elements of O5 with her ability to use a growing range of vocabulary and organise what she said, however, because she struggled to listen and respond to others, and missed information due to lack of attention, I would place her in O4, working towards O5.  To move forward, D needs to develop her listening skills, which may impact positively on her behaviour as well.  Moving her place on the carpet closer to the teacher will provide greater oversight and may prevent her distracting both herself and others, therefore increasing her attention and listening skills.  Simple listening activities like listening to a partner for a short time then reporting on what was said (Grugeon et al, 2001) will also support this.  Hopefully by increasing D’s listening skills, her ability to respond appropriately to others will improve and her knowledge of an activity will increase and impact her work positively.  Additionally, learning to listen to her peers will improve her social skills and relationships and allow for a greater sharing of knowledge (Wheeler, 2017) between herself and others which will increase learning opportunities.

Within reading, D was a confident reader and sounded out words to make sense of them, she was also able to recount stories correctly and had quite an active imagination.  Again, it was difficult to assess her outcome as the only reading I observed was in lessons and I did not hear her reading at any other time.  She had no opportunities to choose her own reading or explore books independently and this meant she was unable to demonstrate these elements.  D demonstrated elements of O5 within the lessons but will need to be exposed to more reading opportunities to be secure in this outcome.  

D’s writing was a secure O4 with her use of connectives and phonics when spelling.  To move forward she needs further input for punctuation, specifically full stops to prevent endless sentences and a more secure grasp of spelling.  D clearly uses skills learnt during RWI Phonics lessons when writing words but applies them incorrectly.  When work is marked, rather than tasking her to rewrite selected misspelt words, a more consistent method needs to be used as she is not retaining these corrected spellings.  There were no chances to practice spellings, either previous or newly introduced words (Department for Children, Schools and Families, 2009) and this meant D lacked a bank of words to refer to when writing.  In KS2, weekly spelling tests took place to consolidate the children’s learning, but this did not happen in FP and this may be a way forward to support D to improve her spelling.  Regarding punctuation, the use of full stops was introduced in Year 1, according to the FP Framework (Welsh Government, 2015) and as D was in an advanced RWI class, it implied she was secure in their use.  However, it was clear in her writing that this was not the case and it is possible that due to the RWI programme, the method of teaching was not detailed enough for D to gain a secure understanding of their use.  It is difficult to see a way forward due to the LaL programme and its expectation that children are secure in this area.  For D, additional input is needed as it has been assumed that she understands how to construct a sentence due to prior learning (Rob, 2015), however, the learning was not detailed enough or has not been retained and needs to be retaught. Until she understands how to punctuate her sentences, she will be unable to achieve a higher outcome. 

For mathematics, D completed O5 tasks in her lessons and for 3D shapes I would agree that she is working at this outcome.  To be more secure in this though and to push for elements of O6 she will need introducing to more 3D shapes such as prisms and be confident in identifying their features consistently while investigating their makeup using nets.  Regarding place value, I consider D secure in O4 with elements of O5.  She knew the value of numbers in a place value frame but adding and subtracting through 10 was inconsistent and lacked understanding.  To support her to move forward, I would use a number line instead of a hundred square to reinforce the connection that subtraction means counting back (Haylock, 2010) before reintroducing the hundred square.  This scaffolding will allow D to make the connection between the language of subtraction and the physical movement along the lines of the number line and hundred square.  Additionally, when D was adding to make a multiple of 10, she lacked understanding in grouping then exchanging (Lawton and Hansen, 2011).  To address this, and D’s lack of reasoning in this area, more practical activities will be beneficial as although I introduced physical resources to scaffold her learning, they were not as effective as I had hoped and she may benefit from real life experiences to support her in making links between the symbols, language and physical (Haylock, 2010).  

Many of the methods to support D to move forward could be addressed in FP enhanced provision as practical activities could be introduced to underpin the learning taking place in teacher led activities.  Frustratingly, due to the lack of FP provision, these opportunities are lost and there was no time in lessons to provide D with this additional support.  I did not have the opportunity to discuss D’s learning with C at the end of PTE so do not know how she planned to move her learning forward but as it was only the first term of the school year, it is likely that further opportunities will be provided throughout the year to ensure she meets her targeted outcome.
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Appendix 4
Questions answered using emoticons and then expanded on verbally
1. [image: ]How do you feel about writing?
Ok
2. How do you feel about reading?
Sad because it hurts my brain
3. How do you feel about speaking?
Happy because I like sharing ideas
4. How do you feel about listening?
Sad as too much listening gives me headaches
5. How do you feel about working with numbers?
Happy because it’s interesting
6. How do you feel about working with shapes?
Bored because they’re boring

Verbally answered questions
1. Do you think it’s important to learn English and Maths and why?
Yes, or you grow up to learn nothing and be homeless
2. What do you do if you need help in English or Maths?
Talk to a partner.  Stop and think
3. What parts of Maths do you enjoy the most?
Data, bar graphs
4. What parts of English do you enjoy the most?
Writing sentences
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Draw yourself learning maths and language. Show me how you feel and what you like / dislike
But i licke instd of historeey i lick rhiting the Best and i lick talck and shering ideers and to rhit on wit bords evereything is fun unles i do not lick it.
But I like instead of history I like writing the best and I like talk and sharing ideas and to write on whiteboards everything is fun unless I do now like it.

I licke maycking things and I licke maycking mustaycs and bcase it helps you lurn and theres a rim this is it mustay help you lurn it isunt realy lick a rime but its bcuse I mayde it up! I no lots of rimes its so fun to rime I love it. xxx
I like making things and I like making mistakes and because it helps you learn and there’s a rhyme this is it must help you learn it isn’t really like a rhyme but is because I made it up! I know lots of rhymes it’s so fun to rhyme I love it.

Maybe I cood rith god are drwer mayn ansestrse.
Maybe I could write good or draw mine ancestors.

Historee is intorresting so it helps you no what hapend a long long time agow and the coler are so butefull and the ar so much coal names ever colerrs my foavrut colur is rosa golde bcus it reminds me of god and havun so much and I love lurning udar the body its fun.
History is interesting so it helps you know what happened a long long time ago and the colours are so beautiful and there are so much cool names every colours my favourite colour is rose gold because it reminds me of good and having so much and I love learning about the body it’s fun.
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If you have any queries regarding this, please contact:

helen.denny@uwtsd.ac.uk

Many thanks in advance,

AD5004 module team
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