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Introduction
In this essay I will be presenting information on a child from my second Professional Teaching Experience (PTE2) class about their current development both academically and in terms of well-being. I will then be suggesting next steps for that child for them to further progress. I will be following the Mosaic approach (Clark and Moss, 2011) to assess the current development point of the child. 
	The child I am analysing is in a Reception class from a large school in north west Swansea. As of 2017, there are 471 pupils from Nursery to Year 6, 21.5% of whom are eligible for Free School Meals (FSM). The Reception class that she is in is part of the Early Years Unit where there are two Reception classes with two teachers. Both teachers share the teaching of focus task activities and the children have access to continuous and enhanced provision areas in both classes, an adjoining corridor, and an outside area. 
	The Reception class is part of the Foundation Phase where children learn not only through focus tasks with an adult but also through independent play in the continuous and enhance provision which allow children to access a range of stimulating activities (Department for Children, Education, Lifelong Learning Skills (DCELLS), 2008b). The continuous provision areas allow children to partake in spontaneous play whereas the enhanced provision provide children with more structured challenges to complete. In this Reception class, these challenges are presented to the children through ‘learning friends.’ Children are instructed to complete the challenge if they see a ‘learning friend’ in that area. There is a learning friend for each of the areas of learning.  
	I chose this child after discussion with her teacher who deemed her to be a child of ‘middle attainment’ that has made good progress since arriving at the school in September 2017. Additionally, she is eligible for FSM. The areas of learning I will be analysing her on will be Personal and Social Development, Well-being and Cultural Diversity; Language, Literacy and Communication Skills; Mathematical Development; and Welsh language development; which are four of the seven areas of learning of the Foundation Phase (Welsh Government, 2015).

Data collection
The data collected was completed through the Mosaic approach (Clark and Moss, 2011). The Mosaic approach places a great emphasis on pupil voice as it is a way of listening to the outlook of the child about their life. Clark and Moss (2011) explain how the model has been developed for children to explore their own environment by “talking, walking, making and reviewing” (Clark and Moss, 2011: 5). The Mosaic approach has multiple methods to gather the child’s voice as it aims to gather a range of views (Clark and Moss, 2011). The methods used in this essay are observations, interviews with the child’s teacher and learning walks. 
	The Mosaic approach is part of the growing emphasis on ‘pupil voice’ which was initiated when the United Nations Convention on the Rights of the Child (UNCRC) presented Article 12 (1989). Greenfield (2011) describes the approach as selecting many aspects of the child, from the multiple methods, to gain an understanding of the child’s point of view.  However, doing so has been perceived as intrusive and could cause distress by Komulainen (2007). Komulainen (2007: 25) stated that “more listening may not inevitably mean more hearing.” Showing that consideration needs to be taken when carrying out these methods to avoid distress. Additionally, if we are listening to their points of views, we must ensure his is done for a clear purpose. However, Baird (2013) discovered evidence that the Mosaic approach is a flexible and valuable child-centered research method. 
	The Mosaic approach is a way of collecting qualitative data which is beneficial for this context in many ways. The data collected is descriptive which means that nothing is overlooked, and any detail can be collected and be significant (Bodgan and Bilken, 1992). This is important for the data collection in this essay as the aim is to gain a holistic view of the child therefore every detail can be important to piece together the whole picture of this child. 
Another benefit is that qualitative research places the emphasis on the process rather than the outcome (Bogdan and Bilken, 1992). On the contrary, this may be a limitation if the teachers serve a self-fulfilling prophecy as they have already embedded perceptions of the child before beginning the data collection (Bogdan and Bilken, 1992; Rosenthall and Jacobsen, 1968). This has been demonstrated by Rosenthall and Jacobsen (1968) when they found that a teacher’s expectation of a child has an affect on the cognitive development of that child. This demonstrates the importance of collecting data without any pre-conceived perceptions of the expectations and current level of the child to ensure an accurate picture of the child. 
	Much of the data collected is through observations. Welsh Government (2008) explain that observations are a great tool for teachers to inform their planning as it gives teachers an insight to their enjoyment, focus levels, involvement amongst other factors.  The purpose of using observations as part of the data collection methods is to “determine where they are on the learning continuum in order to move them along” (DCELLS, 2008a: 6) which is the intention of this essay. Through observing the child, I will have a better understanding of any misunderstandings or ‘gaps’ in their knowledge to know how to move this child along to the next stage of development. However, Cohen et al. (2011) argue that observations can be time consuming and inclined to observer bias as the observer brings with them their pre-conceptions. 
	Another method used in this essay is an interview with the child’s teacher. It is an informal interview which Hatch (2002) describes as conversation that takes place at the research scene which is unstructured. Though they are unstructured by nature, they still have a valuable purpose as they can support observations and give you a different perspective (Hatch, 2002) and powerful and new insights (Clark et al., 2014). A limitation of this is that even though it is more of natural conversation than more structured interviews, the researcher still approaches it with their own agendas which can lead to leading questions. 
	When collecting data with children, ethical considerations must occur. I followed the ethical guidelines provided by the British Educational Research Association (BERA) (2011). Firstly, I obtained the consent of the class teacher prior to collecting the data on the child (Appendix 1). Secondly, I asked the child for their assent before conducting the learning walk with her. Furthermore, I ensured that the data collection caused no stress to the child. I did this through following the schools safeguarding and health and safety procedures. The observations occurred during the ‘normal’ classroom setting where observational notes are taken regularly therefore taking observational notes was not intrusive for this child and is part of the ‘normal’ classroom procedure. Finally, I have kept the child, the teacher, and the school all anonymous and all data collected will be kept confidential and private. Therefore, the child discussed in this essay will be referred to as Child A from here. Additionally, much of the work in Reception are photos, therefore only observational notes about those activities will be used in this essay. 

Analysis of learner
	From interviewing the class teacher of Child A (Appendix 2), her outcomes for Mathematical Development from the Foundation Phase Profile at baseline was a 2C. The class teacher further explains how this is perceived as an incline in outcomes from her Nursery results which was at a 2a. This could be due to several reasons such as her being in a different Nursery setting from the current school. The teacher’s explanation for this as a possible reason was that her previous school had overestimated the child and had potentially noted she’d achieved a skill from an outcome without having the evidence to back it up. Another reason for the incline could be the fact that she’d arrived at a new school at the point that the Foundation Phase Profile had been completed. Research has shown that student mobility can have detrimental effects on the academic achievement of a child (Astone and McLanahan, 1994; Hagan et al., 1996; Rumberger and Larson, 1998; Pribesh and Downey, 1999; South et al., 2007; Gruman et al., 2013). 
	Recently, she has completed tasks that are working towards an Outcome 3. She could successfully complete number bonds to 10 (Appendix 3) and could count in 2s (appendix 4) where she demonstrated her ability to recite numbers to 20 which is the first statement of the Outcome 3 in Mathematical Development (Welsh Government, 2015). She completed both tasks independently which demonstrates her ability to work at an Outcome 3. Additionally, she is beginning to understand and identify odd and even numbers (Appendix 5) which is an Outcome 4 statement (Welsh Government, 2015). This demonstrates that some of her Mathematical Development is at an expected outcome for her age. However, due to time constraints, the data collected only demonstrates a small aspect of the outcomes for Mathematical Development, therefore it is difficult to draw a conclusion for her overall Mathematical Development. 
	During the learning walk with Child A, she explained how she aware of the purpose of the Mathematics continuous provision area (Appendix 7). She also could identify the mathematics ‘learning friend’ and explained how he “helps us to learn numbers.” She was able to tell me what the learning friend has been specifically saying in recent weeks for example number bonds to 10. This demonstrates her ability to engage with these activities independently and an awareness of her learning environment. 
	There is a similar picture with Child A’s Literacy, Language and Communication Skills results. Child A was deemed a 2a when leaving Nursery and then a 2c from the Foundation Phase Profile Baseline (Appendix 2). For the reading strand of Literacy, Language and Communication Skills, her ‘reading record’ (Appendix 6) shows that she has demonstrated the ability to read some familiar words by sight and can retell the story in her own words, though this is done in basic manor. She can sound out and blend any unfamiliar words that she comes across independently demonstrating the she can “recognise that words are constructed from phonemes and these are represented by graphemes” (Welsh Government, 2015). All these skills are Outcome 3 skills demonstrating again her ability to work towards an Outcome 3. However, this information is only from two reading sessions with the child which presents only a small amount of evidence on the child and for only one aspect of the Language, Literacy and Communication Skills area of learning. Therefore, it is difficult to make overall conclusions.  A strength of this data is that the reading record is completed as the child is reading therefore it is not subject to bias as they are completed in real time and not from memory. However, more reading records will need to be completed before an overall picture of her reading ability is determined. 
	During the learning walk (Appendix 7), she stated how the ‘reading garden’ is her favourite area in classroom 1 because she enjoys reading books. This demonstrates her awareness of her learning environment and she enjoys engaging with it. However, when we arrived at the ‘writing garden’ area and was asked what she learns to do in the area, Child A was unable to tell me. When then asked what she does in this area, she explained an activity that she had completed with a Teaching Assistant earlier that day where the resources had been left on the table in that area only for that day. She had taken cues from her immediate environment and told me that is what she does in that area. She did not know the true purpose of that area. Furthermore, I have not often observed her in that area which is in classroom 2. She is a pupil in classroom 1 which is where she chooses to spend most of her time even though the continuous and enhanced provision in both classrooms are open to children from both classes. This is also evident when I asked Child A, which classroom she prefers, and she said classroom 1. Although, when asked why, she merely replied ‘I like it better’ (Appendix 7). Reasons for this is that she may prefer the areas in classroom 1. An alternative reason is that she may feel more comfortable being in that environment as she feels that is her classroom. 
	Child A explains that her favourite continuous provision area in classroom 2 as the ‘Cwtch Cymraeg’ (Appendix 7). However, when asked why she liked that area she explains that she enjoys buying food which is part of the enhanced provision in that area as the children were currently reading ‘Tedi Twt yn Siopa.’ This does demonstrate her interest in role-play which is an Outcome 3 skill. Though this answer further demonstrates the way she takes cues from the immediate environment as she could see the props when answering. She was not able to tell the purpose of the area if those props had not been there.
Child A demonstrated some enjoyment in stories whilst reading ‘Tedi Twt yn Siopa’ and joining in with a welsh song during a focus task (Appendix 8).  These skills are from Outcome 3, showing that she is demonstrating skills of the expected outcome for her age. This evidence is from oral tasks and whilst oracy makes up 70% of Welsh Development, evidence of writing and reading is needed to be able to conclude a true ‘best fit’ outcome for Welsh Development. 
	The data collected for Personal and Social Development, Well-being and Cultural Diversity are through observations and an interview with Child A’s class teacher. Whilst completing a creative task where children were instructed to make a boat that floats with a partner, Child A took the lead and completed the task almost independently without much interaction with her partner (Appendix 9). There was very little evidence of them working collaboratively and I had to encourage them to do so. This is evidence of an Outcome 2 statement as support was needed for Child A to take turns with her partner (Welsh Government, 2015). 
	Child A is demonstrating some aspects of the Outcome 3 strand. The class teacher explains in the interview (Appendix 2) that she copes with a change of routine very well and easily adapts her behaviour for different situations such as carpet time, assembly etc demonstrating that Child A can “recognise appropriate behaviour for different situations” (Welsh Government, 2015: 50) which is an Outcome 3 skill. 
	Another piece of evidence of Personal and Social Development, Well-being and Cultural Diversity at Outcome 3 for Child A is seen in Appendix 10. She has a group of friends and has demonstrated her ability to respond to their needs through being kind to them and listening to what they have to say. When a friend was sad, Child A tried comforting her and making her feel better demonstrating her ability to “recognise and are increasingly sensitive to the needs of others” (Welsh Government, 2015:50) which is an Outcome 3 statement.  
	Child A has demonstrated the ability to attend to her personal needs for most of the time as she can independently put her coat on, eats independently, and goes to the toilet independently. However, Appendix 10 demonstrates how there are occasions where she has toilet accidents and she is not able to explain why they have happened. 
Furthermore, Child A does have some difficulties controlling her emotions. She will often complain that she feels ill which is believed to be a call for attention. Additionally, on this one occasion, Child A was unable to hide her upset and disappointment at not being chosen as ‘helper heddiw’ that day (Appendix 10). She was upset for a while afterwards whilst other children may have shown brief disappointment then would move on. To begin with she told me that she was upset because she missed her mum but then soon after revealed that she really wanted to be ‘helper heddiw.’ This demonstrates her ability of an awareness of her emotions which is an Outcome 2 statement, however at this point she is not yet demonstrating an ability to control her emotions. Despite this, she is demonstrating aspects of Outcome 3 for Personal and Social Development, Well-being and Cultural Diversity and will work towards it by the end of Reception. 


Next steps
	In this section, I will be discussing how to help the child progress in their learning based on the information presented of their current understandings from the previous section. 
	To date, I have only taught the ‘Using number skills’ strand of Mathematical Development (Welsh Government, 2015). Therefore, I will only be suggesting next steps based on this strand. Child A has demonstrated her ability to recite numbers to 20 through a counting in 2s activity and orally counting in 1s to 20 during carpet time.  The next step for Child A would be to count in 10s to 100. This can be done in several ways to ensure understanding. The behaviourist approach would suggest rote learning counting in 10s which can be deemed beneficial as it can speed up the understanding process (Pritchard, 2009). However, to ensure understanding of this concept, scaffolding would need to happen by the teacher (Wood et al., 1976). This will involve Child A viewing counting to 10s being modelled by a teacher and then gradually the support is gradually removed so that she reaches her zone of proximal development, which is where a child learns to complete a task independently with support from a teacher (Wood et al., 1976; Vygotsky, 1978; Was and Golding, 2014; Calder, 2015; Booth et al., 2017). 
	Additionally, to achieve Outcome 3 for the whole strand of the ‘Using number skills’ (Welsh Government, 2015), Child A needs to be able to ‘use 1p, 2p, 5p and 10p coins to ‘pay’ for items’ (Welsh Government, 2015: 55). Her ability to count in 2s and 10s will benefit her greatly when learning to count money. Lessons where modelling using money will need to occur followed by a reinforcement of money skills in role-play areas. 
	With the reading strand of Literacy, Language and Communication Skills, Child A is demonstrating many skills of Outcome 3. For her to progress, she needs to be able to link stories to her own personal experience and become increasingly aware of punctuation. 
	There are many different strategies that can be used within the classroom that will aid Child A to make connections to her own personal experiences when reading books. The Department of Education WA (2013) suggest reading to the children which will not only help the child to make personal connections but can also help foster their enjoyment and positive attitude towards reading which Child A already shows to have. A reason why reading to the children can help make personal connections could be because the child is concentrating on listening rather than reading the words. 
Another strategy suggested by Department of Education WA (2013) is group discussions about books. This could help the child to make personal connections as the other children could act as the more knowledgeable other which will help Child A to reach her zone of proximal development (Vygotsky, 1978; Was and Golding, 2014) through the other children talking about their own personal connections which will support Child A in making her own personal connections consequently. Button and Johnson (1997) support this and explain how shared reading can present children with the strategies they need to become independent readers. Further demonstrating how talking about personal connections to a book in a group could lead to Child A being able to do that independently in the future. 
	Developing Child A’s awareness of punctuation is also important in advancing her reading ability. Punctuation is used more accurately when children are made aware of and appreciate the connection between written language and punctuation (Hall, 2005; Waugh, 2015). Therefore, it is important to explain to Child A why punctuation is important and model how reading will sound with and without punctuation to emphasise its importance. This should additionally help her with her writing work. 
	From the data analysis, it is evident that Child A does not engage with the ‘writing garden’ or understand its purpose. I believe it is important to develop her interest in this area as it could have many benefits for her writing ability as it is reinforcing skills she is learning in focus tasks. Another reason developing her interest in the ‘writing garden’ is important is that research has found a link between enjoyment of writing and writing achievement (Clark and Douglas, 2011). Additionally, the amount of time spent engaged in writing can influence a child’s writing ability (Dunsmuir and Blatchford, 2004). Potential ways to do this would be ensuring the ‘learning friends’ tasks in the writing area are of interest to the child and make the ‘writing garden’ as stimulating as possible for her (Graham and Harris, 2016). Furthermore, the adults should be encouraging all children to visit all the areas and complete all the ‘learning friends’ activities. This could be done through a reward system of behaviourism learning theory where Child A will learn that going to that area will gain her a reward (Watson, 1913; Pritchard, 2009). Teachers could explain to the children that they will receive a reward for a good piece of work created in the writing area. This would benefit many children in the classroom, not only Child A. 
Child A has demonstrated her Welsh oral ability at Outcome 3. Though this achieves 70% of the outcome, the ability to read and write in Welsh is also important to a child’s Welsh Language Development. Therefore, it is important that the next step for Child A is to work towards the Outcome 3 statement that states “They begin to recognise the alphabetic nature of reading and writing and understand that written symbols have sounds and meaning” (Welsh Government, 2015). This could be done through immersing the child with Welsh books and writing materials in the ‘Cwtch Cymraeg.’ Child A has already stated how this is her favourite enhanced provision area in classroom 2 which shows her positive attitude towards learning Welsh. The reason she stated she enjoyed it was because she enjoys being ‘Tedi Twt’ and buying and selling food which was the current role-play activity in that area. To develop Child A’s reading and writing ability in Welsh, I will capture her enjoyment of the current activity, and develop it further into a reading and writing task by having her emergent writing what ‘Tedi Twt’ is saying in the role play. This is based on the evidence that was found with Literacy, Language and Communication Skills writing development of the child in that writing about a topic that the child enjoys can result in writing success (Graham and Harris, 2016).
	Though Child A seems on track to achieve the expected outcome for her age by the end of Reception for Personal and Social Development and Well-being and Cultural Diversity, there are still areas of that Outcome that are yet to be achieved. One of the new curriculum for Wales’ key purposes is for children to become “healthy, confident individuals” (Donaldson, 2015), therefore developing children’s Personal and Social Development, Well-being and Cultural Diversity should be held in high regard. 
	Child A has not yet demonstrated her ability to begin “to understand that all living things should be treated with care, respect and concern” (Welsh Government, 2015). This could be done through having a class pet such as a goldfish. This would provide all children the tools to understand the needs of the goldfish to be kept alive and give them some of the responsibility in doing so. A case study demonstrated how a child was seen to have an increase in social interaction with peers from discussing the new goldfish in the class (DCELLS, 2008c). Other research supports this and shows how having to care for an animal develops many skills in a child and can benefit them greatly (Rud and Beck, 2003; Endenburg and van Lith, 2011; O’Haire et al., 2013).
	Another aspect of Personal and Social Development, Well-being and Cultural Diversity that needs developing in Child A to progress is developing her ability to control her emotions (Welsh Government, 2015). This is an important aspect to develop as emotional development impacts on early school achievement (Raver, 2003; Webster-Stratton and Reid, 2004). A child’s emotional control can be developed through modelling and role-play which can help children to identify their emotions and how to deal with them (Quinn et al., 1999; Raver, 2003). A benefit of doing these activities is that they will not only apply to Child A but additionally help the development of many children in the classroom (Raver, 2003). However, Quinn et al. (1999) find that they only have a short-term affect on the children. 
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Conclusion
	This essay has provided me with the opportunity to view a child in a detailed and holistic manner. From the evidence collected on Child A’s Mathematical Development, Language, Literacy and Communication Skills, Personal and Social Development and Well-being and Cultural Diversity and Welsh Language Development, I believe I can conclude that she is on track to achieve the expected outcome for her age at this point in her development. Though I believe she is showing ‘best fit’ for the expected outcome for all those areas of learning, there are still aspects of the outcomes that she is yet to achieve which I have highlighted in the next steps section of the essay. 
	Despite the vast evidence presenting how children who are eligible for Free School Meals have a higher risk of poor academic achievement, this does not seem to be the case for Child A. She is progressing in line with her peers and is likely to achieve the expected outcome for the end of Reception. 
	Although Child A is on track academically, she needs to become more aware and engaged with her environment. Her understanding of what to do in each area was limited to the resources she could see at that moment in time which changes regularly. For many areas of continuous provision, she did not know their purpose if they were not enhanced with activities related to topic or focus tasks. 
	Using the Mosaic approach has been a valuable mixed-methods tool in getting to know my target child and I will be take this with in my future teaching to ensure that I get to know all children in my class in a holistic manner. 
Collecting this evidence has demonstrated to me the importance of observation notes in informing future planning, especially in Reception. Though observations can include teacher-bias (Cohen et al., 2011), it has been a great tool for me in getting to know about many aspects of the child. Additionally, many aspects of tracking and monitoring are influenced by teacher-bias, therefore it is part of the school culture and attempts to be overcome by moderation. 
	Though observations have been an extremely useful tool for me in getting to know Child A, I do not believe that I would have been able to fully get to know the child by only using observations. However, using the learning walk and listening to the child’s voice gave me a better insight into her attitudes and feelings towards her learning environment. Moving forward, I will be ensuring listening to the voice of a child is planned in to lessons where possible so that I gain a clear understanding of their perspective and how they feel they can improve. Without the learning walk, I would not have been aware that Child A is not aware of the purpose of some of the continuous provision areas in her classroom. 
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Appendix 2- Relevant transcript of class teacher interview

Q: What level did Child A demonstrate after the Foundation Phase Profile Baseline?
A: Well, she is actually very interesting because she went to Nursery in a different school and her other school on INSERTS had clicked her to be a 2a across the board but when we did the Baseline with her she came out as a 2c which we felt is more accurate of where she was at that point. I think the Nursery teacher in the last school was a bit click happy on INSERTS because she was leaving. So it looks like she hasn’t progressed as much as the other children on INSERTS but we know from where she was in September she has.



Q: Is she able to cope with change of routines well?
A: She does actually. We’ve never had any problems with her in that respect. She gets on with things very well and will adapt her behaviours for different situations. She knows how to act on the carpet, at assembly time and in the yard etc. 


Appendix 3- Observation notes for number bonds to 10 activity. 
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Appendix 4- Observation notes for counting in 2s activity. 
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Appendix 5- observation notes for odd and even numbers activity.
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Appendix 6- Reading Record
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Appendix 7- Learning Walk
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Appendix 8- Observation noted for ‘Tedi Twt yn Siopa’ activity.
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Appendix 9- Observation notes for making boats activity.
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Appendix 10- Classroom observation notes
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