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Audit: Writing in reception

	Writing in reception
	Current practice

	Leaders make sure that every child is supported to reach the expected level of development in the early learning goal for Writing by the end of the reception year.
	

	Plans are put in place to support all children who do not meet the expected level of development in Writing by the end of reception to access and meet the expectations of the year 1 curriculum.
	

	A clearly defined curriculum extends children’s language and vocabulary in each of the Early Years Foundation Stage areas of learning.
	

	Explicit handwriting instruction, in addition to phonics, begins early in reception for all children.
	

	Children are taught transcription skills and practise them. They should practise what they have been taught through dictation.
	

	Teachers focus on developing the quality of children’s writing (letter formation and spelling) and not the length. Children are not expected to write extended pieces.
	

	Children are taught to practise oral composition. They compose sentences orally and say out loud what they want to write.
	

	Children are supported to hold their pencil comfortably for writing through a range of activities that develop fine and gross motor skills and strength, in addition to handwriting instruction and practice.
	






	Writing in reception
	Current practice

	Teachers systematically pass on information about children’s knowledge gaps to year 1 staff as part of transition.
	

	Actions to be taken:
	Term actions to be reviewed by:


[bookmark: Section_3:_Transcription:_handwriting_an][bookmark: _bookmark57]


[bookmark: Audit:_Handwriting]Audit: Handwriting

	Handwriting routines
	Current practice

	Handwriting is taught explicitly and regularly across the school to all pupils. This begins early in reception and is in addition to writing in phonics lessons.
	

	Pupils across the school are taught consistent routines for handwriting that support a comfortable writing position and enable them to form letters legibly and to
develop fluency. Routines consider posture, paper positioning and pencil hold (including for left-handed pupils).
	

	All adults who work with pupils expect consistently high standards of handwriting and provide good models of handwriting that align with the school’s agreed style, across all areas of the curriculum.
	

	Handwriting instruction focuses on letter formation, size, orientation, spacing and consistency.
	

	Teachers make sure all pupils in every year group regularly practise handwriting to develop physical skill and control, and maintain fluency and legibility.
	

	Teachers teach pupils how to hold the pencil using the tripod grip, and support and encourage them to use it when they write.
	

	Pupils who need support have access to appropriate resources and equipment to enable them to make progress in handwriting in line with their peers.
	







	Handwriting routines
	Current practice

	Teachers routinely model handwriting in the writing lesson to enable pupils to see how letters are formed.
	

	Teachers seek advice and work with the SENCO and other adults to support pupils needing adaptations or further support.
	

	Actions to be taken:
	Term actions to be reviewed by:
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	[bookmark: _Hlk219552992]Handwriting progression
	Current practice

	A consistent, school-wide approach to handwriting that follows a clearly sequenced progression and supports the gradual acquisition of skills is embedded across every year group. Once print handwriting is mastered, handwriting instruction encourages speed, legibility and consistency.
	

	Teachers begin teaching letter formation at the start of reception for all pupils.
	

	Joined handwriting is not taught until pupils have mastered print handwriting.
	

	Teachers monitor pupils’ progress in handwriting and take action to support those who are not progressing in line with their peers.
	

	Pupils who struggle with handwriting and/or are at risk of falling behind are identified early on and are taught and practise the knowledge they are missing. Teachers focus on these pupils during the handwriting lesson and provide individual support.
	

	Teachers focus on the pupils who need the most support as they practise handwriting during the handwriting lesson. They observe them as they write and provide feedback and support, preventing them from practising letter formation incorrectly.
	

	Actions to be taken:
	Term actions to be reviewed by:


[bookmark: _bookmark68]
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[bookmark: Audit:_Spelling]Audit: Spelling

	[bookmark: _Hlk219553021]Spelling
	Current practice

	A school-wide systematic approach to spelling that acknowledges and includes phonics, orthography and morphology is taught in all year groups.
	

	A clearly defined curriculum ensures that spelling instruction begins in reception and progresses throughout the school.
	

	Direct spelling instruction takes place regularly.
	

	For pupils learning systematic synthetic phonics, instruction includes regular spelling practice.
	

	Pupils are taught how to apply their knowledge of grapheme-phoneme correspondences to spell using dictation.
	

	Pupils are given tasks that allow them to practise and apply what they have been taught.
	

	Spelling is monitored consistently in all year groups. Teachers assess whether pupils are on track to spell all words on the national curriculum word lists correctly.
	

	Effective procedures identify pupils who struggle with spelling.
	

	When editing written work, feedback to pupils on incorrect spelling relates to spelling patterns, morphology and etymology.
	

	Actions to be taken:
	Term actions to be reviewed by:


[bookmark: Typing][bookmark: _bookmark74][bookmark: Audit:_Composition][bookmark: _Hlk218233564]
Audit: Composition

	[bookmark: _Hlk219555528]Composition
	Current practice

	There is an understanding across the school that, for most pupils, composition begins orally and that talk is valuable through the whole writing process.
	

	Teaching about sentences is at the heart of teaching composition. There is an understanding that the best way to teach pupils to write is by teaching them to master sentences first.
	

	Sentence structure activities constitute a part of writing lessons.
	

	Teachers ensure pupils are taught to apply their grammatical knowledge to build sentences.
	

	All staff understand that the writing process encompasses planning, drafting, revising, editing, and sharing, and that these steps are relevant for composing sentences as well as longer texts.
	

	All staff understand that the writing process can be used with pupils of all ages, but the degree to which a pupil engages with each phase will vary, depending on the nature of the task.
	

	The school’s approach to the teaching of writing affords pupils sufficient time for planning, writing and reviewing their work and emphasises quality over quantity.
	

	Teachers develop pupils’ writing strategies through modelled and shared writing.
	









	[bookmark: _Hlk219555555]Composition
	Current practice

	All staff are aware that the cognitive demands of handwriting and spelling can divert attention away from other elements of writing.
	

	Rich and expressive spoken language is used and shared in classrooms and across the school.
	

	Vocabulary is built through robust, purposeful, explicit instruction.
	

	When transcription skills are not sufficiently automatic, composition may be practised orally.
	

	Teachers make sure pupils always have sufficient content knowledge of a subject before writing about it.
	

	Planning models, that are consistent across the school, are used to support pupils to structure whole texts and paragraphs.
	

	Model texts are used to develop pupils’ awareness of written structures and authorial techniques.
	

	Feedback from teachers is regular, usually oral, specific, practical, actionable and encouraging. Pupils are able to respond close to the point of feedback and improve their written work.
	

	There is a whole-school approach to sharing pupils’ work, creating an environment where writing is valued.
	

	Actions to be taken:
	Term actions to be reviewed by:


[bookmark: Section_5:_Pupils_who_need_the_most_supp][bookmark: _bookmark127][bookmark: Audit:_Keeping_up_from_the_start]Audit: Keeping up from the start

	Supporting pupils in class
	Current practice

	Writing teaching is of the highest quality to give all pupils the best opportunity to achieve.
	

	Teachers use assessment to make sure writing teaching is sequenced to match pupils’ existing knowledge.
	

	A well-planned writing curriculum ensures pupils are taught and have sufficient opportunity to practise and apply the foundational writing skills of handwriting, spelling and sentence building.
	

	Pupils who find writing difficult and are at risk of falling behind in any aspect of transcription or composition are identified quickly.
	

	Pupils who find writing difficult receive the teaching and practice they need to become fluent with transcription.
	

	The progress of each pupil is monitored and sufficient support accelerates progress, including for new arrivals and pupils who are learning English as an additional language.
	

	Adults value pupils’ spoken composition and support all pupils to compose orally, including and especially when transcription is more challenging for the pupil.
	

	Actions to be taken:
	Term actions to be reviewed by:


[bookmark: When_writing_is_challenging][bookmark: _bookmark137][bookmark: Audit:_Pupils_who_need_further_support]


Audit: Pupils who need further support

	Pupils who need further support
	Current practice

	Teachers use the graduated approach of ‘assess, plan, do, review’ to help build an ongoing understanding of pupils’ needs and to provide individualised support that accelerates their progress.
	

	Effective teaching supports pupils to catch up rapidly.
	

	Each pupil receiving extra support is profiled to identify any SEND (if not already identified); any speech, communication and language needs; their attendance; time at the school, and previous teaching.
	

	Leaders support and monitor interventions closely and evaluate the impact on pupils’ progress regularly.
	

	Actions to be taken:
	Term actions to be reviewed by:


[bookmark: Section_6:_Writing_across_the_curriculum][bookmark: _bookmark148][bookmark: Section_7:_Leadership_and_management_of_][bookmark: _bookmark153][bookmark: Audit:_Leadership_and_management_of_writ]













Audit: Leadership and management of writing

	Leadership and management of writing
	Current practice

	The headteacher takes responsibility for building a positive writing culture that is motivating for pupils and encompasses both reading and writing, acknowledging that they are interrelated but not inverses.
	

	Those responsible for leading literacy have the expertise, skills and experience to lead high-quality writing teaching and rigorous assessment.
	

	Those responsible for leading literacy have sufficient, dedicated time to fulfil the role.
	

	The leadership of writing is not at the expense of reading.
	

	Literacy leaders work collaboratively with the SENCO to make sure that all pupils access high-quality writing instruction that is precise, accessible and enables them to make progress.
	

	Leaders ensure the writing curriculum is well-sequenced and provides sufficient time for pupils to apply, practise and revisit what they have learnt.
	

	Leaders make sure the writing curriculum begins by securing pupils’ foundational transcription and oral composition skills, and then builds on composition skills once pupils’ transcription is sufficiently fluent.
	

	Leaders make sure routines for teaching handwriting are consistent across the school, enabling pupils to form letters legibly and develop fluency. These routines are monitored and embedded.
	

	If leaders select a writing programme to support
the teaching of one or more aspects of the
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	Leadership and management of writing
	Current practice

	writing curriculum, they have a clear rationale for its use.
	

	Professional development, including training and coaching, is planned and effective so all staff become experts in teaching writing.
	

	Leaders ensure that teachers have good knowledge of specific areas of writing, such as grammatical terminology, and plan appropriate CPD for teachers who need additional support.
	

	Leaders ensure that a shared terminology for teaching writing is used and understood across the school. For example, planning formats and grammatical terminology are consistent in and across year groups.
	

	The headteacher and senior leaders understand the importance of the reception year in establishing the foundations for later success and ensure that every child is supported to reach the expected level of development in Writing by the end of reception.
	

	The routines and models this framework describes, such as ‘ready to write’ approaches for handwriting and planning models for writing activities, are embedded across subjects and not limited to English lessons.
	

	Leaders ensure that formative and summative assessments are effective in informing and refining planning and teaching for individuals, groups and whole classes.
	

	Actions to be taken:
	Term actions to be reviewed by:


[bookmark: Section_8:_National_assessments][bookmark: _bookmark170]






[bookmark: _bookmark176][bookmark: Appendices][bookmark: _bookmark177]Appendices

[bookmark: Appendix_A:_Handwriting_guidance][bookmark: _bookmark178]Appendix A: Handwriting guidance
[bookmark: Maintaining_a_correct_and_comfortable_si][bookmark: _bookmark179]Maintaining a correct and comfortable sitting position and pencil grip
Teachers should encourage pupils to maintain correct finger positioning. Most pupils find the tripod grip the easiest to learn and support grips can help. Teachers should show pupils how to pinch the pencil with the index (‘pointing’) finger and the thumb, about a finger space from the end (on the coloured part just above the sharpened point); and how to rest the middle finger underneath the pencil to support it. If necessary, a sticker can show pupils where to place their fingers. The way a child grips the pencil will affect the quality, speed and flow of the handwriting. The grip should be relaxed, not pressing too hard on the pencil or the paper.
Finger positioning using the tripod grip:
[image: A diagram showing how to hold a pencil. The thumb acts as a pad on the side of the pencil closest to the user, the index and middle finger both hold it steady on the adjacent side. All fingers are bent. ][image: A diagram on how to position paper for left-handers. The left hand holds the pencil whilst the right hand is splayed over the right edge of the paper to hold it steady. ]

Paper positioning for left-handers: Paper positioning for right-handers:
[image: A diagram on how to position paper for right-handers. The right hand holds the pencil whilst the left hand is splayed over the right edge of the paper to hold it steady. ]

[bookmark: Letter_families_and_relative_sizes]Letter families and relative sizes
Pupils should be taught to develop a consistent style by paying attention to how letters in each family are formed.
The ‘families’ are grouped according to where each letter starts, although these families may differ slightly, depending on the handwriting programme used.
Typical families are:

· c o a g q d
· i l t k j
· v w u y f
· r n m h p b
· e s x z
Pupils should be taught to write each ‘family’ of lower-case letters correctly on the line, and then to write words that include letters from that family.

[bookmark: Diagonal_and_horizontal_joins]Diagonal and horizontal joins
Pupils should be taught two basic joins: diagonal joins and horizontal joins. The diagonal join connects:
· letters from the line to small letters
· letters from the line to tall letters
· letters from the line to a, d, g, c, o, q (These letters need an extra stroke backwards across the top of a, d, g, c, o.)
The horizontal join connects:

· v, w, x, f, r to small letters
· v, w, x, f, r to tall letters
· v, w, x, f, r to a, d, g, c, o, q

[bookmark: Appendix_B:_Morpheme_Matrices][bookmark: _bookmark180]Appendix B: Morpheme Matrices
Morpheme matrices130 can help pupils to understand and learn how to combine Latin and Greek prefixes, roots and suffixes to support their spelling and comprehension. There are other versions.

[bookmark: Using_morpheme_matrices_to_assemble_Lati]Using morpheme matrices to assemble Latin forms
Teachers can pronounce the root, explain its meaning and then show how to assemble roots and suffixes to form new words. A discussion on meanings and changes should follow. The same process can be followed for assembling prefixes and roots, building to assembling prefixes, roots and suffixes.
The teacher can then guide pupils to re-read, spell, say and write new words, including using them in sentences.
[bookmark: Example_morpheme_matrices_(Latin_form):]Example morpheme matrices (Latin form):

	Prefixes
	Latin root and meaning
	Suffixes
	New word

	dis
	rupt

to break or burst
	s

ed
	disrupts

disrupted

	inter
	rupt

to break or burst
	er ible
	interrupter interruptible




[bookmark: Using_morpheme_matrices_to_assemble_Gree]Using morpheme matrices to assemble Greek forms
Words in subjects such as geography, history and science often include a combination of Greek forms.










[bookmark: _bookmark181]130 Frank, M. (2018) ‘Morpheme Matrices: Sequential or Standalone Lessons for Assembling Common Prefixes, Latin Roots, Greek Forms, and Suffixes’. ATLAS, Hamline University. Available at: Morpheme Matrices: A Tool for Assembling Multi-Syllable Words - ATLAS ABE


[bookmark: Example_morpheme_matrices_(Greek_forms):]Example morpheme matrices (Greek forms):
Teachers can introduce the prefix and root, pronounce the word and explain its meaning. They can then show how to combine the prefix and root to make subject-specific words, discuss their meanings and how the words change.
They can then progress to guiding pupils to combine the new Greek-based words with the suffixes and discuss meanings and changes. As with the Latin forms, the teacher can then guide pupils to re-read, spell, say and write new words, including using them in sentences.

	Greek prefix and meanings
	Greek root and meaning
	Suffixes and meanings
	New word

	bio (life)
	graph

written or drawn
	er (one who)

y (subject or science)
	biographer biography

	geo (earth)
	graph

written or drawn
	er (one who)

y (subject or science)
	geographer geography
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[bookmark: _bookmark183][bookmark: Appendix_C:_Selecting_model_texts][bookmark: _bookmark182]Appendix C: Selecting model texts
To develop their understanding of the structures of different types of text, pupils need to study model texts which provide ‘opportunities to read, analyse, and emulate models of good writing’131. The following four principles can be useful:
· the writing of texts should be integrated with the reading of similar texts
· the exemplar text needs to highlight the features, including the structural features of that specific text type
· teachers must scaffold the analysis of the exemplar text to ensure pupils attend to the specific features – both organisational (structural) and language features
· the texts must illustrate clearly the specific features of effective writing. The teachers may therefore need to write the text
Selecting models to exemplify the particular structure being taught requires a nuanced approach, depending on the purpose of the text and what is being analysed and taught.
It is important that pupils are not asked to write a text when they have little or limited experience of reading such texts. They need to have sufficient support to feel confident about success.

[bookmark: Teacher-written_text]Teacher-written text
A teacher-written text is often most effective when it exemplifies the structure and language devices that are the focus of the teaching. Advantages include:
· production of a text based on the teacher’s knowledge of the class
· the teacher’s knowledge and authority as the author of the text
· the teacher’s control of all the content of the text, which might include recently taught content for revisiting and assessment
· the opportunity for the teacher to refer to their own choices and strategies – and, possibly, changes – when discussing and analysing the text with the class
· the opportunity to adapt and adjust the text so that it is accessible for all pupils

[bookmark: Mentor_text]Mentor text
If the teacher wishes to draw attention explicitly to the choices writers make in order to develop pupils’ metalinguistic awareness and strengthen the link between reading and writing, a text written by a recognised and published writer/author is a good choice. Often known as ‘mentor texts’, such texts allow the teacher to:

131 Graham, S. and Perin, D., 2007. A meta-analysis of writing instruction for adolescent students. Journal of Educational Psychology, 99.

· [bookmark: _bookmark184]focus on the devices and language structures the author has chosen and analyse their effects on the reader
· encourage deeper thinking about the relationship between linguistic choices and meaning
· draw on the authority of a recognised author
· enable the pupils to ‘sit beside the author and study how the text is constructed and how it communicates’132
· highlight how the author develops clarity and coherence for a non-present reader
· link the text to the socially determined location in which the writing is situated: where is the text published? in what format? for whom? why did the author write it?

[bookmark: WAGOLL_(What_A_Good_One_Looks_Like)]WAGOLL (What A Good One Looks Like)
If a text is to exemplify the quality to which pupils are to aspire, a text written by a proficient writer might be used. It could be written by a teacher but could also be selected from a bank of exemplar texts created by the school or available elsewhere. Such texts:
· are written above the pupils’ instructional level
· are written at a level that is achievable by some pupils but that will motivate and support all pupils
· contain all the language features and structures that would be included if a pupil were to achieve all the objectives
All types of model texts can support pupils’ writing, and a variety may be used over a sequence of lessons, depending on the objectives.

132 Culham, R., 2016. The writing thief: Using mentor texts to teach the craft of writing. Portland, ME: Stenhouse Publishers.
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[bookmark: Appendix_D:_Examples_of_sentence_structu][bookmark: _bookmark185]Appendix D: Examples of sentence structure activities
[bookmark: Using_sentence_fragments_to_create_compl]Using sentence fragments to create complete sentences
Activity: Using sentence fragments to create complete sentences

Explanation: Pupils who are learning to form complete sentences benefit from understanding that there are two parts to a sentence:
Subject: a word naming a person, place, or thing (such as a noun or pronoun).

Verb: an action, occurrence or a state of being.

This activity reinforces this point. It can be done with pupils who have not developed transcription skills.
Example:

Pupils are given fragments of sentences and are asked to join the naming part of the sentence (subject) with an appropriate action, occurrence or state of being (verb).

[image: An illustration to show sentence fragments that can be combined to form two separate sentences. The four cards display the following words or phrases: 'climbed the beanstalk', 'saw a giant', 'he', and 'Jack'. ]

	Subject: a word naming a person, place or thing (such as a noun or pronoun).
	Verb: an action or state of being.

	Jack
	saw a giant.

	He
	climbed the beanstalk.




Fragments can be expanded further to use other elements of a sentence, such as adverbials, expanded noun phrases and subordinate clauses.
[image: An illustration to show sentence fragments that can be combined to form three separate sentences. The nine cards display the following words or phrases: 'he', 'ran away', 'because he was scared', 'after', 'Jack', 'saw a giant', 'he', 'climbed' and 'the tall, green beanstalk'. ]

Pupils can also be given sentences and be asked to identify the subject and verb.


Jack, the bravest boy in the village, saw a terrifying giant at the top of the beanstalk.

[bookmark: Correcting_incorrect_sentence_structure]Correcting incorrect sentence structure
Activity: Correcting incorrect sentence structure

Explanation: Asking pupils to identity and correct incorrect sentences develops a deeper understanding and awareness of:
· sentence structure
· correct punctuation
Example:

The teacher can provide pupils with lines such as:

The tall, green beanstalk. (no verb)

Saw a terrifying giant at the top of the beanstalk. (no subject) he saw a giant (no punctuation)
Pupils are then asked to complete the lines as sentences, including the correct punctuation.

[bookmark: Extending_sentences_using_conjunctions]Extending sentences using conjunctions
Activity: Extending sentences using conjunctions

Explanation: Activities that encourage pupils to extend single-clause sentences using conjunctions develop pupils’ understanding and use of sentence structure.
A conjunction links two words, phrases or clauses together. There are two main types of conjunctions:
· co-ordinating conjunctions (e.g. and) link two words, phrases or clauses together as an equal pair
· subordinating conjunctions (e.g. when) introduce a subordinate clause
Example:

A teacher may encourage a pupil to complete the following sentence starters:

Jack climbed the beanstalk because… Jack stole the gold so…
Jack climbed the beanstalk but…
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Jack ran away when …

[bookmark: Sentence_combining]Sentence combining
Activity: Sentence combining

Explanation: This activity encourages pupils to combine two or more single-clause sentences to make one or more grammatically correct sentences that contain all the relevant information and ideas.
It promotes the use of word classes such as pronouns and promotes cohesion within and across sentences.
Example:

Jack climbed the beanstalk. Jack saw a giant. The giant was terrifying.

These three single-clause sentences might become:

Jack climbed the beanstalk and saw a terrifying giant.

Sentence combining can begin orally in reception using single-clause sentences and can be developed by adding further single-clause sentences joined by conjunctions.

[bookmark: Using_pictures]Using pictures
Activity: Using pictures

Explanation: Using simple pictures representing subjects and verbs clearly can reduce cognitive load when pupils are practising sentence structure.
They can be used later to develop sentences into paragraphs.

Example:

A picture of a boy looking at and climbing a beanstalk can generate:

Jack saw a beanstalk. He decided to climb it.

This can be developed into:

After noticing the beanstalk, Jack decided to climb it.

The picture ensures that the pupils can concentrate on the sentence structure and not on generating the idea, but it also leaves room for some creativity.
Jack decided to climb the beanstalk that had magically appeared in the garden.

[bookmark: Adding_information_using_adverbials]Adding information using adverbials
Activity: Adding information using adverbials

Explanation: Asking pupils to extend a sentence using an adverbial develops understanding and awareness of:
· sentence structure
· clauses and phrases
· punctuation
Adverbial: a word or phrase that is used, like an adverb, to modify a verb or clause. Of course, adverbs can be used as adverbials, but many other types of words and phrases can be used this way, including preposition phrases and subordinate clauses133. They can give extra information about time (when), place (where) and manner (how).
Example:

Pupils can practise adding adverbials to sentences by answering when, where and how the main action happened. For example:
Jack climbed the beanstalk.

	Time, place or manner
	Example sentence

	When?
	Shortly after dawn, Jack climbed the beanstalk.

Jack climbed the beanstalk straight after breakfast.

	Where?
	At the outskirts of the village, Jack climbed the beanstalk

Jack climbed the beanstalk in the next field.

	How?
	With great difficulty, Jack climbed the beanstalk.

Jack, with a very deep breath, climbed the beanstalk.



[bookmark: Using_the_passive_voice]Using the passive voice
Activity: Using the passive voice





[bookmark: _bookmark186]133 Department for Education, 2014. The national curriculum in England. Framework document, December 2014. London: Department for Education.

Explanation: Asking pupils to change sentences using the passive voice shows them how to change the emphasis of a sentence. It develops their understanding and awareness of:
· subject and object
· verb forms
· sentence structure
Example:

Pupils identify the subject and object of a sentence and reverse their position.

The giant shut the heavy, wooden door.

becomes…

The heavy, wooden door was shut by the giant.

[bookmark: Distinguishing_between_and_practising_th]Distinguishing between and practising the four types of sentence
Activity: Distinguishing between and practising the four different sentence types

Explanation: The national curriculum requires that, from year 2, pupils learn how to use sentences with different forms: statement, question, exclamation and command.
Statement: tells you something.

Question: asks something and usually requires an answer.

Exclamation: starts with ‘What’ or ‘How’.

Command: starts with an imperative verb. It orders or commands someone to do something.
Example:

The teacher provides sentences and asks the pupils to identify the sentence type (statement, question, command, exclamation).

	Sentence type
	Example sentence

	Statement
	Jack climbed the beanstalk.

	Question
	Did Jack climb the beanstalk?

	Command
	Climb the beanstalk, Jack!

	Exclamation
	What an enormous beanstalk!



Pupils can be asked to write a statement, command, question or exclamation. Asking them to do this can support their understanding of sentence structure in a number of ways:
· embeds understanding of the 4 sentence types
· develops understanding of the way in which the grammar of a sentence reflects the sentence type
· develops an understanding of the punctuation required by sentences of different types

[bookmark: Appendix_E:_Sentence_examples_aligned_wi][bookmark: _bookmark187]Appendix E: Sentence examples aligned with the grammar and punctuation in the national curriculum
Schools should plan for progression from straightforward, single-clause sentences to more varied sentence structures, drawing on the grammar and punctuation requirements of the national curriculum.
Knowing about grammar and punctuation supports pupils to write accurately and in a way that the reader can understand. It also gives them the tools to make explicit choices as they construct sentences and express themselves with increasing clarity and sophistication.

Reception
Early learning goal for Writing:

Write simple phrases and sentences that can be read by others.

Sentence examples:

· Jack had magic beans. *(Phonetically plausible: majic, beens)
· Mum was sad.

[bookmark: Year_1]Year 1
Grammar and punctuation:

Sentence

· How words can combine to make sentences
· Joining words and joining clauses using and
Punctuation

· Separation of words with spaces
· Introduction to capital letters, full stops, question marks and exclamation marks to demarcate sentences
· Capital letters for names and for the personal pronoun I
Sentence examples:

· Jack went to the market.
· Mum was sad and she threw the beans.
· He saw a giant and a pot of gold.
· Jack took the hen and the harp.


Year 2
Grammar and punctuation:

Sentence

· Subordination (using when, if, that, because) and co-ordination (using or, and, but)
· Expanded noun phrases for description and specification
· How the grammatical patterns in a sentence indicate its function as a statement, question, exclamation or command
Punctuation

· Use of capital letters, full stops, question marks and exclamation marks to demarcate sentences
· Commas to separate items in a list
· Apostrophes to mark where letters are missing in spelling and to mark singular possession in nouns
Sentence examples:

· Jack’s mother told him to sell the cow because they needed money.
· Jack got magic beans from an old man but his mum was angry.
· Jack saw an enormous, sleeping giant.
· The beans grew into a big beanstalk.
· Why did Jack climb the beanstalk?
· What a beautiful castle!
· Climb the beanstalk.

[bookmark: Year_3]Year 3
Grammar and punctuation:

Sentence

· Expressing time, place and cause using conjunctions, adverbs and prepositions Punctuation
· Introduction to inverted commas to punctuate direct speech
Sentence examples:

· Jack climbed the beanstalk once his mother had gone to bed.
· Finally, Jack arrived at the castle on top of the clouds.
· Carefully, Jack climbed the beanstalk so that he could satisfy his curiosity.
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Year 4
Grammar and punctuation:

Sentence

· Noun phrases expanded by the addition of modifying adjectives, nouns and preposition phrases
· Fronted adverbials Punctuation
· Use of inverted commas and other punctuation to indicate direct speech
· Apostrophes to mark plural possession
· Use of commas after fronted adverbials

Sentence examples:

· After saying farewell to his mother, Jack carefully climbed the gigantic beanstalk until he reached the magnificent castle in the clouds.
· When he eventually reached the top of the gigantic beanstalk, Jack was exhausted.

[bookmark: Year_5]Year 5
Grammar and punctuation:

Sentence

· Relative clauses beginning with who, which, where, when, whose, that, or an omitted relative pronoun
· Indicating degrees of possibility using adverbs or modal verbs Punctuation
· Brackets, dashes or commas to indicate parenthesis
· Use of commas to clarify meaning or avoid ambiguity
Sentence examples:

· Through the small crack in the castle door, Jack could see the enormous giant who was asleep in the kitchen.
· A magnificent castle, which had a huge front door, stood on top of the clouds.
· Tiptoeing past the sleeping giant, Jack wondered whether he could make it out of the castle alive.
· The giant was certainly going to be angry when he noticed his harp was missing.

Year 6
Grammar and punctuation:

Sentence

· Use of the passive to affect the presentation of information in a sentence
· The difference between structures typical of informal speech and structures appropriate for formal speech and writing or the use of subjunctive forms
Punctuation

· Use of the semi-colon, colon and dash to mark the boundary between independent clauses
· Use of the colon to introduce a list and use of semi-colons within lists
· Punctuation of bullet points to list information
· How hyphens can be used to avoid ambiguity
Sentence examples:

· The enraged giant chased Jack down the gigantic beanstalk.
· Jack was chased down the gigantic beanstalk by the enraged giant.

[bookmark: Appendix_F:_Progression_of_the_writing_p][bookmark: _bookmark188]Appendix F: Progression of the writing process
The writing process mirrors the thinking process. The process is the same for all ages. It means that teachers can use the writing process in all year groups, even when transcription skills are not well developed. The differences will be mediated by how much procedural knowledge has been automatised – handwriting, spelling, sentence structure – along with language development and content knowledge.
The following examples show the progression of the process in different year groups but with the same topic. The elements of the process are consistent through the year groups.
Example: Volcanoes – Years 2, 4 and 6.

All pupils have been studying the destruction and preservation of Pompeii. As part of that study, they are also learning how Vesuvius erupted.

[bookmark: Year_2]Year 2

Pupils have a good knowledge of the effects of a volcanic eruption through their study and they have gained some tier 3 vocabulary knowledge. Using a labelled diagram, pupils will explain to their class how Vesuvius erupted (goal).
Through videos, animations and explanations from class reading, they create a diagram of Vesuvius, and a flow diagram of the process and order of its eruption, along with a bank of relevant tier 2 and 3 vocabulary. Pupils have an outline of the volcano and a number and heading for each stage of the process of eruption – planning.
Pupils create a diagram of Vesuvius with labels and text boxes explaining the stages that led to the eruption and the results for Pompeii. (Where transcription skills are not sufficiently developed, support will be needed.) – drafting.
After each numbered text box is complete, pupils share their work with peers and teachers, make adjustments and additions, and ensure they have included appropriate vocabulary. This process continues until the explanatory diagram is complete – revising.
The teachers feed back to pupils regarding the accuracy of their spelling and punctuation – editing.
Using their labelled diagrams, pupils present to other groups an explanation of how Vesuvius erupted – sharing.


[bookmark: Year_4]Year 4

Pupils compose an explanation text of the stages of Vesuvius’ eruption and the effects on Pompeii. The text will be supported by a labelled diagram (goal).
Pupils use their current knowledge through their study of Pompeii, along with their study of the eruption of explosive volcanoes in geography, to develop an outline of the stages that led to Vesuvius’ eruption. They fill in any gaps in their knowledge through discussion. They sketch an outline of their text using a non-narrative planning format to plot paragraphs and draw an outline diagram highlighting the stages – planning.
They list useful tier 3 vocabulary along with necessary connecting adverbials relevant to explanation writing – planning.
Pupils make a first sketch of an introduction, the stages of eruption, the effects and a concluding paragraph – drafting.
Each paragraph is reviewed with peers and the teacher for accuracy and alignment with the plan and added to and/or adjusted for clarity and use of the connecting adverbials – revising.
Pupils all check their own and their partner’s writing for accurate spelling and punctuation. Feedback from the teacher acts as a final check – editing.
Final drafts are copied into writing book that will be taken home for parents to read –
sharing.
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[bookmark: Year_6]Year 6

Pupils have a good knowledge of the eruption of Vesuvius through their studies, and their learning around explosive volcanoes in year 4. They have read a version of Pliny the Younger’s letter describing some of the events. They are now going to write their own eyewitness account of an eruption but from the perspective of a volcanologist who understands how explosive eruptions occur (goal).
Using Pliny’s letter and their work from year 4, pupils sketch out not only the process of an explosive eruption but also what an eyewitness would actually see, experience and feel, and link these together. They plot their ideas for paragraphs into a standard non-fiction structure – planning.
Appropriate scientific vocabulary is listed, along with relevant language and connecting adverbials and phrases – planning.
Pupils write their initial ideas into paragraphs, linking the stages of the eruption with what they might see, feel or experience – drafting.
Pupils reread and improve each paragraph, consult peers and adults for further improvement of ideas, language and content, and ensure cohesive devices support coherence for the reader – revising.
Most pupils will be able to ensure accurate spelling, punctuation and grammar through self-reflection but may consult peers and teachers – editing.
Once revised and edited to the satisfaction of the pupil and teacher, pupils use the text as a prompt for interviews when they are recorded as eyewitnesses following an eruption – sharing.


Fiction examples for the writing process in years 2, 4 and 6 can be found in Section 4: Composition.

[bookmark: Appendix_G:_Strategies_for_developing_ch][bookmark: _bookmark189]Appendix G: Strategies for developing children’s awareness of the reader
[bookmark: Strategy_1]Strategy 1
Teachers explicitly acknowledge the non-present reader in demonstrating writing for pupils.
Example

I’m not sure if I’ve been clear enough here for the reader, so I’m going to add another sentence to explain this point further or maybe check with someone whether this makes sense134.

[bookmark: Strategy_2]Strategy 2
In reading, teachers question the fallibility of the author when there may be ambiguity, thereby connecting the writer to the reader.
Example

Are we all clear what the author is saying? Is anyone confused? What more information could the author have given us to explain it better?135

[bookmark: Strategy_3]Strategy 3
Present readers are used as a simple bridge to the non-present reader.

Example

Peer-to-peer review of writing encourages young writers to understand that the purpose of writing is for it to be read. By having a reader close at hand, the writer can receive feedback close to the composing task but also gains the idea that the writing will be read after composition.

[bookmark: Strategy_4]Strategy 4
The teacher’s feedback on pupils’ writing explicitly refers to the reader, making the connection between the writing and the reader




[bookmark: _bookmark190]134 MacArthur, A. (2017). Instruction in Evaluation and Revision. In MacArthur, C. A., Graham, S. W., & Fitzgerald, J. (Eds.), Handbook of Writing Research. New York: Guildford Press.
[bookmark: _bookmark191]135 Beck, I., McGowan, M., Hamilton, R., & Kucan, L. (2004). Questioning the Author: An Approach for Enhancing Student Engagement with Text. International Reading Association.


Example

Is the character old? I can’t tell from reading the description. Perhaps add a relative clause to help the reader get a better picture.
I am not quite sure from your text what lava is. Can you add more detail in parenthesis so that it is clear for the reader?

[bookmark: Strategy_5]Strategy 5
The teacher not only teaches the use of cohesive devices but is also explicit about their effects, in terms of the writer’s clarity and the reader’s understanding.
Example

Why has the writer linked these clauses with the word ‘although’? What is that telling the reader about the first idea? What would change if the writer had used ‘and’?’ What might the reader think if the word was missing altogether?
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[bookmark: Appendix_H:_Models_for_whole-text_struct][bookmark: _bookmark192]Appendix H: Models for whole-text structures
Pupils can use models for whole texts in the planning phase of the writing process. Simple, memorable whole-school planning models can reduce the cognitive demands of composition. The models can become more sophisticated as pupils’ writing develops but the essential structure should remain consistent. Pupils should be able to refer to them during drafting.
Many simple structures are available for planning stories, covering similar elements. For example:
Figure 4: Box plan

	Opening:

Where is it?

Who are the characters?
	

	Build up:

What happens leading up to the problem?
	

	Problem:

What goes wrong?
	

	Resolution:

How is the problem resolved?
	




Figure 5: Story mountain

Setting:
Characters:
Ending:
Opening:
Resolution:
Build up:
Problem:

The ‘burger’ or ‘temple’ models can be used for most writing. Both these models focus attention on paragraphs, helping to develop pupils’ understanding that longer texts depend on writing and organising good paragraphs. They also reflect the fact that texts usually require an introduction and a conclusion, with the ‘meat’ or ‘pillars’ of the composition, the key points to be made, as the paragraphs in the middle, so that all sections build into a coherent and cohesive whole.
The completed model should show each paragraph’s main idea or topic, with some indication about how the idea is to be expanded. Using paragraphs effectively is important for the overall coherence of a text.
Figure 6: Burger model and temple model
[image:  An illustration of a burger model and temple model. The model reflects the fact that texts usually require an introduction and a conclusion, with the meat/pillars of the composition … the key points to be made … as the paragraphs in the middle, so that all sections build into a coherent and cohesive whole. ]
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[bookmark: Appendix_I:_Cohesion][bookmark: _bookmark193]Appendix I: Cohesion
To produce coherent texts, the writer must provide a sense of connectedness between different elements of their writing. Although readers decide whether a text is coherent, writers can create connectedness and cohesion through the use of cohesive devices. A number of cohesive devices can be explicitly taught to support pupil to establish cohesion in their writing.
Pupils who are developing their use of cohesive devices in their writing tend to start by using reference and conjunctions before integrating lexical cohesion. They find using substitution and ellipsis more demanding, since this requires a wider vocabulary and confidence with sentence structure. Sentence combining activities greatly enhance the development of cohesion at a local level.

[bookmark: Cohesive_devices]Cohesive devices
[bookmark: Reference]Reference
Using pronouns and determiners can refer the reader back to information previously mentioned and enhance local connectedness.
Examples

· Jack climbed the beanstalk. He saw a giant and a pot of gold.
· Jack didn’t want to see that giant again.

[bookmark: Conjunctions]Conjunctions
These link ideas across phrases, clauses and sentences and also enhance local connectedness.
Examples

· Jack sniffed the air, but he could smell nothing.
· Jack’s mother told him to sell the cow because they needed money.

[bookmark: Adverbials]Adverbials
These indicate to the reader when, where, how or why the action in the sentence is occurring and enhance local and topic connectedness. They are vital for creating mental models of a text for readers and are significant aids to coherence136.
Examples




[bookmark: _bookmark194]136 Gernsbacher, M. A. (1997). Two decades of structure building. Discourse Processes, 23(3), 265–304.

· Shortly after dawn, Jack climbed the beanstalk.
· On the outskirts of the village, Jack climbed the beanstalk.
· With great difficulty, Jack climbed the beanstalk.
· To reach the giant's castle, Jack climbed the beanstalk

[bookmark: Connecting_adverbs]Connecting adverbs
These provide a way of providing a transition between two ideas and enhance local connectedness across sentences and topic coherence across paragraphs.
Moreover, meanwhile, next, then, instead, finally, nonetheless.

Examples

· Jack was climbing the beanstalk. Meanwhile, his mother was waiting at home.
· Jack was nervous before he climbed the beanstalk. Nonetheless, he reached the top.

[bookmark: Lexical_cohesion]Lexical cohesion
This is the use of related words throughout a text to help both local and topic cohesion.

Examples

· Repetition of the same word: The giant is a greedy and fearsome villain. The giant lives in a castle in the sky.
· Use of synonyms: The beanstalk stood next to the river. It was the main waterway through the town.
[bookmark: Substitution]Substitution
This uses a generic term to avoid repetition.

Examples

· Jack really wanted the gold. He got it.

[bookmark: Ellipsis]Ellipsis
This eliminates elements with no loss of meaning as the meaning is implied and clear.

Examples

· Jack was going to run but [he] didn’t [run].

[bookmark: Consistent_use_of_verb_tense]Consistent use of verb tense
Using verb tense consistently is particularly important. Inconsistency dramatically undermines cohesion and reduces the coherence of the text for the reader137.
[bookmark: Paragraphs]Paragraphs
Logically sequenced paragraphs greatly enhance coherence138. See Appendix H.


Table 1: Words and phrases for cohesion within paragraphs

	Time and time order
	Giving examples
	Contrasting information/argument
	Emphasising
	Conclusion

	first

in addition after
last then next before finally later
meanwhile
	for example for instance specifically particularly in particular
as an illustration namely
such as expressly
research indicates
like including
	however even though in contrast otherwise
on the other hand although
but yet
instead therefore
	especially particularly in particular obviously above all
most important(ly)
primarily certainly moreover notably
keep in mind
	in conclusion in closing
in summary as a result consequently finally therefore thus
in the end

as a result of









[bookmark: _bookmark195]137 Perera, K. (1984). Children’s Writing and Reading. Oxford, UK: Basil Blackwell.
[bookmark: _bookmark196]138 Halliday, M. A. K., & Hasan, R. (1976). Cohesion in English. London: Longman.

Table 2: Words and phrases for cohesion between paragraphs

	Equal importance
	Greater importance
	Less importance

	Another important point Just as important as
We should also consider Another consideration Of equal importance
	Even more important

Of even more importance

An even greater consideration
The most crucial point is Perhaps even more important
	It is also worth considering

Seemingly unimportant to many but
A small but important consideration



[bookmark: Glossary][bookmark: _bookmark197]Glossary
Adverbial

Meaning: An adverbial is a word or phrase that is used, like an adverb, to modify a verb or clause.
Adverbs can be used as adverbials, but many other types of words and phrases can be used this way, including preposition phrases and subordinate clauses.
Alphabetic code

Meaning: How letters or groups of letters represent the sounds of the language.

Automaticity

Meaning: The ability to do things without conscious thought or attention.

Cognitive load

Meaning: The mental effort needed to process information or complete a task. When working memory is overloaded, it can lead to difficulty in processing and retaining information. (See working memory.)
Coherence

Meaning: The relationships within a text (spoken or written) that contribute to its meaning.

Topic coherence (also referred to as global coherence) refers to how sentences and paragraphs contribute to the unity of the whole text (i.e. whether it is coherent and so makes sense).
Local coherence is about how sentences and ideas are logically connected to one another.
Cohesion

Meaning: A text has cohesion if it is clear how the meanings of its parts fit together. Cohesive devices can help to do this.
Cohesive device

Meaning: Cohesive devices are words used to show how the different parts of a text fit together. In other words, they create cohesion.
Some examples of cohesive devices are:

· determiners and pronouns, which can refer to earlier or later words
· conjunctions and adverbs, which can make relations between words clear

· ellipsis of expected words.

Comparative judgement

Meaning: Judges compare two responses and decide which is better. Following repeated comparisons, the resulting data is statistically modelled and responses placed on a scale of relative quality.
Decoding

Meaning: In decoding, pupils are taught to look at graphemes in written words from left to right and to say each corresponding phoneme in turn. Then they blend the phonemes to say the whole word.
Drafting

Meaning: Stage of writing involving writing down key ideas and determining a structure for writing.
Editing

Meaning: Stage of writing involving making changes to ensure writing is accurate, cohesive and coherent; checking spelling and grammar.
Emergent writing

Meaning: Children experimenting with mark-making or playing at writing before they formally start writing.
Etymology

Meaning: A word’s etymology is its history: its origins in earlier forms of English or other languages, and how its form and meaning have changed. Many words in English have come from Greek, Latin or French.
Executive function

Meaning: Higher-order cognitive skills that help manage and organise thinking, emotions, and behaviour.
Grammatical structures

Meaning: The rules and patterns that govern how words, phrases, and clauses are arranged in a language to form sentences.
Grapheme

Meaning: A letter, or combination of letters, that corresponds to a single phoneme within a word.

Grapheme-phoneme correspondences (GPCs)

Meaning: The links between letters, or combinations of letters (graphemes) and the speech sounds (phonemes) that they represent. A single phoneme may be represented in writing in English by one, two, three or four letters constituting a single grapheme; a single grapheme may correspond to different phonemes in different words.
Gross motor skills

Meaning: The skills that pupils develop using their whole body.

Long-term memory

Meaning: The process of storing and retrieving information over an extended period, allowing pupils to retain knowledge and skills for future use.
Model text

Meaning: Examples of writing which the teacher can use to illustrate specific features to pupils.
Modelled writing

Meaning: Teacher assumes the role of the expert writer to demonstrate writing techniques to pupils.
Morpheme matrices

Meaning: Tools used to demonstrate how to combine prefixes, roots and suffixes and to support pupils’ understanding of their meanings.
Pupils draw on phonic, orthographic and morphemic knowledge to spell each morpheme.

Morpheme

Meaning: A morpheme is the smallest unit of meaning in grammar. Free morphemes can stand alone (e.g. dog). Roots, prefixes and suffixes in a word are all morphemes. Bound morphemes are attached to other morphemes. Inflections are examples of bound morphemes (e.g. dog + s). (See morphology.)
Morphology

Meaning: A word’s morphology is its internal make-up in terms of root words and suffixes or prefixes, as well as other kinds of change such as the change of mouse to mice.
Morphology may be used to produce different inflections of the same word (e.g. boy – boys), or entirely new words (e.g. boy – boyish) belonging to the same word family. A

word that contains two or more root words is a compound (e.g. news+paper, bird+house).
Motor dexterity/fine motor skills

Meaning: Fine motor skills involve small muscles working with the brain and nervous system to control movements in areas such as the hands, fingers, lips, tongue and eyes.
Noun

Meaning: The surest way to identify nouns is by the ways they can be used after determiners such as the: for example, most nouns will fit into the frame “The   matters/matter.”
Nouns are sometimes called ‘naming words’ because they name people, places and ‘things’; this is often true, but it doesn’t help to distinguish nouns from other word classes. For example, prepositions can name places and verbs can name ‘things’ such as actions.
Nouns may be classified as common (e.g. boy, day) or proper (e.g. Ivan, Wednesday), and also as countable (e.g. thing, boy) or non-countable (e.g. stuff, money). These classes can be recognised by the determiners they combine with.
Orthography

Meaning: The legitimate spelling patterns of a language (from the Greek orthos – straight, right or correct – and the Greek graphos – written).
Passive

Meaning: The sentence ‘It was eaten by our dog.’ is the passive of ‘Our dog ate it.’ A passive is recognisable from:
· the past participle form (eaten)
· the normal object (it) turned into the subject
· the normal subject (our dog) turned into an optional preposition phrase with by as its head
· the verb be (was), or some other verb such as get.
A verb is not ‘passive’ just because it has a passive meaning: it must be the passive version of an active verb.
Phoneme

Meaning: A phoneme is the smallest unit of sound that signals a distinct, contrasting meaning.
For example: the sound /t/ contrasts with /k/ to signal the difference between tap and cap; the sound /t/ contrasts with /l/ to signal the difference between bought and ball.

It is this contrast in meaning that tells us there are two distinct phonemes at work.

There are around 44 phonemes in English; the exact number depends on regional accents.
A single phoneme may be represented in writing by one, two, three or four letters constituting a single grapheme.
Rhetorical devices

Meaning: Techniques used to communicate and persuade in speech and writing.

Root word

A word’s morphology is its internal make-up in terms of root words and suffixes or prefixes, as well as other kinds of change such as the change of mouse to mice.
Morphology may be used to produce different inflections of the same word (e.g. boy – boys), or entirely new words (e.g. boy – boyish) belonging to the same word family.
A word that contains two or more root words is a compound (e.g. news+paper, bird+house). When looking in a dictionary, we sometimes have to look for the root word (or words) of the word we are interested in.
Scaffold/scaffolding

Meaning: Providing enough support so that pupils can successfully complete tasks that
they could not yet do independently.

Sentence stems/sentence frames

Meaning: Phrases that provide a structure or starting point for writing, helping pupils to construct clear, complete sentences.
Sentence

Meaning: A sentence is a group of words which are grammatically connected to each other but not to any words outside the sentence.
The form of a sentence’s main clause shows whether it is being used as a statement, a question, a command or an exclamation.
A sentence may consist of a single clause or it may contain several clauses held together by subordination or co-ordination.
Classifying sentences as ‘simple’, ‘complex’ or ‘compound’ can be confusing, because a ‘simple’ sentence may be complicated, and a ‘complex’ one may be straightforward.
The terms ‘single-clause sentence’ and ‘multi-clause sentence’ may be more helpful.

Text type

Meaning: The purpose of the text determines what type of text it is and therefore the structure and language it requires.
Transcription

Meaning: The skills needed to transfer what the writer wants to say into symbols on the page.
Underwriting

Meaning: Transcribing a pupil’s writing using conventional spelling, either directly under or above the child’s writing, or at the bottom of the page.
Worked example

Meaning: A problem that has already been solved, with every step fully explained and clearly shown, as an example pupils can learn from.
Working memory

Meaning: The short-term memory used for holding and processing information in a
readily accessible form. It has limited capacity.

Writing fluency

Meaning: How smoothly and quickly a pupil can put their thoughts into written words. Fluent writers demonstrate automaticity in writing words, allowing them to convey their intended meaning.
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