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Foreword

Background to the Report: Proposedéhges to the EYFS

The Early Years Foundation Stage (EYFS) sets standards for the learning, development and
care of children from birth to 5 years old. All schools and Ofstgistered early years
providers must follow the EYFS, including childminders, preschools, nuraedeschool
reception classes. The Early Years Foundation Stage (EYFS) framework gives all professionals
a set of common principles and commitments to deliver quality early education and childcare
experiences to all children. Following an independent nevaé EYFS evidence and practice

for the DfE in 2011 (the Tickell Report, 2011), the EYFS statutory framework was revised in
2012 to create three Prime Areas of Learning and four Specific Areas of Learning, rather than
the previous six areas of learningal$o introduced three Characteristics of Effective Teaching
FYR [ SENYAY3IY & LiESyeany=S YISWR ¢ S E Lty 2N @b (i X 2SyF NJ/ I
GONBF GAY 3T Iy RcUKKMYIIMYHE WONR G A OF £ £ &

In July 2018, the DfE published what they presented as a review of the Early Learning Goals
(ELGSs) but was in fact a comprehensive rewrite of the EYFS Statutory Framework, including
the Educational Programmes for each Area of Learning. Many in the eark/sector were
surprised that such an extensive process of change had been embarked upon with very little
engagement with sector representatives and experts.

The DfE claimed a mandate to review the ELGs and the Early Years Foundation Stage Profile
basedon the Primary Assessment Consultation (PAC) launched in Marclg 2@h@dugh they
subsequently acknowledged this was contentious, given the understandable lack of input
from the early years sector to that consultation. The PAC sought views abouts/asipects

of primary assessment, including whether to introduce a baseline assessment measure in
reception for primary school accountabifitgnd how the Early Years Foundation Stage Profile
(EYFSP) could be improved to better assess child developmesthodl readiness at age 5.

The majority of PAC respondents supported the commitment to retain the EYFSP but wanted
to see key improvements made.

Neither the scope of the PAC nor the responses to it provided a mandate to review the EYFS
as a whole. Theoyernment response published on 14th September 2017 set out key
proposals to refine the descriptors underpinning the ELGs. This placed a particular focus on
communication and language, maths and literacy, and ensuring better alignment with the
year 1 curiculum. There was also an intention to look at options for reducing administrative
burdens on teachers through improving the guidance to support the EYFSP and the
moderation process. This commitment led to a set of draft ELGs being published in 2018, as
indicated above, as the initial stage of a process, due to include a public consultation,
following an evaluation of the pilot of the revised ELGs later in 2019. The DfE subsequently
also began a process of redrafting the rstatutory guidance for the BY5.

1 As a follow up to the PAC, the government is intending to make reception baseline assessment statutory for
all schools beginning in 2020, with the stated aim in due course of removing the statutory tests at the end of
Year 2. However, the baseline assessha the start of reception is part of the system of primary school
accountability, and not linked to the delivery of the EYFS or the statutory assessment at the end of reception.
There is therefore a potential disconnect betwemvo keyaspects of polig impacting on the EYFS as a whole,
and specifically on the reception year.
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decision to start by reviewing the end of the phase assessment before reviewing the
curriculum, rather than vice versa, is in tension with normal exgemta regarding the

process of curriculum and assessment design. Moreover, while the sector is strongly in
adzLILIR2 NI 2F GKS 3I20SNYyYSyidiQa adlridSR AyuaSyidaz
language and communication skills, especially among the disastivantaged children, there

was a strong sense that these aims were put at risk by the poortirafted Statutory
Framework. It was felt by some in the sector this showed a lack of understanding of how the
framework is used by practitioners, and oktimeaning and significance of how the current

version was carefully constructed and written.

¢tKS {SOG2NDa wSalLkRyaaftivsn 2 2NJ Ay3 ¢23S{K:
In response to this situation, a group of early years sector bodies have worked together to
communicate theilconcerns to ministers and ensure that any changes to the EYFS benefited

as fully as possible from the knowledge and expertise within the sector. This will ensure the
EYFS remains a wotlthding and weltespected framework and fit for purpose for dailyeu

by early years practitioners and teachers. In keeping with the spirit-pfaduction by which

the original EYFS was developed, a coalition was formed of organisations representing all
parts of the early years sector, comprising Early Education, Eaithhood Forum (ECF), Early
Childhood Studies Degrees Network (ECSDN), Early Years Alliance, Keeping Early Years Unique
O0Y9 !0 az2yidSaazNAR {0 bAOK2flaxX bliAzylf /K
Association (NDNA), Professional AssociatiwrChildcare and Early Years (PACEY), Sector
Endorsed Foundation Degrees in the Early Years (SEFDEY), TACTYC: the Association for
Professional Development in the Early Yetrs British Early Childhood Education Research
Association (BECER#)d the Briish Association for Educational Research (BERX}her

bodies with observer status included unions representing early years interests from the
teaching workforce and school leadership (NAHT, ASCL, NEU, NASWMRBE Teaching

Schools Council.

Thecoalition welcomed a subsequent invitation from DfE for Early Education to be included

on its EYFS Advisory Panel, and for opportunities for ongoing discussions between officials
YR YSYOSNE 2F GKS O2FftAGA2YO® W@ theDBXFS. A G A 2y
Ongoing dialogue will ensure officials and ministers are fully aware of the issues involved in
NEZGAaAYy3d GKS 9, C{ YR (KIG GdKS& YIS o0Sad d

ensure any such revisions achieve their intended aand are clear, workable and in the best
interests of children.

The Rationale for the Research
The coalition noted that much of the success of the current EYFS rested on two factors. First,
that it was firmly based on research evidence and second, thzd been drawn up, and
later reviewed, through a process of-pooduction with the sector which ensured widespread
buy-in from practitioners. Coalition members regretted that government appeared not to be
following a similar model with the current revie They determined to take a lead on ensuring
a review of recent evidence was available to government and the sector, and to ensure that
the views of practitioners were involved wherever possible in the process of reviewing the
EYFS. In order to achiets, the coalition commissioned two pieces of research:

1 A literature review- To ensure that any changes could be tested against currently

available research evidence, the coalition established agsabp to lead on the

3



commissioning of a research reviewhis was to look at the evidence published since
the Evangelou et al (2009) review which had provided the bedrock for the Tickell
Review.

1 A practitionersurvey- To give practitioners a voice in the process, the coalition also
commissioned asurveybhiNI OGAGA2Y SNEQ @OASga 2F GKS Odz
3000 responses.

The results of the former are published below. The latterbelpublished in a later report.

ReviewBrief

The review brief was set by the research gmbup (see Acknowledgemenbelow for
membership of the group). The brief was to focus on recent evidence, defined as from the
last 10 years, about early learning, pedagogy and curriculum content in the years from birth
to five in order to explore how far the Early Years Foumtattage and its underpinning
structure, content, outcomes and pedagogic approaches remained congruent with this
evidence and what areas might need to be adjusted in the light of this evidence. The review
was intended to identify key research publishedceirthe evidence review (Evangelou at al,
2009) which was undertaken as part of the Tickell Review of the EYFS (DfEDR@1b)the

short timescale, a decision was taken to focus on secondary research reviews rather than
primary sources.

The research réew findings and next steps

The members of the coalition welcome this comprehensive research revietharattion
points set out by the researchers. We have also includedmmendations and key points
from the coalition athe end of thisdocument(p56) These identify key points we would

wish to take forward in discussion with government and the sector about future changes to
the EYFS

DSGGAY3I AG NRIKG Ay GKS 9, C{ A& lo2dzi OKAf RN
becoming. Chdren in any form of early years provision should be nurtured, enabled to

play, explore and discover themselves and the world around them. The EYFS should

continue to provide a framework for all early years providers to give children the best

possible ste, based on the best available evidence. We hope government will make use of

this research report to ensure the EYFS continues to be a aaatting framework which is

respected and endorsed by the whole early years sector.

The coalition: EarlyEducation
Early Childhood Forum (ECF)
Early Childhood Studies Degrees Network (ECSDN)
Early Years Alliance
Keeping Early Years Unique (KEYU)
Montessori St Nicholas
bl dA2y It / KAfRNBYQa . daNBldz 6b/ . 0
National Day Nurseries Association (NDNA)
Professional Assation for Childcare and Early Years (PACEY)
Sector Endorsed Foundation Degrees in the Early Years (SEFDEY)
TACTYC: the Association for Professional Development in the Early Yea
British Early Childhood Education Research Association (BECERA)
British Edcation Research Association (BERA)
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Executive Summary

Backgound

TheEarlyYearsFoundationStage(EYFSjets standards for the learning, development

and care of kildren from birth to 5 years old. All schools and Ofstedistered early

years providers must follow the EYFS, including childminders, preschools, nurseries and
school reception classes. TharlyYearsFoundationStage(EYFSyameworksupports

an integratedapproach to early learng and care. It gives all professionals a set of
common principles and commitments to deliver quality early education and childcare
experiences to all children. The EYFS was last extensively revised in 2011, and was felt
to be in need of furthereview.The DfE has subsequently begun to look at how it might
redraft the nonstatutory guidance for the EYF®. this contextthis reviewof recent
evidence (last 10 years) about early learning, pedagogy and curriculum content in the
years from birth to five irorder sets outto explore how far the Early Years Foundation
Stage and its underpinning structure, content, outcomes and pedagogic approaches
remain congruent with this evidence and what areas might need to be adjusted in the
light of this evidence. Thigport sets out the findings of thigview.

Review Focus and Methodology
The overarching research questions medeveloped to specifically address current
government initiatives and priorities

How far does the rationale for the prime and specific areas and the characteristics of
effective learning reflect current knowledge about early learnamgl teachin@

What aspects of the EYFS are affirmed and what mefustmentbased on evidence
from the last 10 years?

Subquestionsincluded:

1. What areas/aspects of learning are particularly important for children to develop
in the EYFS, and specifigat different stages/ages from birth to five years?

2. What outcomes should a child be achieving by the end of the EYFS that will
provide a basis for lifelong learning and long term wellbeing?

3. Which outcomes in EYFS predict good levels of attainment thrquighary
school and beyond?

4. What are the implications of the ELGs (EYFS outcomes)eristring
NBalLRyaArgdSySaa (2 AYRAODGARIzZ f OKAf RNBYy QA

5. What teaching content is particularly beneficial to supporting good levels of
development irthe prime and specific areas of learning?

6. What pedagogic approaels best supports a child to achieve a good level of
development throughout the EYFS and enables them to achieve their potential?

The evidence review was conducted usingphieciples ofRapid Evidence Assessment
(REA)The review drew on identified secondary research reviews from 2009 onwards.
Other relevant sources weralentified by steering group members as the review
progressed and included a call for evidence from aewrdnge of professional
associations and groups representing diverse academic discigReés/ant studies in


https://remote.crec.co.uk/owa/redir.aspx?C=8b0c0a10080449189b5bd06e1ed36cb3&URL=https%3a%2f%2fwww.gov.uk%2fearly-years-foundation-stage
https://remote.crec.co.uk/owa/redir.aspx?C=8b0c0a10080449189b5bd06e1ed36cb3&URL=https%3a%2f%2fwww.gov.uk%2fgovernment%2fpublications%2fearly-years-foundation-stage-framework--2

these reviews were categorised according to their quality and relevance and the
highest scoring evidence was prioritised.

Headline Findings

Theresearch reviewed for this paper, and presented under the 6cudstions,shows that
there isrecent research evidence which informs these questions, but that it is of mixed quality
and relevance. Some of the reviswb-questions have a strong bank ofiéence to draw on,
whilstfor other questions it ifiarder to locate qualitgvidence that is relevant.

The evidence suggests thttere is no substantiated case for tHeYFS Statutory Framework
to be significantly changeddowever, less advantaged children continue to underachieve
and this perpetuates the gap as they progress into primary schooling. Given this context, a
closer examination of the recent evidence reveals that with some modifications,
particularly in relationto the guidance on Communication and Language Development, and
giving greater prominence to the Characteristics of Effective Teaching and Learning, these
children might be better served.

The key messages from the review and suggested modificationsete@ulrent EYFS are
summarised below.

Action Points

1. There is evidence to suggest that there should be some modifications to the current EYFS
Statutory Framework to give greater prominence to the Characteristics of Effd@aehing

and Learning and Pspnal, Social and Emotional Development to ensure the foundational
skills, understandings and knowledge in these areas are securely in place before more
advanced, challenging learning is introduced to the children.

2. The evidence suggests that the Chaeastics of Effectiveleaching and.earning, which
support the development of setegulation and positive learning habithould beseen as a
more central aspect of the EYFS Statutory framework.

3. The current EYF@&mework which highlight®ersonal, &cial and Emotional Development
(PSEDas a prime areaf learningis supported by recent evidence and the current EYFS Early
Learning Goals should be extended to cover a wider rarfgieasning dispositions and
capacities, including selégulation.

4. t is particularly important that EYFS children have a confident grasp of oral language and
communication before they are moved on to grasp the skills of written forms of language.

5. There should be more focus on conceptual knowledge in Mathematics eautical
rehearsal of Mathematical, Communication and Language, and Literacy skills in real world
contexts which have meaning for the child.

6. The current EYF&juirementson teaching and learning approaches is supported by recent
evidence but the valuef a balanced teaching approach which incorporates-plased and
relational pedagogic approaches, alongside more structured learning and teaching, needs to



be recognised more fully, especially when children are in transition between EYFS and Key
Stage 1.

7. Some additional guidance for teaching Understanding the World is needed to ensure that
0KS RS@OSt2LIYSyid 2F OAGAT SYyakKALI FyYyR OKAf RNBYC
and more attention is given to the teaching of science and the imdicaiof children growing

up in a digital age.

8. It is suggested that more time and attention should be given to supmteativity (along
with problemsolving)A y OK A f RNXB y & ch&i®y Svhich uid&ping all areas of
learning.

9. There is a need for more encouragement and support to be givehdadachingof
Expressive Arts and Design within the curriculum, as this area of learning enhances mental
health, wellbeing and undpins many oter aspects of learning.

10. It is evident that the features of effective pedagogic practice for disadvantaged children
are congruent with those found to work for all children and there is no evidence that a
different or more intense teachingpproach is required. There is strong evidence that these
children, as do their peers, need more opportunities for play, language consolidation and
extension and opportunities to develop theuider learning dispositions and capacities.

11. Toeffectively support children within diverse cultural and social norms, for example,
recent immigrants, the diversity of learners must be recognised within all teaching content.
Teaching content needs to equally recognise life experienoekiding acknowedging the
different needs of summer born childremnd a broader span ofsocial and behavioural
competencies.

Recommendations from the coalition

The coalition recommends that government act on the evidence in the report when
conducting its review of th&YFS, and that any changes should be based on the following
key principles:

1. Recognising the central importance of the Characteristics of Effective Teaching and
Learningwhich has been emphasised by the growing body of research on self
regulation and execixe function.

2. Supporting the current emphasis on the Prime Areas within the EYFS as particularly
crucial and time sensitive in the early yearand their foundational nature in
relation to all later learning, including the importance of communication and
language skills as a basis for literacy, and in turn the importance of literacy in
OK A f R NFeyfrtritaininéhtyald social and cultural life.

3. Acknowledging the premise thaall Areas of Learning are interconnected,
demonstrating the holistic nature o8 2 dzy 3 OKA f RNBYy Q&d RS@Sf 2 LIY

4. Notingthere is no evidence to support giving mathematics and literacy greater
emphasis than any other areas of learning within the EYFS



Part One: Background, Methodology and Quality of
Evidence

1. Introduction

1.1 Setting the ©ntext

TheEarlyYearsFoundationStage(EYFSets standards for the learninglevelopment and

care of children from birth to 5 years old. All schools and Ofstgistered early years

providers must follow the EYFS, including childminders, preschools, nurseries and school
reception classes. THearlyYeard-oundationStage(EYFSyameworksupports an integrad

approach to early learning and care. It gives all professionals a set of common principles and
commitments to deliver quality early education and childcare experiences to all children.
Following an independent review of current EYFS evidence and gréatithe DfE in 2011

(the Tickell Report, 2011), the EYFS statutory framework was revised in 2012 totlereate

prime areas of learning and four specific areas of learning, rather than the previous six areas

of learning. It also introduced three char&NRA & G A O0&a 2F S NYyAg3IY WYLI
SYy3lFr3asSYSyiQs cYROAPDEALESONY ¥ RIAVONRHEKAYIAYARDU

The Primary Assessment Consultation (PAC), was launched by the DfE in March 2017, and
sought views about various aspects of primary assessment, including on how the EYFSP could
be improved to better assess child development and school readiness at agéuby 2018,

the DfE published what they presented as a review of the Early Learning Goals (ELGSs) only, but
was in fact a comprehensive rewrite of the EYFS statutory framework, including the educational
programmes for each area of learningn this conéxt, this reviewof recent evidence (last 10

years) about early learning, pedagogy and curriculum content in the years from birth to five

in order sets outto explore how far the Early Years Foundation Stage and its underpinning
structure, content, outcomeg and pedagogic approaches remain congruent with this evidence
and what areas might need to be adjusted in the light of this evidence. This report sets out
the findings of this review.

1.2 Scope of Bview

The review brief waset bythe research sulgroupof the coalition (see Foreword)he brief
was tofocus on recent evidence (last 10 years) about early learning, pedagogy and curriculum
content in the years from birth to five in order to explore how far the Early Years Foundation
Stage and its underpinning structure, content, outcomes and pedagogic approaches remain
congruent with this evidence and what areas might need to be adjusted in the light of this
evidenceThe reviewsintended to identify key reseahpublished since thevidence review
(Evangelou at al, 2009)hich wasundertaken as part of the Tickell Revieithe EYFEfE,
2011) Due to limitedtime andresources the reviewasfocused on:

1 existing reviews and secondary sources, including any ¢batd be accessed via

health, social care and other related disciplines
1 robust, peer reviewed research papers


https://remote.crec.co.uk/owa/redir.aspx?C=8b0c0a10080449189b5bd06e1ed36cb3&URL=https%3a%2f%2fwww.gov.uk%2fearly-years-foundation-stage
https://remote.crec.co.uk/owa/redir.aspx?C=8b0c0a10080449189b5bd06e1ed36cb3&URL=https%3a%2f%2fwww.gov.uk%2fgovernment%2fpublications%2fearly-years-foundation-stage-framework--2

the years from birth to five

all areas of learning, both prime and specific, and the Characteristics of Effective
Learning

1 pedagogic approaches

)l
T

The review design was conducted according to systematic protocols which ensured that the

sources retrieved were both highuality and relevant to the research questions. This meant

that documents found to be of high quality could be prioritised during #émalysis. The

assessment of evidence was bounded by a number of key search parameters which include:
1. Review questions

Sources/databases

Search terms/strings

Quiality criteria

Inclusion/exclusion criteria

aprowpd

1.3Review Qestions

The overarching research questions we developed to specifically address current
government initiatives and priorities

How far does the rationale for the prime and specific areas and the characteristics of effective
learning reflect current knowledge about early léagand teachin@

What aspects of the EYFS are affirmed and what adpgtmentbased on evidence from the
last 10 years?

Subquestionsincluded:

1. What areas/aspects of learning are particularly important for children to develop in
the EYFS, and speddily at different stages/ages from birth to five years?

2. What outcomes should a child be achieving by the end of the EYFS that will provide a
basis for lifelong learning and long term wellbeing?

3. Which outcomes in EYFS predict good levedstainment through primary school and
beyond?

4. What are the implications of the ELGs (EYFS outcomes)garing responsiveness to
AYRAQGARdzZEf OKAf RNBYyQa OKINIOGSNRAGAOA | YR

5. What teaching content is particularly beneficial to supporting good levels of
development in the prime and specific areas of learning?

6. What pedagogic approaels best supports achild to achieve a good level of
development throughout the EYFS and enables them to achieve their potential?

2. Methodology
2.1 Review Bcus

In answering the resech questions the focus wasimarily on:
1 Children from birth to five years aige;

10



1 BEvidence published in the period 202®19;

1 English, UK and international evidence;

1 Both quantitative and qualitative evidence meeting international
standards of scholarship;

1 EBEvidence in peer reviewed journals.

2.2 Methodological Approach and Bsign

The evidence reviewasconducted using the principles Biapid Evidence Assessment (REA)
and is in line with the government guidelines:
http://webarchive.nationalarchives.gov.uk/20140402164155tf /http://www.civilservice.gov
.uk/networks/gsr/resourcesand-guidance/rapidevidenceassessment

The REAvasrigorous and explicit in mébd and thus systematic but madsoncessions to
the breadth/depth of the process due to short time frames and limited resaurdene
research process includexh agreement on review questions, a structured literature search
with a clear protocol, an appraisal the quality of evidence, and a synthesis of the evidence
base. The reviewdrew on identified secondary remrch reviews from 2009 onwards with
additional relevant research identified by the partner organisatidRelevant studies in these
reviewswere categorised according to their quality and relevance andHhlghest scoring
evidence wagprioritised.

The review process had 6 phases:

Phase 1: Review Scoping

An initialscoping meetindpetween the review team and theoalition research sulgroupto
define remit of the review by identifying search terms, selected databases or data sources,
inclusion/exclusion criteria, quality criteria.

Phase 2: Literature Search

A systematic literature search based on agreed search terms of literpuukshed since
2009

Phase 3: Literature Assessment and Selection

A review of titles and abstracts to exclude Aaevant literature using agreed inclusion
criteria and quality criteria. During the retrieval process relevant sousees also coded by
theme to develop an overview of the evidence base from which to begin analysis.

Phase 4: Evidence Evaluation

Initial literature was screened@gainst research questions and any necessary adjustments to
search termsinclusion and quality criteria were made.

Phase 5: Evidence Analysis

Full text screening and selection of relevant literature according to agreed inclusion and
quality criteria. Reading and analysis of studies/data, recording strength of evidence from
which conclusionsvere drawn. Extraction of keystudy information and findings was
undertaken.

Phase 6: Finalisation of Report

Production of araftreport which was subjectat iterative feedback from steering group
colleagues to complete a final written report.

11
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2.3 Selection ofSources/Databases

There were three main priary and secondary data sources:

=4 =4 =4 -4 -8 -a_A-8-8 -

Indexes and search engine databases:
Academia Edu

Applied Social and Abstracts

Arts and Humanities Citation Index
Australian Education Index

British Education Index

Caradian Education Index
CERUK

Cochrane Library

EBSCO

Education Abstracts

EMBASE

EPPRCentre's specialist register of

research

= =

3.

il

Current DfE/OfSTED projects:
EPPE/EPPSE Technical Papers
SEEDechnical Papers

Existing reviews:

The 100 Review (Pascal and

Bertram, 2017)

1

BERATACTYC Early Childhood

Research Review 202917 (BERA, 2017)

1

Ofsted Annual Review: Early

Education andSocial Disadvantage (Pascal
and Bertram, 2012)

f
f

Bold Beginnings (OfSTED, 2017)
The Birmingham Early Years

Review (Bertram and Pascal, 2017)

l

DfE Review of Evidence on EYFS

Early Learning Goals, Teaching Content and

Pedagogy

in Reception Year (Pascal,

Bertram and Peckha2018)

ERIC

Google and Google Scholar

International Bibliography of the
ocial Sciences

Linguistic and Language Behaviour
bstracts

PsycINFO

Scopus

Social Science Research Network

Social Science Citation Index

Social Services Abstracts

Sociological Abstracts

A =a-a-a-a-a Do ()= =a =

i Bold Beginnings Report
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Other relevant sources wergentified by steering group members as the review
progressedand included a call for evidence from a wide range of professional
associations and groups representing diverse aoad disciplines.

2.4 Selection ofSearchTerms/Srings andSructured SearchMethods

The following search terms were used and combinechwdiND/OR to make search
strings:

1 Early Years Foundation Characteristics of effective learning
Stage/EYFS/EYFSP Selfregulation

i Birth to five year olds Executive functioning / function

i Child outcomes/development Physical development

i Areas of learning Fine moor skills

1 Early years knowledge, sKills, Understanding of the world

understanding Understanding the arld

1
1
1
1
1
1
1
1 Long term development / outcomes 1 Technology
1 Life long learning 1 Expressive arts and design
1 Early years curriculum/ framework 1 Exploring and Using media &aterials
1 Communication and language ] Being imaginative
1 Vocabulary 1 Creativity
1 Verbal Development 1 Early years pedagogy
i Early literacy i Play
1 Preliteracy 1 Early years classroom organisation
1 Early reading 1 Early ears teaching
1 Early writing ] Early learning goals
1 Early mathematics 1 Early years teaching content
i Maths i Transition
1 Numeracy 1 School readiness
1 Spatial ability 1 Disadvantaged / disadvantag&SM
1 PSED

2.5Inclusion and Exclusionriferia

The following four incision criteria weraused:
 Year: 2002019
1 Geographidocation and language: UK, Internationkd English
1 Source: Published and peer reviewed
1 Type of design: Secondary research review design

All evidence was assessed using the four indicators of quality (see below) and four inclusion
criteria, as detailecabove. Any sources not raéng at least six of the eightriteria were
excluded from analysis.

2.6 Quality Qiteria and Assessment P cess
Quiality of both quantitative and qualitative evideneasassessed using four key dimensions
developed by CREC for RAE reviews (Pascal, Bertram and PeckhamE2Ei.&)imension

could get a score of 1 ifwtas deemed as being met sufficiently (see detail on each of criteria).
A maximum scorgvas 8across both thejuality and inclusion criteria.
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1 Relevance of the study to the research questiD®s it have relevance to the research
guestions? Is the topic of the research relevant, timely, significant and interesting?

1 Conceptual/theoretical framind?oes the study use sufficient, appropriate, and complex
conceptual and theoretical constructs?

1 Methodological rigour, transparency and ethicoes the study use methods and
procedures that fit its stated goals? How much time is spent in the field?h&rsttdy
group(s) and study site(s) appropriately drawn? How transparent are the data collection
and analysis processes? Is there -seflexivity about subjective values, biases, and
inclinations of the researcher(s)? Does the research consider: Prodedhies (such as
human subjects); Situational and culturally specific ethics; Relational ethics; Exiting ethics
(leaving the scene and sharing the research)

1 The reliability, validity and trustworthiness of the finding®r quantitative studies:
Internal validity - The extent to which observed effects can be attributed to the
independent variable; External validity The extent to which the results can be
generalized from the research sample to the population; Reliabilitbe extent to which
the resultswould beconsistent if the study ere replicated; Objectivity The extent to
which personal biases are removed and value free information is gathered. For
qualitative studies: Credibility¢t KS SEGSy G (2 6KAOK (GKS &ddzRe
and belevable to others; Transferability The extent to which the findings can be
transferred or applied in different settings; Dependabilityrhe extent to which the
findings are consistent in relation to the contexts in which they were generated;
Confirmabiliy -¢ KS SEGSy(d (2 6KAOK (GKS FAYRAYyI& | N
YR aStdAy3aa AyadSIR 2F NBaSHNOKSNARQ oAl as.

2.7 Ethical Potocols

All necessary legal, ethical and practical aspects of the project, particularly in relation to
research accessdata protection and ethical scrutiny have been considered.
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Part Two: Evidence Review

3. ReviewFindings

In this section a short discussion of terminology will be offered, and thervidence will be
organisedand presented in relatioto each ofthe 6reviewsub-questions

3.1 Question EBrminology

To clarify the focus in each of theviewquestions and suguestions a definition oferms is
provided below.

Areas of LearningThe Revised EYAXE, 2012¥pecifiesseven areas dearning. These are
divided into Prime and Specific Ardag it acknowledged that they all relate to one another
Prime areas include: Personal, Social and Emotional DevelopiA&mD)Communication
and LanguagéCLD)and Physical DevelopmelPD) Specific areas includkiteracy(LD)
Mathematics(MD), Understanding the Worl@JoW)and Expressive Arts and Des{@AD)
The current strands for each area of learning are detailed in the table below:

Area of Learning Strands
Personal, Soal and Emotiona Sef-confidence and sethwareness
Development Managing feelings and behaviour
Making relationships
Communication and Language Listening and attention
Understanding
Speaking
Physical Development Moving andhandling
Health and seltare
Literacy Reading
Writing
Mathematics Numbers
Shape, space and measures
Understanding the World People and communities
The world
Technology
Expressive Arts and Design Explorirg and using media and materials
Beingimaginative

Each area of learning has an associakstiicationalProgramme which practitioners are
expected to follow.The Tickell Revie 2011) also strengthered the importance of how
childrenlearnand identifiedthree characteristics aéffectiveteaching andlearning(CoHL).
playing and exploring, active learning amdating and thinking critically.
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Outcomes Learning outcomes are statements that descrivbat the government has
identified aswhat the learner will know and be able to do by tbed of the EYE® sets out
significant learning thaReception childrershould have achieved, and cdemonstrateby
the end ofthe EYFSThis might be a skill, some knowledge or an attitudéthin the EYFS
these outcomes are referred to as the Early Learning Goals (ELGS).

Teaching ContentThe termteaching content knowledge refers to the knowledge and
information that teachergdraw upon toteach and thatchildrenare expected to learn ia
givenareaof learning such as Mthematics,Communication anddnguage and Literacy
Content knowledgancludesfacts, concepts, theories, and principles that are taught and
learned inthe EYF&reas of learning

Teachng: The definition oteaching by Ofsted?Q15)suggestshat Foundation Stage practice

aK2dzZ R y20 AYLI & | Wi2LI R2oyQ 2N WF2NXIfQ g1
in which adults help young children learn, such as aOutA f R Ay UG SNI OliA2y a
inittal SR LI I @QX NBALRYRAY3I G2 OKAftRNBYyQa AydSt
SYGANRYYSYyiUuQo®

Pedagogic ApproactPedagogyefers toeducativeinteractions between teachers, children
parents It also includes how teaching and learning are shaped byetraing environment
and the learning taskeffered within this. This broad term includes hogachers parents

and children relate together as well as the teachagproachesmplemented.It also has
reference to the wider community and family context in which the child and the adults in their
world are operating.

3.2 What areas/aspects of learning are particularly important for children to develop in the
EYFS, and specifically different stages/ages from birth to five years?

It is helpful to initially consider this gegon holistically, viewing all sevemeas of learning
identified in the EYF® the wider context of recent evidence about early learning, as this
evidence indiates that no one area of learning, and its associated skills, develops in isolation
from another. The BERA Review of evidence (Payler et al, 2017) indicates that from birth,
childrendemonstrate a capacity for multhodallearning This is alsoaflected wthin The 100
Review evidence (Pascal, Bertram et al, 200Rich A Y RA OF 6S&a (GKI 0 OKAf
development should be viewed holistically within a process of rseltisory, active learning,
rather than attempting to represent progression within any lineaodel or within one area

of learning. We should also note that learning in all domains is not just a cognitive process
but is also a soctoultural process which is influenced by, and embedded in, the wider culture
of the society(ies) in which the leang occurs.

The interrelationship of the EYFS seven areas of learning is also evident in the wider evidence
on early learning contained in recent evidence reviews. For example, key underpinning
learning skills highlighted in The 100 Review (Pascal,d8erét al, 2017), the bedrock of
which are to be found in execugfunctioning have been recognised as instrumental within
sustained, longerm attainment in Mathematics and Literacy. The impacselfregulation

(as expressed in such skills and attitsdes motivation and perseverance, attention and
problem solving, inhibition and selégulation, cognitive flexibility, and working memory
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FOAfAOASAOET KFa | adNRy3d STFSOO 2y OKAf RK22I
aSt ¥nSaias sitedaretskgfestdd b the wider evidence to provide an indication of
competence in many domains of adult life, such as mental health, life satisfaction and
wellbeing as well as academic success (Pascal, Bertram et al. (2017).

Given this caution in iefrpretation, esearch has indicated that there are some areas of
learning and development that are particularly vital to focusrothe foundation years of life
(Pascal and Bertram 2008; Tickell Review, 2&EF, 20)8These are currentlyeflected in
the designated Prime Areas of Leapiin the EYFS Framewankd include Personal, Social
and Emotional Development; Communication and Language; and Physical Develofiraent.
Tickell Reporf2011, p 92) provides a clear rationale for this emgb.

Rearticulating the areas of learning and development to highlight the centrality of
personal, social and emotional development, communication and language and
physical development is supported by a review of recent research (Angelou et al
2009), andh & AYUOSYRSR (G2 0SGGSNI RSaAONAROGS GKS
development in interconnected domains. Essentially, children are primed to
encounter their environment through relating to and communicating with others,
and engaging physically in the&ixperiences. It is widely agreed by researchers and
practitioners that personal, social, and emotional development, physical
development, and communication and language are closely linked to one another
and are central to all other areas of learning andvelepment. These three
interdependent areas represent the earliest stages of development, which begin
before birth and continue to occur within the early years when the developing brain
has a maximum predisposition for learni{Therefore these prime arsehave

been selected to reflect the beginnings of child development since they are critical
for influencing later success in life (and learning) and largely transcend cultural
differences, emerging as an outcome of early experience.

The Tickell Report seoutthree key differences between the prime and th@esific areas of
learning. FirstlyPrime areas are timesensitive andfinot securely in place by the age of 5,
they will be more difficult to acquire and their absence may hold the chitt baotler areas

of learning. Secondly, theyrea chaacterised by their universality andccur in all socio
cultural contexts Thirdly, they & not dependent on the specific areas of learning, although
the specific areas of learning provide the context for their developm8pecificareas of
learning reflect cultural knowledgand accumulated understanding andis possible to
acquire these bdies of knowledge at various stages through lifbey reflectskills and
knowledge which are specific to prioritiesithin sociecultural contexts and they ra
dependent on learning in the prime aregshe specific learning cannot easily take place
without the prime.

Given this rationale, in this review we have focused on recent research which might affirm or
guestion this focus on the identified Prime areas of learning in the &Yd&lso the place of

the Characteristics of Effectivieeaching andleaning within the EYFS. &\6hall begin with a
review of the research ormearning which isoften termed selfregulation and includes
executive functioningreflectingaspects of learning which are currently spread between the
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Characteristics of Effectivieeaching and_earning (CoRt) and Personal, Social and Emotional
Development (PSEDJVe shall then take each of the current Prime and (Hpeareas of
learning in turn to explore their significance for learning in the Foundation years.

Characteristics oEffectiveTeaching and.earning (GETL)

It is widely acknowledged and evidenced (Heckman, 2011; Heckman et al 2012, Bryge, 2015
that early education programmes which seek to reduce social inequality, close the attainment
gap and enhance future educational and employment prospects for less advantaged children
must include an emphasis ot A T Sr disfjoditivrialdc&acitiesuch asseltregulation,

which includesconscientiousness, perseverance, motivation, sociability, attention; self
regulation and anger management, sefteem and the ability to defer gratificatioffhis
evidences further supportedn recent evidence reviewdcluding the BERA Review and the
100 ReviewPayler et al, 2017; Pascal, Bertram et al., 20@hichhighlight the importance

of wider attributes in educational attainment for all areas of learnifige reviews also point

out that the critical period forthe formation of thesedispositional capacitiess in the
Foundation years, birth to fivéPascal et al2018, p.48Pascal, Bertram et @017, pp.22
23).Given this evidencehese life time capacities or dispositioase increasingly considered

to be as important as, or even more important than, cognitive skills in explaining academic
and employment outcomes (Heckman, 2011). Indeed, there is now growing attention from
policymé&ers on howthese dispositions or capacitiean be developed in children and young
people.

In educational contexts it is ingptant to distinguish between executive functioning (BRJl

the broader oncept of seHregulation, as E&ppears to be necessabyt not sufficient in the
enhancement of longerm outcomes. Jeob andParkinson (2015) in a systetiwareview of

the evidence on executive functioniagd academic achievement, found that EF is associated
with achievement, but that enhancing children's- Eloes not lead to an increase in
achievement. Elements of $ekgulation (eg: awareness of aneflection on current
knowledge states) appear to be additionally required to achieve higher levels of performance.
For example, Ornstein et al (2010) demoastd that children in Grade 1 maths classes, who
were taught to monitor their own memory and to develop and use appropriate memory
strategies, showed enhanced performance on memory tests at the end of Grade 1 and were
still outperforming their peers in Gde 4 tests 3 years later. Me&nalyses of a wide range

of educational interventions designed to enhance academic achievement (Higgins et al, 2016)
and sociakmotional learning (Durlak et al, 2011) have consistently shown that enhancing
children's selregulation is one of the top two or three most effective interventions.

Theresearchalsoindicates that theFoundation yeargbirth to five or six yearsare a time
when childlNBSsyk@wledge base and their capacities for metacognition seiéregulation
(becoming aware of and in control of their own cognitions, emotions and behaviour) develop
significantly(Robson, 2010Rosanbalm2017) Central to development are thexecutive
functionsof the brain, which encompass cognitive flexibjlityhibition and working memory,

as well as more complex functions such as capacities to problem solve, reason arge{flan.
regulation is the primary characteristic of these higher mental functions, supporting the
qualities of creativity, flexibility andelfcontrol, all of which begin to develop during early
childhood-- qualities which are crucial for success not just in schoolirblife. Skills involved
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with selfreguation - such aexecutive functioning andttention control- are also necessary
to build healthy and positive relationships with other people.

Whilst acknavledging the distributed naturef neural development, NI NR Q&he/ Sy (i NB
Developing Childhas generated severavidencebased papers thatall attention to the
development of &ecutive function skills, whiacgmphasise thémportance of selregulation,

working memory, behavioural inhtimn andmental flexibility¢ some attributes of which are
recognisable vthin UK early years frameworlssich as the BESSCharackristics ofHfective

Teaching andlearning. Execute function and selfegulatoryskills are impownt integrated

mental processethat enalde us to plan, focus attentiomemember instrudbns, and juggle

multiple taskssuccessfullyRobson, 2010CDC2011;Payler et 312017, p.72.

Research from neuroscience (Diamond, 202013 affirms this approach to the early years
OdzNNA Odzf dzY ' yR Kl & ARSYGAFASR I Nry3asS 2F WSE
make progress. Three of thesere functions appear to be particularly associated with long
term attainment and are vital for children to develop if the gap in achievement is to be
narrowed:

1. Cognitive Flexibility i.e. switching perspectives;

2. Inhibitory Control: ability to stay focusetkspite distraction, have selective focused
attention, stay on task;

3. Working Memory: holding information in mind and mentally working with it, making
sense of what unfolds over time, relating events, ideas, learning from before to now,
reasoning, cause areffect, remembering multiple instructions in sequence and following
step by step in correct order.

The evidence indicates that these aspects of development are more important than entry level
reading, or maths (Blair and Razza, 2007; Blair and Diamddtt).ZDherefore to support a
OKAfR (2 06S waoOKz22f NBIFIReQ YR FotS G2 2LISNI
needs to focus omeveloping a learning environment in which the wider range of skills and
capacities that underpin the currentlglefined areas oflearning are supported and
encouragedand, importantly, give the child a sense of their own capacity to be a successful
learner.This evidence supports a greater emphasis on the Characteristics of Effective Teaching

and Learning withinite EYFS framework which advocates the role of the child as initiator and

agent of their own learning (Playing and Exploring) and motivation (Active Learhimg).

approach is supported by Moffét al (2010 p.2)

Personal, Social and EmotionBkevelopment

Given thebroad spectrum of PEE: articlespertinent to this theme were amongst the most
prolific and well-researched.Some aspects also overlap with areas of learning discussed
under Characteristics of Effectiveeaching and.earning. Research o the development of
social andemotional canpetence incorporates how yourthildren develop emotional self
regulationand its contrilution to pro-social behaviourgncluding the @velopment of social
cognitionand theory of mind. Previous reseh onO K A f RddiBl yofhpetence has tended
to focus on facial expressions of emotions rattiean understandig the process of non
linguisticvocal emotiors. Chronaki et al (2015) foutisat the development of vocal emotions
takes longerto develop andsuggest this hasmplicatiors for helping young children to
understandvocal emotions. Arnold (20092009b) arges that practitioners should beware
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of the links between cognitive behavioand emotions, K2 g A y 3 (i t
actions, or scemas, can be signposts to theurrentemot 2 y I £  y S

their emotional lives and issu¢RBayler et gl2017, p.63)

O
|

T;U(

KA NE
Y R W

A sense of selfs established through sociallpediated ireractions with others (adults,

siblings, pees) and with their culture. Thanportance ofthed 2 OA+ f ¢62NI R FyR |
KFra 0SSy NBAGSNI (S Rory 8 dzNEK G a R A G EEsE SoBichalised 7 p 0V Y A
neuralcells appear to falitate the camcity of infantsto recognise simdrity between their

own actionsand the actions of others. Goswami (201&ls0 refers to the potemial

significance of the mirroneuron sysé Y ¥ 2 NJ dzy RS NA& (capgciy Koy imiationk A f R NS
language and socimoral cognition.Although thesignificance of warm, positivelationships

iswellSa Gl 6f A &KS R&paked,2wthitheyadul séspandingppropriately to the

O K A ihitR@#, havealso been identified as importaffDCSF2009), and resnate with the
well-establishedwork on attunement within attachmentelationships. Goswami (2018)so
emphasisegshe importance of social relationships aralltural contexts in establishing the

capacity of thechild to become an effective learn@Payler et 12017, pp.6%63).

In 2015, Goodmaest al. (2015gonducted a review for the DfE of the evidence on associations
between social and emotional skills in childhood and adult outcomes. This review focused
largely on older children, but doesomt to the extensive literature on the predictive
importance of skills pertaining ta S f F 1t &hd &/ Si NP 18 NXsHctizaslcangc2nfiousness

and good conduct) in childhood for many domains of adult life, including mental health, life
satisfaction and wellbeing, income and labour market outcomes, measures of physical health,
obesity, smoking, crime and mortality. Theview also revealed a significant body of work
demonstrating themportanceof some types ot S f F 1t LISahd& SUIF A2 pBeldlS y S & &
GKFG 2ySQa 26y | OG Aczaptareddy opncepts $uéh mkus & AomtiBIS NSy O S
& St ¥ §WefeSHOUw © e important for a number of adult outcomes, including mental
distress, selfated health, obesity, income and unemployment. The review also showed that

a St ¥ dxhildhSoy is important for mental health and phoai health in adult life,
indicating the needfor this aspect of learning to be a priority in the Foundation yealse
evidence clearly indicates that personal, social and emotional development underpins all
areas of learning and creates an effective learner forddafirmingthat this area is the

building block for lifdong learning and needs to be centrally placed in the EYFS.

Communication and Language Development

A comprehensiveeview d communicationjanguageand literay developmentundertaken

by Dockrell et aP010) for the DfEemphasigss how responsie early interactions layhe
foundations for later literacy(cited in Payler et a] 2017, p.64) This evidence was also
acknowledged in the 2018 review of evidence by the Education Endowment Foundation (EEF,
2018).! f aF2NR S | sbeSskdchidredaT G | & GkaER BeSéption classes in

a London (UK) borough ariden followed the progres of children with English as their first
language (E1L) and with English as an additional language (EADQ)tterrfirst 2 years at
school. This studgupports this linkfinding that delayed language prior to starting school is
seen to persisaind afect ongoing attainmentPascal et al2018, p.24)! f a T2 NR S | f Q2
g2N] YR 2KAUGSAARGSG 783 HAL larfd 6,485 monalinguab RecepiigaR &
children, whereteachers provided ratings of English language proficiency and social,
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emotional, and behavioural functioning, strongly suggests thia¢re English is an additional
language or disadvantages are experienced at home, as recognised within children with EAL
or in receipt of pupil premium, a clear focus on oral language developmerhflaren who

are socially deprived or with EAL may be necessaryutirdReception and into Year one
(Pascal et a018, p.25)ndicating the importance of establishing language proficiency in the
Foundation years.

Soto/ I £t @2 SO FEfQ&a ownmpv f2y3AAGdzZRAYLFE &aiddzRe
linked to the development of certain components of mathematical ab#itich as counting

and calculation Their work echoes the relationships noted by Austin et al. (2013) between
phonological awareness and certain components of mathematical performance. This study
of 37 three to fouryearoldsexamined the relationship bet®@en phonological awareness (PA)
skills using the Peabody picture vocabulary test, a test of early mathematics ability3)EMA
and phonological awareness literacy screening. These studies indicatgetelbpments in

one area of learning effects changetire other and highlights the inteconnectednes®f
learning in the early yeaf®ascal et alk018, p.25)

The wider reviews of evidence, such as The 100 Review (Pascal, Bertram et al., 2017), support
the case that children need to acquire the basic phonology, syntax, and vocabulary as a
fundamental basis in the process of becoming literaleken together withthe studies
presented earlierthe evidence indicates that communication and language development is a
key area of learning from birth arttiere is a case for a strong focus on this area of learning
throughout the Foundation years and even beyofhscalet al, 2018, p.26 Educational
Endowment Foundation, 20).8

Physical Development
APublicHealth Report by Brooks (201gBts out research evideneghich focuses on children
in the school system, including four to fiyearolds,and bringstogether a raft of evidence
which shows that education and health are closely linked and that physical development is
associaté with educational attainmentThe report suggests that promoting the health and
wellbeing of children has the potential to impr® both their educational outcomes and their
health and wellbeing outcomes. Key points from the evidence indicate that:
1 Children with better health and wellbeing are likely to achieve better
academically;
1 Effective social and emotional competencies areciased with greater health
and wellbeing, and better achievement;
1 A positive association exists between academic attainment and qathysi
activity levels of children (Brooks, 2014, p4).

Other researchfrom several sources indicates eurodeelopmental basis for a range of
difficulties linkedto physical development, whicimay include learimg difficulties. This
researchshows that thepersistence of primaryeflexeshasimplications for laterskills, such
as coordination and balance ammbssbly cognitive learningThe work of Goddard Bjthe
(2005 cited in Payler 20)#ocuses on childreaged betweerseven and nine yeatsut it is
of relevance and supports the cafee early interventionsvhichdevelop and improvéalance
and coordnation, particularly when sucheurologicaldysfunction may be contributingp
underachi&zement. Browi2 @010)intervention studyappears tosupport this researchHer
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studyon 4 and 5 gar old childrenreveals thatthe practice of @rticular movements an

improve their fine motor skis by inhibiting persistenprimary reflexeswhich may have
implications foracademic learningvicPhillips et al(200Q cited in Payler, 20)7%choed the

claims beingnade in relation to educational progre§heirwork hasnoted that children who
experiencedifficulties with reading also have difficultiewith balance and motor control

(Payler et 312017, p,69)/ Kl YO SNR | YR { dZARSY Q& oHnmMcUO 204¢
motor skills affecting academic work andtiaities of daily living being effectively mediated

through graded intervention programmes also supports the value of ensuring support for fine

and gross motor skillssekey factors in early learnir{fBascal et al2018, p.50)The evidence
indicatesthal,JK @ 8 A OF f RS @St 2LIYSyd Aa y20 2ytée Grdalf
0dzi AG dzyRSNLIA YA | OKAf RQa hideyebpvdertt from Sittht 6 SA y 3

Literacy

/| 2YLISGSYOS IyR O2yTARSYOS Ay ftAGSNI O& A& I
attainment and successful participation in cultural and social life. It is well recognised that
literacy is a social and cultural practice that is shaped in, and bgesgnd time (Gutierrez,

Bein, Selland and Pierce, 201l1)s also evident that the experiencedifjital and nordigital

literacies across home and school play an increasing influence on the importance and shape
of these skillsavidson, 2009; StephemdPlowman, 2018 It has been shown that the way

literacy learning is offered to children as part of a wider array of soaitural experiences
GKAOK INB ldGldzySR (2 (GKS @2dzy3 OKAftRQa AyidS
longer term outomes (Lancaster, 2014: Rowe, 2088)stated earlier, the wider reviews of
evidence, such as The 100 Review (Pascal, Bertram et al., 2017), and the DfE Review (Pascal
et al, 2017) support the case that children need to acquire basic phonology, syntax, and
vocabulary as a fundamental basis in the process of becoming literate. Promoting higher
order literacy skills before the child has secure development in oral language willolead
problems for these childrerDockrell et al 2010; Payler et al, 2017; Padaitram et al, 2017;

Pascal et al, 2018The evidence indicates that literacy learning should be a key element in

the EYFS from birth, but that it is fundamentally linked to language development and relies

on the secure development of language skilld anderstanding.

Mathematics
Researclstudies agree that prschool mathematics and especially number sense predicts
later achievement in school and enhances life options:
/| KAf RNBYQad dzy RSNRAUGFYRAY3 2F ydzYo SN RdzNR y:
their mathematical achievement in primary and secondary school. Mathematical
F OKAS@SYSyd Ay (dz2NYy Aa O2yaraidSydate 7F2dzyl
overall €hool achievement and their success in entering the workforce (EIF, 2018).
Research reviews emphasise that not only do children who start school behind stay behind,
but the gap widens for those from disadvantaged families. The EIF (2018:10) cofdiede:
ages of three to five are therefore considered an ideal time to rectify incelaied learning
3L AY OKAf RNByQa dof Rastiblial predittiveyi@porarEe ayedzY 6 S N.
understanding the value of numbers to 10, comprehending number symbols and
understanding the relative values of numbers (Lyons, 2014). Subitising (recognizing small
numbers of things without counting) and counting out the number from a group (which shows
understanding of the cardinal counting principle) have also been ident#seley aspects
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(DEANS, 2019)n contrast, the current Early Learning Goals include expectations about
numbers to 20, adding and subtracting by counting on and back, and solving doubling and
halving problems, none of which are supported by research (@if2014) Recently, pattern
awareness has been found to significantly predict later achievement, for instance by
identifying the unit of repeat in a repeating pattern with objects (Rititdnnson et al, 2016).
Thereforethe evidence suggests that practical patterraking should be included in early
mathematical education, but not abstract number patterns, as may be suggested by the
proposed Numerical PatternsgGoal. The relationship between spatial and mathematical
thinking has also been shown to be significant andt tpatial ability contributes to later
performance in science, technology, engineering, and mathematics (STEM) (Young et al,
2018).

However, he evidence fronSoto/ | £ @2 S |t Qa owHnmp0 2y 3IAddzR]
the development of counting andatculation are supported byifflierent cognitive abilities

which do not develop fullyntil around the age of si¥@scal et ak018, p.24)Gifford (2014)

alsoOA 1Sa NBaSI NOK ¢ KA Q& RSIEAS &/(RA yiEK [2(F G AAKR NG
morethan the one before and one lessthanthedn& G SN R2Sa y20 RS@St 21
age ofsix, indicating thaengagement with formal ma#gmatics maybest be delayed with

children whoare not secure in this abilifPayler et gl2017, p.67)Like liteacy, the evidence

indicates that informal mathematical learning should be a key element throughout the EYFS,

but that some basic mathematical operations rely on the development of cognitive abilities

which may not be in place until the end of the Foundatyears.

Expressive Arts and Design

A study on the impact ofa performing arts programme ochildren urder 4 years endorse

I &A1&l Sy Y AcKkimtha dre@tivityltappeng in the interaction between individual

thought andsociocultural context (Martlew an@rogan,2013). Martlew and Grogan (2013)

argue that creativy is a key factor enablinghildrento make sense of their experiences,

through shared experiences and purposedth other minds.%2F OK I NRA 2dz | YR 2 KA (
(2015) study investigated possible correlationstween musical play and selegulation.

Although thestudy focused on siyxearolds, the findings sugestthat engaging in musical

playin the Foundation year&cilitatesselfregulatory behaviourgPayler et gl2017, p.69)

Musicality and msic are considered to important forinteraction and communicatigrand

Oy ©S LI NIGAOdzE F NI & AYLRNIFYyG (XagharigiSai® @& 2 dz
Whitebread,2015 Niland, 201% Babies appar to be predisposed to resporid music, and

musgcality is crosulturally andntuitively supported by caregive(Payleret al, 2017, p.68)
Misgivingsare expressd in several studies abouttahtly-framed musical curriculum, such

as anexclusive focus on group musitaking andperformance, and the need to view music

as a credve, openended process, rathethan are-creative practice(Payler et gl 2017,

pp.6869). b A f | Yy R Qadhnographessiudy reinforces the argumethat singing inthe

early years contributes tohildren devéoping a sense of belonging aitentity (Payler et al

2017).

Nutbrown (2@.3) calls for @learerconceptualization of artbasedearning in the earlyears
curriculum statingthaty2 dzy 3 OK A f R NB y Qthe wbrid B prigh&ily Seyisory and (i K
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aesthetic.This statement is basesh an artsbased learningroject with pre-schoolchildren

which concludes thatrts based activity enableshildren to learnin ways that arenaturally

suited to theirstage of developmenand enables themto take part in cltural and artistic

elements oflife which can sustain them in the longrte (Payler et gl2017, pp.67%68). The

evidence indicates that expressive arts and design play an important role in supporting
OKAf RNByQa tSIFENYyAy3a I ONraa F Nry3asS 2F | NBlaz

Understanding the World

There was very limited recent research which focused on the developme® ¥ OKA f RNE
knowledge of people and communities, with the vast amount of recent material focusing on
technology and digital literacyDigital literacy has beenidentified as an important
competence for Foundation aged childretue to the growingsignificance ofdigital

technology in the 21stentury and its implications for earlydmingand developmentThis

is a growth area foresearch, particlarly given that all babies nolaeing born willbe digital

natives rather thardigital immigrans.P& | A 2 f 2 32 dzQa & adoyfaT 0O EBEGHERNRS W ¢
digital techrology athome reveald that use of the technology widespread,and noted

other research whictshowed trat most three and fouyearold children wee able to

RSY2y aidNI @ § 0 PRMfa@8g@ul drgueshere is a need forthe early years
practitionersto use digital technologio encourage the sharing of ideaamd createlearning |
environments thatd Sy dzA y St & NBTFf SO0 OKMdvRNBYaN@1K2YS S
study also showthat children enounter awide range of diital devices from an early age

the home aml that their use was culturallgituated, with paental attitudes a key factor in

terms of childrg’ Q& I OO0S&aa || y Rhelsuzy argugsthithe As€ of tméhSotbgy

can promote leaming in four areas: operationakkills, extenthg knowledge and
understandingof the world, developing learning dispositiorsy building slf-esteem and an
understandingof the role of technology in everyday life.

Price et al.(2015) compared the masinakingof 2-3-yearolds using traditional paint and
paper ar iPad touckscreen technologyThisstudy maa links to previous work on thele

of markmaking in developing fine motakills and earljiteracy developmat throughthe
use of synbolic representationThe evidence suggests thifite use of iPads led to increased
amounts of markmaking and an extension of theange of mak-making touch types
employed.However, theuse of paint and paper providechildren with opportunities for
greater sensorgngagement witlthe materials, experiencing theroperties of maerials and
colour and enabling wider use of dferent parts of the hand. Pricet al. suggesthat touch
screen technologieshould be usedda complement other activitiesvithout reduchg the
importance of 3D sensorgxperiences. The evidence indicates that UoW contributes an
AYLRZNIOFYG dzyRSNLIAYYAY3I G2 OKA§tAbdlitBaedhe childS | NJ/ Ay
both in the wider world andhome. It also provides vital skills for the child growing up in a
digital age.

Key Points
1. The wider evidence on early learning indicates that any consideration of one aspect

of learning has to be set ithe context of the progressive development of skills and
understanding in all other areas of learning.
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2. Recent research supports the continuation of a distinction between Prime and
SpecificAreas oflLearning, sipporting the rationale thatPSED, CLD and PD should
receive particular attention throughout the Foundation years and into Year 1

3. Although it isevident that the teaching and learning of both early Literacy and
Mathematics are important in the foundation years,here is little evidence to
support a shift in emphasis towals Literacy and Mathematics as keyiority areas
of learning in theEYFS

4. There is cleaevidence that the Characteristics dffective Teaching antlearning
should be given more prominencas a key focudn the EYFS framework and
statutory guidance.

3.3 What outcomes should a child be achieving by the end of the EYFS thiapnovide a
basis for lifelong learning and long term wellbeing?

It is clear from the evidence that breaking cycles of disadvardaadeiving all children a basis

for lifelong learning and long term wellbeimgquires systemic action which brings together
health, education, economic and social strategies to create an early intervention approach at
every stage in the life cycle. Thasggests thatearly educationshould sitwithin a wider
programme of early interventiofrom birth to adulthood, with a focus on children, parents
and the wider family and community strong learning outcomes for all children, including
those from less achntaged homes and who have SENb be securedThe most effective

early intervention schemes often improve more than one set of factors, with some of the
most effective early education programmes working in conjunction with parenting
programmes, chilthealthand maternal health programmée®fsted, 2012, p.28)

Further supporfor early intervention, well documented in the Field and Allen Reviews (2010,
2011) is the growing evidence thathild developmentcan be enhanced biigh quality
interventionsin the foundation yearsRandom assignment studies of programniesrry
Preschool, Abecedarian, Infant Health and Development and Neasgly Partnerships, and
the EPPE research in the JUkave found that high quality early years programmnoes
improve clild health and educational outcomes for disadvantaged children (Karoly, Kilburn
and Cannon, 2005; Sylva et al, 2004, 200Bgse resultsuggest thaearly childhood policies

can and should play a key role in narrowing the gaps in school readiness, thediamger
term, countering the effectsf socieeconomic disadvantag@®fsted, 2012, p.15)

A programme for the expansion of high quality, part time, early education to disadvantaged
2-yearolds is currently beingmplementedin the UK, to allowaccess for 40% of the most
disadvantaged childrefiThe EPPE research showed clearly high quality early education for
toddlers is particularly effective for raising cognitive achievement for disadvantaged children
(Taggert et al, 20157 his programme buiklon the evidence base we hased its impact on
securing enhanced child outcomes acmlintering socieeconomic disadvantage csirrently
being evaluated as part of the longitudinBifE funded Study of Early Education and
Development (SEED) (Melhuish aBardiner, 2018) and a study by the Early Intervention
Foundation Teager and McBride, 2018The Early Intervention Foundatiostudy has
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detecteda small positive relationship between increases in tageover the first two years

of the entitlement and increases in attainment of FSM (free school meals) children (Teager
and McBride, 2018)The SEED study hakso identified thatcognitive and sociemotional
developmental benefits are associated with use of ECEC between ages two and age four
(Melhuish and Gardiner, 2018).

l'a adldSR Ay GUKS LINB@A2dza aSOGA2Y D22RYlLyYy S
evidence on the long term associations betm social and emotional skills in childhood and
adult outcomes pointedo the predictive importance okeltcontrol and selfregulationin
childhood formany domains of adult life, including mental health, life satisfaction and
wellbeing, income and labour market outcomes, physical health, obesity, smoking, crime and
mortality. The review also revealedvidence demonstrating the importance ofkelf
percepton and selfawareness locus of contrgl selfefficacy social skillsand emotional
wellbeingas powerful predictos of mental wellbeing and socioeconomic outcomeshe
report by Brookes (2012) alsuggestghat a focus on thenealth and wellbeing of dhiren

has the potential to improve both their educational outcomes and their health and wellbeing
outcomes.

The evidence clearly points that investment in high quality early education programmes lead
to longer term positive outcomes for children. Theme &ewer large scale studies on which
outcomes seem to be more important in securing lifelong learning and wellbeingshsgta

out in the previous sectiorthere is clear evidence from robust reviews to support a particular
emphasis orsecuring good outcomes social and emotional developme(Boodmaret al.
2015)and physical development, including health and physical and mental wellliziogks,
2014), if the longer term goals of lifelong learning and wellbeing are prioritised #&sigdhe
Foundation years.

The evidence on the association between particular outcomes in EYFS and good levels of
educational attainment through primary school and beyond would seem to point to the
importance of skills such as motivationperseverance,and selfcontrol in long term
attainment. The evidence presented in the previous section points to the importangefok ¥ S
alAfttaqQ adzOK a 02y ao0Aagon saidnliy, Saientdnangd NBR S 3 S N
management, selésteem, and theability to defer gratification all of which are part of
OKAf RNBY Qa -reySlgieh{Danding, 20103 213Flair and Razza, 2007; Blair and
Diamond 2008Heckman, 2011; Senha et al, 20¢search from neuroscience (Diamond,
2013)alsoidentified three coreexecutive functions (Efwhich appear to be vital for children

to develop if the gapni achievement is to be narrowed: Cognitive Flexibility; Inhibitory
Control; andWorking Memory

A Swiss study (Roebers et al, 2014) confirms the importanteesé underpinning skillas

Fy AYLERNIFY(G 2dzi O2SNM yI (OKIAX WRWBWOd o kA SANG dzF
performance in fine motor skills, executive functioning and-werbal inelligence at the age

of 5-6 years to explore how far they might predict early school achievement (in terms of
YFGKSYFGAOaAE NBIFIRAY3AZ YR aLISftf Aymotorskis (§KS
and executive functioning (EF) have both been fotmde powerful predictors of school
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readiness and of subsequent academic achievement (Blair and Diamond, 2008; Cameron et
al.,2012; Grissmer et al., 2010). Taken togetheis evidence indicates théhe EYFS should

focus on those outcomes whidive he child a sense of their own capgdio be a successful
learner. These outcomes are strongly evident in the EYFS under the Characteristics of Early
Teaching andlearningPSERnd PD

In 2011 Snowling et al (201@hdertook a commission from thBfE toreview evidence on

the link between language and communication and later attainm@&hisevidence show

that language skills are amongst the bestgiotors of educational successnéings from a
populationtbased longitudinal study of parents and children the UKalso indicate that
fly3dzZa 3S RS@GSt2LIYSyd Fd GKS 13S 2F (g2 &SI NJ
primary school (Roulstone et al., 201The study alsshowed that children who enter school

with poorly developed speech and languagye at high risk of literacy difficulties and that
educational underachievement is common in such childhertheir 2015 paper evaluating a

Welkf] .2230Q AYGSNBSyGA2y LINPBINI YYS F2N OKA
schools (180 children fromeReption, and Y1 and Y2), Lee and Pring present what they term

a WwWgStf NEO23yAaSRQ SOARSYOS { Kekolomi®KA f RN
disadvantage have delayed language development, and they found this persists even after

the intervention programm boost (Lee and Pring, 2015)he evidence fronthe Snowling
(2011)review reveals that the process of becoming literate begins when children are infants

and that language development prior to beginning school serves as the backbone of later
literacy deelopment. It indicates that the core of language acquisition occurs between 1 to

4 years (Reception year), with children acquiring much of the necessary basic phonology,
syntax, and vocabulary during this time.

Whitebread and Bingham (2014)so suggest that currerdevelopmental psychology and
neuroscience indicates that the basic processes of learning and reasoning@aeefrom
AYFIYGK22R® ¢KS@ I NHdz2S GKIF (G RdzNR fedt cafakitless LIS NA
F2N) YSGFO23yAidAz2zy FyR aStFnNBIdA I GA2y 006S02
cognitions, emotions and behaviouwt@velops The development of language is central to the

whole process; as a symbolic system, and through the chanmgisetend play and the
imagination,the very young children can think and reason about experiences and ideas in
sophisticated ways. Central to development are the executive functions of the brain, which
encompass cognitive flexibility, inhibition and warlsimemory, as well as more complex

Fdzy OlA2ya adzOK Fa OFLIOAGASE (2 LINRBOEfSY &az2f ¢
characteristic of these higher mental functions, supporting the qualities of creativity,
flexibility and sehcontrol, all ofwhich begin to develop during early childhood, qualities

which are crucial for successtrjast in school, but in life.

The evidence on the desirability of a focus on literacy outcomes during the Foundation years
in pursuit of longer term educational ainment indicates that this may be detrimental for
many young children who have not yet secured their language outcomes. As stated earlier, the
evidence(Dockrell et al 2010; Payler et al, 2017; Pascal, Bertram et al, 2017; Pascal et)al, 2018
shows that bildren need aecurely developed understanding of spoken language, vocabulary
and listening comprehension skills, which are derived through routiegberiencingdiverse
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vocabularies embedded within languageh environments of songs, nursery rhymes and
stories with ample time for adult/child and pe&v-peer interactionsbefore progressing to a
focus on literacy outcomes.

The importance of pysicaldevelopment for educational attainment is also evidenced in the
review. For example, Grissmer et al (Z)1found that motor skills in early childhood were
significant predictors of achievement in reading and mathematics in primary school.

In short, there is substantiavidence that indicates that educational attainment through
primary school and beyond is a key goal for the Foundation Stagek#yeautcome for the

end of the Foundation years are those skills and understandings that can be identified under
Characteristics of Effective Learnind?ersonal, Social and Emotional Development,
Communication and Language Developmantl Physical Developmerd the prime areas of
learning.

Key Points

1. When educational attainment through primary school and beyond are
prioritised as goalsfor the Founddion years securing goodchild outcomes
which areidentified under Characteristics of Effective Learnjf@ommunication
and Languagd®evelopment Personal, $cial and Emotional Developmerdnd
Physical Developmerghould be prioritised.

2. Focusing too soon on Litera@gnd certain Mathematicaloutcomesduring the
Foundation yearanay be detrimental to the longer term attainment of those
children who are not yet secure in oral Language outcomes, including an
understanding of how language works in the wider social and cultural context.

3.4 What are the implications of the ELGs (EYFS outcomes) for summer born children?

There have been longstanding concerns that children born towards the end of the school year
(summerborn children) suffer adverse educational impacts because they start school at a
younger age than their peersesearch has found significaniifferences in test scores
between autumnborn and summeborn puwils in attainment at school andhé differences

are evident at the earliest ages and remain (though are smaller) at GCSE and A level, and in
further and higher education (DfE, 2010; Crawford et al, 200t8).artifcial advantage given

to autumnborn pupils in tests of educational attainment calsohave an impaicon their
wellbeing at schoolThere is little recent evidence on the implications of the current ELGs for
summerborn children other than analysis of the EYFSP data which shows stlommer
children consistently underperform those whaeaborn earlier in the school yeailo
accommodate these concerns, a degree of flexibility is provided whereby a parent may
request that a summeborn child is admitted to school outside of their normal age group.

b2NbdzNE SiG |t Qa atiemnstudydi7,26V ¢hillien afed 14 feGrs 9 ddohtluizf

to 5 years 10 months in Reception classesn line with this evidence. Thdgund that
younger children experience lower levels of language competence and academic progress in
the first year of school and investigateshether these disadvantages are indicative of a
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mismatch between language competence at school entry and the academic demands of the
classroom. The authors suggekat the youngest children are not yet ready to meet the
academic and social demands of the classroom and that developing oral language skills and/or
ensuring academic targets reflect developmental capacity could substantially reduce the
numbers of children requiring special@inical services in later yeaGiven the lack of recent
evidence it is interesting to note an earlier stuolyBedard and Dhuey (2006hich showed

that the summerborn effect is reduced or completely disappears in countries where the
formal teaching of literacy and mueracy are delayede@ Finland an@®enmark).

Key Points

1. Summer born children do less well on tests of academic attainment at all stages
of education, including the EYFS.

2. The evidence suggests that adjusting the academic and social demands of the
classroom for these children and adjusting the ELGs to reflect their younger age
could address their perceived under achievement.

3.5 What teaching content is particularly bengfial to supporting good levels of
development in the prime and specific areas of learning?

Recent evidence on what teaching content is beneficial for supporting good levels of
development in the prime and specific areas of learning is patchy, with good evidence for some
areas of learning and much less evidence available for others. There isgoedce about
beneficial teaching content for Communication and Language, Literacy and Mathematics and
this is presented below. It is useful to note here thatizo NE& YR 2 NRQ& OHAM
on a large scale survey suggests thatffectively support children within diverse cultural and
social normgfor example, recent immigrantshe diversity of learners must be recognised
within teachyy 3 O2y 4GSy i ® 5 SRS adsédants alsé indicdtes @naat>de
contextualized teachingontent, unsympathetic of life experiences and cultural values, can be
inaccessible to many children and can undermine the unique abilities of children, causing stress
and failing children from less advantaged backgrounds. In such curricular modelsstétighe

al. (2015) suggest that teaching content needs to equally recognise life experiences and
broader sociahnd behavioural competencies.

Communication and Languad@evelopment

{Af1S CNRO1S SO FftQ& OHAMHU w/ ¢ dslam@ly 2F wmy
allocated to receive a 3@eek oral language intervention (or control group) continuing with

daily sessions on transition to Reception class-{fgar 1)suggests that appropriate early
intervention for EAL children and those with oral langedalifficulties can effectively support

the skills of oral language and spoken narrative skills immediately and after 6 months (Silke
Fricke et al. 2012). With the complexities intrinsic within the process of learning English as an
additional language (HA in the early years, Drury (2013), in her case study of a young
bilingual child, highlights the need for a sccigdtural perspective on young children's

learning during this time.
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DdzA f F28tS YR aAaidNRQa oOHAN MO rtadick offoleplay@t £ S OF
improving the vocabulary of EAL learners. Whilst the use of manual gestures alongside spoken
words, such as in SigndzLJLI2 NIISR 9y 3t AaKZ KIFIa 0SSy asSsSy
learning of English vocabulary (Marshall arabgbaum, 2015), the use of role play has been
seen to support thalevelopment of both speaking and listening skills with an improved use
of English and a wider range of language learning strategies (Guilfoyle and Mistry, 2013).
Studies reported by Romeo at, (2018) also indicate that turtaking in conversation is an
effective way to build vocabulary.

Small group times, when offereds a forum for sustained conversation and language
development, have been seen to facilitate opportunities for childrent thratch their
language needs, supporting the transition from informal early years environments where
communication supporting environments offer opportunities to hear and practise language,
to the more formal talk requirements of educational settings, asealed in King and
5201 NBffQas ownmcoO avlftf aortsS OlFrasS addzRre
interactions, utilising evidenebased oral language programmes such as Talking Time and |
Can's Early Talk, are found by evaluative studiesftr afbalance of support and challenge,
consolidating and extending good practice (Jopling et al., 2013), leading to significant effects
on children's oral language, vocabulary, oral comprehension, and sentence repetition and
Dockrell, et al. (2010) sugdethe need for more intensive interventions to raise language
skills,including listening and attentiorallowing learners tdbetter access the curriculum.
However, Haley et al., (2017), in their report of a randomized control trial of a 15 week oral
language programme for childrendByears, add a note of caution, suggesting that whilst such
interventions successfully build vocabul&ryowledge in small groups of preschool children,

it does not appear to generalise to ndaught areas of language.

When valued and supported, mulayered approaches involving children, staff and parents
can be effectively used to promote communicatioaveélopment in early years classrooms
(Bain et al., 2015), early intervention offers clear improvements in phonological awareness
and oral language skills (Silke Fricke et al. 2012) whderpin reading comprehension.
Blackburn and Aubrey (2016) offeri@ence from their qualitative survey to be considered
within the policyto-practice context of delays and difficulties in the acquisition of speech,
language and communication. Their work suggests that language is dynamic and complex,
involving multiple dnensions such as expressive and receptive skillphodological shor

term memory which oral language programmes should suppt. BERA Review (Payler et

al. 2017) reportghat children with weldeveloped expressive and oral vocabulares
unlikelyi 2 SELISNASYOS RAFTFAOdzZ Gé Ay fSINyAy3a G2
important in learning to read, the evidence indicates tisajpporting the development of
vocabulanthrough encouraging dialogue and turn taking in conversatshmid receive the

same attention in teaching contenf.he Education Endowment Foundation (2018) review
also emphasised these approaches to teaching communication, language and literacy.

Key Points

1. The core of language acquisition occurs between 1 toeang, with children acquiring
much of the necessary basic phonology, syntax, and vocabulary during this time.
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2. Language development prior to beginning school serves as the backbone of later literacy
development.

3. Teaching content should include extews support for vocabulary development,
especially for less advantaged children and children with EAL. This content should include
theoretically motivated interactions, expressive and receptive skills, and clear support for
extending children's oral languge, vocabulary, oral comprehension, and sentence
repetition.

4. Role play and small group times offer an effective means for delivering sustained
conversation and language development, offering opportunities to hear and practise
language.

LiteracyDevelopment

It should be noted that the evidence suggests thi@racy skills development is not possible
without a securely developed understanding of spoken language, vocabulary and listening
comprehension skills, which are derived through roaty experiencingdiverse vocabularies
embedded within language rich environments of songs, nursery rhymes and stories with ample
time for adult/child and peeto-peer interactions with opportunities to listen to sounds as they
begin to ickentify corresponling graphemeg¢Pascal, Bertram et &2017). It is also important to
recognise that through cultural immersion in environmental, commercial and digiiaged

texts, very young children are developing significant understandings about how print carries
meaning and linguistic messages, and that these understandings are developing concurrently
with verbal language. These early experiences with a broad range of texts are potential
resources that can be capitalised on in early literacy teaching and learfiegEducation
Endowment Foundation review of evidence (2018) advocates a balanced approach to the
teaching of early reading, using a number of different approaches rather than focusing on any
single aspect of early reading.

Reading:l dzf YS FyR {y2¢fAy3IQad ouHnmm0O NBGASE 2F (K
than word recognition, involving the extraction of meaning from text, decoding and
comprehending the language used. This is reflected in their growing concern for childoen

can read accurately but have poor comprehension. This is reiterated in a longitodsel

studyby Carroll et al. (2016) which followed 267 children from school entry for 2, 3 and 4 years,
identifying and tracking 42 poor readers, and showed thaté¢hare multiple interacting causes

of poor reading outcome, with difficulties in verbal shtetm memory, phonological
awareness, print knowledge and rapid naming, all predicting later reading difficulties, with
deficits in visual search and in auditggocessing present in many poor readdtiime and

Snowling (2011) present evidence to shoeading comprehension impairment, with its

potential range of oralanguage weaknesses, remains relatively common, impeding
comprehension of bl written and spoken language. They argue that tbigl goes largely
unrecognised in the classroom, despite the potential for underlying oral language difficulties

to be ameliorated by schodlased interventions, improving both reading and listening
comprehension sk# (Hulme and Snowling, 2011). 2 dz2NJ S F YR ! RI YAaQ OHAMH
study of 67 Reception ageghildrenemphasises the role played by verbalamding skills that

children develop within an established shogrm memory (STM) in early progress in reapin

and writing, demonstrating that development of shdéerm retention is associated with

progress in learning to read.
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¢ NBAYLl Y Sicase studydorEnglish childoed (in Reception year and Year 1) and US 6
yearolds (in kindergartengxamined theapproach of UK phonics programmes where letter
sounds are the focus, comparing outcomes of US programmes where the letter name is the
focus. Whilst UK taught programmes demonstrated an impact on patterns of performance and
types of errors made, the easd# learning was not affectedA study by Shapiro et al., (2016)
which compared two synthetic phonics programmes suggests that synthetic phonics, the
rudiments of early reading, begins with the systematic and structured development of phonic
knowledge, whth is understanding which letter(s) make which sounds. This involves children
applying their developing knowledge and skills to decode words, blending sounds when words
are unfamiliar until this is no longer needed. With every new word this involveshigtc
printed forms to phonological representations, individually translating each grapheme within
a process of serial decoding that requires great effort. To manage this, the study shows that
when beginning to read young children will draw heavily on tagisting print knowledge and
cognitive factors ofvorking memory and vocabularghapircet al also suggests that synthetic
phonicsprogrammes should be simplified, teaching only the most consistent mappings plus
frequent words by sight, particularly fahildren starting reception witlpoorer phonological
awarenessA small scale study ofi¢ development of early literacy in Stein@nd standard
educated childrenby Cunningham and Carroll (2011) suggests that where-duglity
synthetic phonics instruain is administered consistently, formal reading instruction to four
and fiveyearolds can be strengthened.

Levy (2009a) in her case studies of nursery and Reception praatigses that staged reading

systems should be used with caution and children actively encouraged to value a wide range

2F NBIRAYy3I alratta FyR GSEGa® YL 120t SiG |
two-yearolds demonstrated the use ajesture in supporting the teaching of new words,
observing that children learn vocabulary and grammatical skills significantly better than when
pictures alone were used.

Furtherresearch conductedybLevy (2009b) noted that confidengained fromthe early use

of techndogy within learning diminishe@s 'schooled’ approaches to print literacy were
encountered, suggesting that ways to capitalise on multimedia should be considered in the
LINEY2GA2Y 2F @2dzy3 OKAf RNBY Qa e degelofmeR GWieS | y R
and Flewitt, 2010) and Theory of Mind (Atkinson et al., 2017) facilitating language and reading
comprehension, underpinning children's abilities to act strategically, it is evident that
‘collaborative multimodal dialogue' should be cidered in supporting literacy development

through social practices, with technologies offering new dimensions to literanyitgg(\Wolfe

and Flewitt, 2010).

Writing: The Education Endowment Foundation review (2018) acknowledges that writing is
physicaly and intellectually demanding and is underpinned by expressive langdagedyby

Bourke and Adams (2012) suggesiat when children learn to write they are relying heavily

on the understanding of writing conventions they have gained through readswyell as their

reading performance and vislLJ- G A f YSY2NER a{Afftao | RI'Ya
children aged % years, which measured various aspects of reading and writing skills, adds to
this evidence by indicating that where these skills sgeurely developed, children present as

better spellers and can produce more individual letters and words in their texts than children
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who are reying on visual memory strategies.2 @t S | yR [/ KIFI NI SaQ 6HAamMno
yearold child suggests thhabecoming a writer is a complex structural and developmental

process that cannot be taught within predominantly a wholass structure with their

demands for completion within fagiaced time limits. Instead, they suggest that sustained
recursive opportaities should be offered to the child to engage with experiences, taking
children beyond the process of simply 'mark making' to the abstractions of written composition

(Boyle and Charles, 2010). Such active engagement within social and cultural wonds whe
combined with positive adult perceptions, Bradford and Wyse (2013) suggest in their small

scale case study ofriting and writers in a nursery setting t t 263& FT2NJ OKAf RNXE
discoveries about written language and clear percapdiabout themseks as writersDaniels
(2014)vignette of a group of fixgearold boys engaged in literacy practicadds to this

evidence, questioning any view of early writing development that views progress as a set of
individual and predefined set of skills to be atqd, serving only to undervalue the
experiences children bring. Instead, Daries2 NJ] &adz33aSada GKIG OKAfF
engagement should be sought within narrative play, space and materials as literacy practices
create a range of meaningful teXtsy R F dzNII K SNJ OKAf RNBy Qa Odz i dzNJ

Key Points

1. Literacy skills development is not possible without a securely developed
understandingof spoken language, vocabulary and listening comprehension skills
which develop throughout the Foundation years and beyonHiteracy learning
should start with enabling robust vocabulary skills which supply the cognitive
foundations of both reading accurgcand reading comprehension.

2. Preliteracy development needs to include verbal shetdrm memory and retention,
visuospatial memory skills, phonological awareness, print knowledge and rapid
naming skills along with visual search and auditory processing.

3. Teaching content should include reading aloud words, rhymes and stories that are
O2yaAraidSyid ¢6A0GK OKAfRNBYyQa RSGOSf2LIAYy3a LK?2

4. Initial understanding of writing conventionsis gained through experiences of
reading. Teaching content for writing composition should reflect that this is built
through spoken language and the comprehension of stories, sequencing sentences
to form short narrativesand reNS I RA Y3 F 2 NJ @&rggantd in wiitifgh { R NS y
should be sought within narrative play, space and materials as literacy practices
create a range of meaningful texts.

5. Synthetic phonics requires webstablished systematic and structured development
of phonic knowledge, print knowledge and cognitive factors of working memory and
vocabulary. Children need to develop methods of extracting meaning from text,
decoding and omprehending the language used.

6. Highquality synthetic phonics instruction can strengthen reading skills but
simplified phonics programmes, teaching only the most consistent mappings plus
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frequent words by sight may be more effective in comparison wibther phonics
approaches for children who have poorer phonological awareness.

7. Staged reading systems should be used with caution.

8. The potential of technologies offering new dimensions to literacy learning could be
better explored.

9. Teaching content cod benefit from a focus on developing and improving physical
development skills

Mathematical Development

When considering appropri@ teaching content to support athemaical development it is

useful to notea paper by VandermaeReeler et al. (2012vhich reportson a small scale
SELISNAYSYy(d t221Ay3 G GKS NRtS 2FThipatSdt G A2y &
suggestghat the teaching of numeracy in the Foundation yeah®uld be practical. They

propose that when teaching content acknowledgdé® tpower of practical activity and is

coupled with appropriate guidance about questioning, both basic and more complex numeracy

skills are permitted to develop. Gob8IG | f ®Q& & Y f (2018 €hofthts halidtidd S & (0 «
approach to teaching mathemias by highlighting the impact of teachimghich appreciates

thenonf AYSIENJ yIGdzNE 2F OKAf RNByQa f S keddfokay 3 ¢ ¢
NELINSASYGlridAz2ya 2F 2NRSNE AYyiINAyaAO gAGK akKkl
representation of number as counting direction practices amend as reading direction is
observed. This, they argue should cause caution against traditional approaches to numeracy
instruction wherethis holistic nature of learning can become overlooked.

Mathematics esearch by Whitebread et al (2009), which involved observational analysis of
PYH @ARS20I LISR WS @Sy GoyearsiayiospitCatia of al., (TDEA d RNB Y T
month longitudinal study of 125 children fromS3years, indicate thati A & OKAf RNBYy Q&
core mathematical concepts that needs deepening during the early years. This research
suggests that rather than moving children on more quickly to formal calculations and written
algorithms, it is the underlying concepts of mathetinsal application that should be the focus.

adz R22y Si It Qa 0 alsoedphasised theSimpgoriadedl Bf mathedaticls
concept learning. This study exploretly setcomparison is vital in early number learniagd

highlights that the cardinalumber system serves two logically complementary functions; how

many things there are and whether two sets of things are equivalent or not. Current models of

LINI OGAOS GSyR (2 ,af@itzinore advadc&dTompicadiah thi¥ teliéon
chidNBy Qa dzy RSNARUGIYRAY3 2F SI OK ydzYoSoNglegsSAy 3 W
GKFyYy (KS Mulgadn et &, ((2508)Xsdygest that whilst counting, numeral recognition

and the additive composition of number act as prerequisites for more compikematical

concepts, the understanding of these, and therefore the essential focus during the formative

years of numeracy, should be in embedding ideas of equivalence, with consideration for how

the link between counting and sebmparison is achieved.

Papers by Carruthers and Worthington (2011) and Worthingted van Oers (2016), reporting
on small scale qualitative case studies of neatlatical teaching and learnindemonstratethe
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benefits of teaching that allows children to represent their matheicet understanding in
ways correct for them, permitting personal and cultural knowledge to become tools. Teaching
of mathematical content should therefore, Carruthers and Worthington (2@84echoed by
Worthington and van Oers in 20)L&rgue, allow and diwely support opportunities for children

to freely explore how they represent their mathematical understanding, exploring and
elaborating their mathematical knowledge by drawing extensively on their personal and
cultural knowledge in pretend play. Enatmj this engagement supports the development of
conceptual knowledge of number and number operations, without which their engagement
with formal mathematics may be delayed.2 NIl KAy 3G 2y | vy Rstudylinfothtt SNE Q&
NEf Il GA2yaKAL] opfténd lay¥ind DK drfedgemtd of Quitural mathematical
understardings and communicatioredsoshowedhow, as withliteracy development, children
draw extensrely on their personal culturaknowledgein pretend play, exploring and
elaborating their mathematideknowledgewithin the contextof their unstructured pretence

and imagination This research concurs witbunphy (2006) regardinthe developmentof
youngOKA f RNBY Q& v dzY paBididatianSn/sackculiufaiNaBtidiginkvhich play,
multi-modal exgagement and reciprocatlationships & embedded.

This appreciation for the tactile foundations of understanding of number is further echoed in
evidence presented ithe BERATACTYC Review (Payler et al, 2017) when discussing the social
nature of mathematical understanding, rehearsing mathematical languagough mult

modal forms of representation and play, as conceptual understanding is supported within
problem-solving in social contexts. The review goes on to indicate that in mathematics,
teaching content should provide for problesolving within sociacontexts as a primary
medium for mathematical learning, with mathematical language, rmtidal forms of
representation, and play significant in supporting conceptual development. Without this
appropriate conceptual development of humber and number @bens it cautions, the
engagement with formal mathematics may be delayed.

/ I NNHzG KSNAR | YR 2afaN@iskofOR A i Ry BagnddiéaH ghaphitdkidentifies
five commonforms of graphicsdynamic, pictographic, iconigyritten and ymbolicg and five
dimensions early play withobjects and exploration marksarly written numerals, numerals
as labels,representation & quantities and counting earlpperations. In another paper
CarruthersandWorthington (2004) analyse how numeradgvelops, particularly in fation to
OK A f RINGRiggQ fian counting, to separating setdp exploring symbols and the
representationof operations.They identify the wide varietgf mathematical graphics Uised
by children Carruthers and Worthington argue thetachersmust allow andactively support
opportunities for children to feely explore how they representheir mathematical
understanding.

Regarding shapspace and measures, there is growing research to suggest that, rather than
omitting these from the Early Learning Goals, spatial reasoning in particular should be
fostered. Much research shows thapatial skills predict not only general mathematics
attainment (Utall et al, 2013Cheng andVix, 2014;Lauer and Laurenco, 20 ®ut innovation

FYR ONBFGAGAGE Ay {¢9a FAStRa ovYStt SiG |If
transformation skills (eg rotating shapes and predicting which will fit togetiies a jigsaw,

or combining two shapes and predicting what composite shape they will make) predict their
number line visualization (Gunderson et al, 2012). More recently, Giles et al (2018:1335)
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F2dzy R GKIF RyOBNOBNB K O%F Wived i Ypall killd pdedlitedl highSra A y €
mathematics ability. It seems that the ability to visualize spatially depends on a range of
experiences, involving movement in space and manipulation of objects, which enable children

to interpret images and predict refs of movements. In turn, visualization helps children

mentally represent numerical concepts and other relationships, enabling them to solve a
range of poblems, according to Sinclair afdtuce (2015). They conclude the curriculum

should move away fromktS O dzddeBe/einphdsis on vocabulary (naming and sorting

shapes by propertie®) ' YR SEN SWRNEB 1 DGA YOy ¥ S2 Myl | GA2Y
composing and decomposing, mapping and orienting and comparing and mentally
manipulating twe and three-dimensional figures (2015:320)he researchhereforeimplies

a greater focus on outdoor experiences, puzzles, shape play and construction.

There is less recent research available on early measures, although experiences with length
and weight, for exaple, have been recommended as underpinning number understanding
and important ideas of comparison and equivalence. Play with adult measuring tools,
including clocks and calendars, also provide motivating familiarization with numbers.

Key Points

1. Foundatbn Stage children need to first grasp basic mathematical concepts eg
equivalence, as a basis for engaging with formal mathematical skills such as
counting, numerical recognition and the additive composition of numbéihe
underlying concepts of mathematidaapplication should be the focus in early
mathematical teaching.

2. Mathematical teaching content with young children should include the use of
practical activities, offering children opportunities to manipulate resources as
they aid their understanding through visual imagery and traditional games to
apply their counting anl early calculation skills.

3. Teaching content should provide for problemsolving within social contexts as a
primary medium for mathematical learning, with mathematical language, multi
modal forms of representation, and play, significant in supporting conceptual
development.

4. Thereis growing research to suggest that shape, space and measures should be
included in the Early Learning Goals and spatial reasoning in particular should be
fostered.

5. Teaching content should allow and actively support opportunities for children to
freely explore how they represent their mathematical knowledge and
understanding by drawing on their personal and cultural knowledge in pretend

play.
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3.6 What pedagogic approach best supports a child to achieve a good level of development
throughout the EYFS and enables them to achieve their potential?

This question sets out to identify evidenor the most effective way to teach or facilitate a
Foundaton stage child to achieve the optimal level(s) of development and outcomes
throughout the EYFS and in all areas of learning. More specifically, it includes evidence which
focusesong €& 2F Syl ofAy3d OKAfRNBYyQa f Slcoff Ay3As
(teaching) or strategies used toport children tothink critically and understand how the
learning process works for themselves (facilitation). Firstly, the evidence on overall or generic
pedagogic approaches in the Foundation years will be pteserncluding a discussion of
evidence on transition from EYFS to Year 1 of the National Curriculum. This is followed by
evidence on more specialised pedagogies for each of the prime and specific areas of learning.
It should be noted that most of the rene evidence on pedagogic approaches focuses on
children from 36 years old with published research on approaches for ¥drfearolds much

less evident.

Generic Pedagogical Approaches

The evidence identifies three generic pedagogic approaches which theese shown by
NBaSINOK G2 06S LI NIGAOdz I NI @ SFFSOGADS Ay &adz.
0KS I OKAS@SYSyid 27F I -dagedzApwridORelatorRIOEach lol2hesey G A |
contrasts sharply with the dominant, more instructiopaidagogy thathey might encounter

in primary schooling, anftom which the childnay haveo transition on entry to Year 1.

1. Playbased Pedagogies
A play-based pedagogsupports young children's cognitive development by tapping into
children’sindividual interests, drawing out their emerging capacities, and responding to their
sense of inquiry and exploration of the world around theFhrough their play children are
using their curiosityexploratory drive and imagination, developing social aognitive skills,
including language skills, social skills,-kelp skills and fine and gross motor skillsplay
based approach involves both childtiated and teachessupported learning. The teacher
SyO02dz2NF 3Sa OKAf RNBy Qa ifteBactiNds Ahst Fim ltoystRetcH tifelir dzA NEB
thinking to higher level®laybased learningppeals to children's natural curiosity and desire
to engage in experiencdmsedon their interests, strengths and developing skakshey
make sense of their worldraund them. The value of this pedagogic approach is well
acknowledged in the EYFS framework and recent evidence continues to support its value in
adzLILR2 NI AYy 3 @2dzy3d3 OKAf RNByQa RS@St2LISydo

As set out in the BERPACTYC Report (Payler et al, 2@lIrécent and detailed review of the
evidence on the value of play for learning (Zosh et al, 2pOrts thatlearning through play
supports overall healthy development, acquisition of both content (e.g., eratticy and
learningto-learn skills (e.gplanning, exploration, evaluatingGoswami and Bryant (2007)
report evidence from neuroscience which has shown that learning depends on neural
networking across visual, auditory and kinaesthetic brain regions indicating that opportunities
F 2 NJ Y dzf yii detivel I8ayhig avd key to learning. It follows that play, both free and
guided, which maximises neural networking opportunities, is a central mechanism in
facilitating both social and academic development in young childkestudy by Stagnitti et

al (2016) investigated the influence of a plagsed curriculum on the development of
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pretend play skills and oral language in children attending their first year of formal schooling.
The results suggested that, in addition to improving play skills and naranguage ability,
the playbased curriculum also had a positive influence on the acquisition of grammar.

| SRIS& FYR [/ 22LISNRAE oHnamMnO LI LISNI FNR YTebSg %S
2 K n Nfodramme,and contributes to the debate abouvhat constitutes an appropriate

pedagogy for supporting outcomes in early childhood by discussing how archited, play

based approach needs to make learning more visible through clear documentation, to
reassure parents and poligyakes that learnings taking place. Hedges and Cooper note that

there is still widespread doubt about the value of piay & S R f I6id vitidy'theyf @ find W

ways to make visible, and assist parejfatsd policy makerdsfo value the social and cognitive

processes througwhich children learn duringpl@y + OO2NRAyYy 3 G2 | SR3ISa |

The paper by McGuinnesst al. (2014) provides asther perspective on playpased
pedagogies. In this study, the authors compare the outcomes of a-bpalsgd,
developmentally sesitive curriculumwith a more traditional curriculumMcGuinness et al.

present data from the evaluation of thieénriched CurriculugieC), the pladpased curriculum

that was introduced in volunteer schools across Northern Ireland in 2000, and later became

the Foundation Stage curriculum in 2007 (Walsh, 20t reason this research is interesting

isthat the study followed a large number of children into primary school and investigated the
mediumterm effect the playbased,developmentally more sensitiyeearly childhood (EC)
pedagogy had on progress in reading and mathematics. The results showed thatwotto

GKNBS FTANRG @2SINBR 2F a0OKz22f> GKS owere@mKAf RNE
ySaAFiA@Ste AYLIOGSR YR GKSNB éla | LIRarada
motivations for learning.

2. Hybrid Pedagogies
A hybrid pedagogy is@mbination of two or more pedagogies and this approach has been
promoted recently based on research from the EPPE prof&icaiBlatchford et al, 2012;
Taggart et al, 20)5and supported by recent OfSTED reports (OfSTED, 2017). The EPPE/EPPSE
project took place froml997-2014 andwas the first major European longitudinal study of a
Y6EGA2YyFE &l YLIES 2F e2dzy3d OKAf RNByQa RS@St 2
between the ages of 3 and 14 years. It investigated the long term effects edchiaol
education for 3 and 4 yeaolds by collecting a wide range of information from over 3,000
children, their parents, home environments and the j@hool settings they attended.
Settings (141) were drawn from a range of providers (local authority day nuistegrated
centres, playgroups, private day nurseries, maintained nursery schools, maintained nursery
classes and 25 reception classes. EPPE also explored the characteristics of effective practice
(and the pedagogy which underpinned them) through 14 istee case studies of settings
with positive child outcomes (including 2 Reception classes).

Evidence from this important and large scateject (Sylva et al, 2004, 2010) indicates that

certain pedagogical practices appear to be more effective than othersmproving

attainment for less advantaged children. There has been a long debate about the extent to
which preschool education should be formal or informal, often summarised by the extent to
GKAOK (0KS OdzMNbERdOTE BPPE dtuily cehclitesdirDthe most effective
OSYiUuNBa WL IeQ SYygaNRYyYSylua oSNB dzaSR (G2 LINZ
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GKS® F2dzyR KIG GKS Y2ad STFFSOGAGS LISRI3I238
chosen, yet potentially instructive play agties. Through analysing the progress of children

during the Foundation years, researchers identified individual settings that promoted
OKAf RNByQa RS@St2LIYSyidlrftf 2dzi02YSa 06Se2yR 4K
developmental profile at age 3 anddin social background. The case studies identified four

areas that appeared to be particularly important when working with children agegéars:

1. The quality of interaction 2. Initiation of activities 3. Behaviour expectations and discipline

4. Diversity. The opportunity for children to seifanage, to take initiative and satirect their

learning was shown to be a key factor and the extent to which staff members extended child
initiated interactions was also important. The study found that airfwalf the childnitiated

episodes that contained intellectual challenge included interventions from a staff member to
SEGUSYR (KS OKAfRQ&a G(G(KAYylAy3dd CNBSte& OkKzaSy L
F2NJ I RdzZf Ga G2 Sing 8 yhay beitkabexténilingfthie Ohiditiaiel plgy)

coupled with the provision of teachenitiated group work, are the most effective vehicles
F2NJ E SINYAYyId / KAt RNByQa O23yAGAGS 2dzi02YSa
quality of theteacher/adult planned and initiated focused group work (Sgival 2004).

Areview of the more recent evidence from this study (SBkjtchford et al, 2012; Taggart et

al, 2015)reinforces earlier evidenc8 N2 Y (KS & ddzRe (KL GeadhingWol Iy
approach, blending adult instruction with plnased, childed, relational approaches, and
AYO2NLIR2 NI GAy3a | Rdzt 6dmaoOl FF2f RSR fSFENYyAy3I 20 :
fAGSNI O YR O2YYdzyAOFGA2Y | YRR I §FSizs SSy REBD
teaching and free play in early years classes. The more recent findingsrelid@eaching and

learning was most effective in those early years settings that viewed academic and social
development as equally important but maintained aostg educational focus; had a good
balance of practitioneinitiated and freely chosen play activities (with around half of
interactions beingchildiy A G A SR Ay WSEOQOStfSyidiQ aSitiay3a
settings); had adults that extended (RINB Y Q& f S| Ny Ay 3 2 HhdBdidg dzy A
F2NXYIFGAGBS FSSRolO1T SyO02dzNI 3 SéhdeW §udssiomingho/ S
SEGSYR OKAftRNByQa G(KAY1lAYy3AZ 6SAy3I YAYRTdA
had behaviour policie that supported children rationalising and talking through areas of
conflict; encouraged parental involvement with regular discussion with parents about their
OKAf RQa LINPINBaao

Al A€
R &K
2 -

The study revealed that attending high quality settings with these pedagbgi@cteristics
LI2aAGAGStE e AyTfEdzSYOSR LlzLAf Qa @ASga 2F WSye:
social/worried behaviour when they entered school and better attainment in reading and
maths at age 6. In particular, the study assessed 4 degroutcomes, including Language
skills; Prereading skills; Early number concepts; and Nerbal skills. It also assessed 4 social
and behavioural outcomes including, Independence/Concentration; - Co
operation/Conformity; Antisocial/Worried/Upset; and PeeSociability. Taggart et al (2015
conclude, when looking at the whole range of provision, that in the most effective centres
play environmentswere used to provide the basis of instructive learning. However, they
foundthat the most effective pedagogy combines batthult-framed activitiesand providing
freely chosen, yetpotentially instructive play activities. They point out that effective
pedagogy for Foundation Staghildren should be less formal than for primary sehbut its
curricular aims can be academic as vaslisocial and emotional. It should also be noted that
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effective pedagogic practice was mastten found in maintained school provision, including

nursery schools and classes aRdception classe§.he curent SEED study (Melhuish and

Gardiner, 2018plsoindicates that attendance at higher quality settings with higher staff
gualifications and training (which generally characterisessary schools, classes and

recegion classes) has a positive impact onKcA f RNBy Q& O2 ZHdtionaldS | y |
outcomes measured at age four.

Further evidence to support the case for a balanced or hybrid teaching approach in the
Foundation years that is based on high quality adbitd interactions and an
acknowledgement fithe key role of play in supporting child outcomes comes from a range of

small scale qualitative studies. For example, Mcinnes et al (2013) explore the vital role of the

I Rdzt G Ay OKAfRNByQa LIl & F2NJ SAIK(G sOKah f RNB Y
adult-child interaction based on open questions and exchanges and on shared control
maximises playfulness, choice and child interaction and based on wider research inferred that

this may be associated with learning. Their work suggests that ptyghich in aduttchild
interactions within a ceconstructed playpased environment is a productive context for
SylroftAy3a tSIFNYAy3Id bdzioNRgy FyR /[ f2028kQa St N
practitionerled projects (&t & S NJ 2 f R &013) lcasdRstutlyRdRv@ldping a new
pedagogy across a primary school, echoes the effectiveness of including young children in
commenting on and improving their learning environments. These papers argue that
including children in the identification ancgloration of issues important to them promotes

a positive sense of inclusivity and that such approaches to developing pedagogies of
citizenship and belonging can promote a range of pupil outcomes.

Astudy by Walsktalo H nmn0 SELIX 2NBR ¢KIFiG GKS& G§SN¥YSR |
GKS 2@SNI NOKAY 3 LINApaghl lsifuGuredda LgyK |1 LEKIS®F did 1 t8
SYGANRYYSyYyld (GSIFOKSNBE 3IdZARS OKAf RNByQa S| NYyA
$haintaining adequate structure to ensure that effective learning takes flace LI®ives 0

the impression thaturing adultchild interactions the adult is very much in control, albeit in

a playful way. Within this framework it seems adults are bein§ giv G KS WLISNXY A & & A 2 )
through play.

This seems very similar to what Weisbet@l.6 H n m 0 3 dzZZOR § RwhitBttHeyepfbpose

as an alternative to traditional teaching in the early years (p.104). They assert that guided
play, which lies somevdre between direct teaching and free play, is not only more
developmentally appropriate but that the evidence that they reviewed suggest that it
outperforms didactic approaches when it comes to academic and cognitive outcnte& S &
define guided playas i i S NJ O i néospérateladuksdaffolled learning objectives but

T -

3. Relational Pedagogies

Relational pedagoggmphasises intehuman, personal encounters and relationships in the
classroom where the focus is dhe quality of interactions between children and their

teachers, developing classroom communities that promote academic, social, and emotional
growth. Papmtheodorou (2010) lucidly explores the philosophical underpinnings of four
different curricula and the view of the child and childhood they promote and she identifies

the Reggio EmiliaO dzZNNA Odzf dzy a4 | NBf Il GA2yFf LISRI 3238
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everyday experiences and where the notions lifing belongingand becomingare all
interconnected.The Te Wharikicurriculum is also considered an example of a holistic and
relational curriculum where the notions obeing belonging and becoming are all

A 2 s oA

culture and has a sense of identity, belongingness and connectegnéssTheEYF®n the
other hand, Papatheodorou presents as an example of a curriculunvidas the child as a
future pupil and citizen, an economic investment for the adult theyletiome.

A study on the quality of early education and care programmes for utiadees by Mathers
et al (2014)considers international research on the dimensions of quality in early years
education and care that facilitate the learning and development of children from birth to
three and provides some useful evidence to support a relational pedagogic approach. This
review identified four key dimensions of good quality pedagogy for all children under three:

1 Stable relationships and interactions with sensitive and responsive adults

1 A focus on playpased activities and routines which allow children to take the lead in

their own learning

1 Support for communication and language

1 Opportunities to move and be physically active.
4. Pedagogical Transition from EYFS into Year 1
A fundamental problem in England is the discontinuity between the EYFS and the Key Stage 1
curricdzf dz¥Y FyR AGa Faa20AF 0SSR LISRI3I238d ¢KAA AA
recogniseand $e urges that there is aneedto-ieK Ay ] OKAf RNBy Qa SRdzOI (
in English early years classrooms because of the identified discontinuitedetthe play
based and childnitiated EYFS curriculum and the more structured atkdt primary
curriculum. Fisher reports on an action research project in one local authority where teachers
g yiSR (G2 SELX 2NB | yR divSopréentallyappmiiataiteachiigb @ G SN
(2009, p.34), whilst still meeting government expectatiohsachers, parents and children
were involvedn surveys about transition from EYFS to Yleafeachers fromboth EYFS and
Y1 overwhelmingly expresseatbubts about thedegree of contrast, with broadgreement
about supporting more continuitgf pedagogy into Y1. Parents, also from bgéar groups,
responded and were more dividdoktween those who worried about the changead those
who thought change was overdu€hildre/ Qa @A Sga ol £t F Ngatived, C{ 0 X
also contained terms of anxiety oggret about leaving the secure Reception basighough
the paper refers more to experiences in the Year 1 classroom, the suggested changes required
to move towards mee developmentally appropriate, or sensitive practice in Year 1, are
equally valid to many formal Foundation Stage classes. The suggested changes were in
relation to:

The indoor and outdoor environment;

The value of play;

Classroom organization in whebass versus small group teaching;
The value of nofparticipant observations;

Flexible planning;

Timetabling.

= =4 4 -4 A8 -
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Fisher points out that the most important point when trying to bridge the two curricula was
that staff needed to develop an understanding of, andist in, how teaching and learning
takes place in a playased, developmentally appropriate classrooms.

Huf (2013) also reported on how children in her research cooperated submissively -or non
conformingly in the process of adapting to school. The purpose of her research was to explore
OKAf RNByQa | 3SyOe -dirgcted KHool ghirgnient” 8hieBcribésshbwO K S NJ

in an adultdirected conversational activity with the teacher, the children referred to past
experiences to contribute to the activity in a meaningful way and at the same time meet the

S OKSNDa SELISOGI A2y &P nESNIdaER Gerdhanthighlighted NS a S
that although the Englistperformance modeloften limits learning to predetermined

outcomes, some children were creative when trying to collaboratively incorporate their own
relevancies into teachedt SG (I & 1 ardh highlight® Bow dlildées &re active agents,

and one way some children brought meaning into their learning. An important factor in being

able to adjust well in their new school environment was that they moved up with children

they knew. It is interestingi 2 Yy 20S | dzZFQa LINRLRaAGAZ2Y OGKIF G 3
PIOAfAGlIGSa OKAfRNByQa F3SyoOe 2F oNRARy3IAy3d
classroom, even if the learning situations become more structured and prescriptive than they
were beftNJjpr 3).

Key Points

1. There remains strong evidence of the value and benefits of a faged
pedagogy for children throughout the Foundation years and even beyond.

2. | WolflFyOSRQ 2NJ WKeé o NRARQ-framd a0tkifiey 3 | LILI
with play-based, childed, relai A 2y £ | LILINR | OKS&AX | YR Ay
scaffolded learning objectives, can effectively support mathematical, literacy
and communication and language development

3. There is a particularly important role for relational approaches with adihild
and peer-to-peer interaction where the child plays an active role in their
learning, particularly for language and communication development.

4. Transitions in pedagogic approaches from Reception to Year 1 can be difficult for
both teachers and children to navigat and both need support to manage this
transition successfully.

Specialised Pedagogic Approaches

In addition to these generic pedagogic approaches, there is some evidence on the value of
particular pedagogic approaches for each of the prime and specific areas of learning.

1. Personal, Social and Emotional Development

5AFY2yR SO I|fQa Hnntv addzRe GKI G dzzaSR 3dzA
school children learn how to curtail impulsive behaviours and responses found executive
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function skills (attention, problem solving, and inhibition) were also nurtuaed these

AYLI OGSR 2y FdGFrAYyYSyGa Ay YIFGKSY!l Gbaged | yR
research in a school in NortBast England explored the value of play in learning. In this school
they were looking for a solution to escalating conflict andacceptable behaviour.

X. NBI RKSI R & ddaydandiiédblR peeKdngagement in problepiving and
personally relevant activities may be more effective and more likely to promote le@rning
(p.107). The vignettes referred to from the research illusttaow play stimulated social skill
development in a naturalistic way. This study supports the notion that the opportunity to play

is very important for learning; however, Broadhead points out that in teadected
classrooms, play is often used as avaed rather than as a potentially valuable learning
experience. Broadhead therefore advocates an increase in-ictiildted and chiledirected

play, in other words, a playful pedagogy as opposed to intervention programmes to improve
social skills in theleNX & & S NX&let ud givélpla@ back to chifirenYtather than
compensating them for its loss through intervention programinesd LJmmp 0 A & @S NE

Hedges and Cooper (2014) talk about approaches that nurture positive dispositions in young
ch f RNBY YR RSFTFAYS G(GKSasS O02yOSLJia RNIgAy3d 2
important message from this paper is how clear documentation is needed to make visible
OKAf RNBYAXIdK®YXTAYyI SWR (2 NBO23yAapanx)sS I OFR
Hedges and Cooper conclude their paper by promoting alpdeed pedagogy based on six
principles:

1. Making the learning process visible;
Valuing content and process;
gY2tA2ylftfe Sy3ar3asS GKS tSFNYSNI oé odzAif RAY
Supportingchallenging tasks;
Developing relationships with children and families;
Reflection and responsibility.

ook wn

D22RfATFQEA OHnAnmMoUO @2NJdzyRISNERNY RY Yy B (wbef ¢ RAP Y
research is scarce. The ethnograpbktady highlights that K A f RNB y Q& ndultidA NR& { dzl
dimensional and how children expregsrituality through their daily imaginative plapaces.
{KS &adz23aSada OKshdulR ¥& ecdgnised bikl Nidérstood élucation
because it helps children xpresgheir thinking, to negotiate identities and makeeaning.

2. Communication and Language
The research evidence linking play with langudgeelopmentdraws on socieultural and
social semiotic theories. Recent research®® A f R NB y Gammiuricaliiel pfactites/ il
play emphasises multimodality: communicatitippens through verbal and nererbal
modes such as body language, gestures, movemeye contact, facial expressions, the
creativearts, and digital representations. Play enalitesmunication through symbolisation
and representation via drawings, modetenstructions, paintings, and artefag®ayler et al,
2017, p.50).a I NA K I f f YR [S6AEQA OHnAMoOUO ljdzl f AGEOGA
environment on language developmentdafildren aged & shows how role play can support
the development of speaking and listening skills for pupils who have English as an additional
language. This study showed that the use of role play as a teaching strategy resulted in
improved use of Englishy R ¢ ARSNJ N} y3S 2F fFy3dzt 3Sd . I AYyS
of a single practitioner in one combined nursery/reception unit in a primary school pointed
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to the need for a multlayered teaching approach which includes children, staff and parents
all seeing language development as a priority in the learning offered.

AT 02y Qa 0 H nwhildiintedadtidaR i@ folr Murskri@RizEefition classes revealed a
preponderance of adulinitiated interactions despite the finding that when the child iaied

the conversation there were more extended child utterances. This may suggest that children
wish to be involved in conversations of depth and meaning and that staff need to become
aware of how to develop this conversational language with child&ndies have also
reinforced the importance of giving children more turns in conversation between adults and
children in supporting their vocabulary and communicative competence more widely (Romeo
et al, 2018; Zimmerman et al, 2009; Weisberg et al, 2013).

KAy 3 | yR 52 01 N&defin@rital idvestigationof thje daipactiof an oral language
intervention programme for preschool disadvantaged children with poor language skills in
three Nursery classes (96 thrgearolds who were nomative English laguage learners)
found that regular evidencbased, oral language interactions can lead to significant
improvements in children's oral language. The intervention had a significant effect on
vocabulary, oral comprehension, and sentence repetition but notatee skills. This study
suggests that targeted intervention programmes can play a role in the teaching of
communication and language.

The Study of Early Education and Development (§EDs to find out how childcare and
early education can help to giwhildren the best starin life and what is important for high
quality early years provision, with a particular focus on the development of Communication
and Language for less advantaged children. The published repdfelhwishand Gardiner
(2018) suggests that high quality early years settings ofteioritised creating danguage

rich environment through the use of songs, nursery rhymes, stories and providing time for
adult-child and peetto-peer interaction.

Although we have not reviewed thesearchon bilingual learners or children with additional
languages, socitoultural contexts in supportinganguage development are significant:
studieshave shown how exposure to a varietylahguages created different phonological

systems (DCSF, 200@)dzA f T2ef SQa oHnmo0v OF&asS addzRASa 27
seven practitioners focus on how role play can support the development of speaking and
listening skills for pupils who have English as an additional language. This study showed that
the use of role play as a teaching strategy resulted in improved use of English and wider range

of language.

Ly  NBaSINOK NBOASYg O2yRdzOGSR o6& 1dzYS IyR
(2012) RCT study of 180 children from 15 UK nurseryotehandomlyallocated to receive a

30-week oral language intervention (or control group) continuing with daily sessions on
transition to Reception class (piear 1), its seen that where vocabulary knowledge is not

well established in the early yearster literacy is directly impacted, with difficulties and
SRAzO GA2y Il f dzy RSNI OKASOSYSyild SELISNASYOSRO {1
oral language intervention programme in Reception supported less advantaged and EAL
(English as an additial language) children to significantly increase their outcomes on
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measures of oral language and spoken narrative skills, which provided the foundation for
better performance on reading comprehension.

2 A0K NBO23yAGAZ2Y GKI O hécodnifivk folRd@ations@Rbath readiingr NE &
accuracy and reading comprehension, the longitudinal study by Duff et al. (20hEh
Fa3dSaaSR onn OKAf RNBYyQa LIR2nfodthshmagain five yegilkR NI |
later, reiterates the longitudih € NBf I A2y & KAL) ditricyg SoSapula® K A £ R N.
knowledge and their subsequent reading ability.

3. Physical Development
Several studies have examined the opportunif@sphysical developmenthat are afforded
by outdoor spacesRecent research highlights three connectéeémes relating to outdoor
play: a focus uponatural and unstructured environments, tipeovision of flexible resources,
and the ways irwhich such environments and resourcagoportpeer-peer and aduHpeer
interactions(Payler et al, 2017, p.53vidence put forward by Chalke (2016), in a case study
of a physical activity intervention programme in one schaudicated the importance of
outdoor and physical experiences asenabling environment for language development and
creativity, particularly for boys, where the vocabulary used outdoors was seen as more
expressive and wider ranging than that used in indoor and static learning contexts.

Jarvis (2007) conducted an etlgraphic study2 ¥ OKAf RNBYy Q& 2dzi R2 2 NJ LJ |
6.5 years) focusing on early football play amongs &R dzLJ 2F o628 a4 ®d 5SaALIAGS
0 dzY cappBafance of their play, the analyses revealebtle cultural cues and practices that

shaped and sustained the play. This included pesmpport, social relationships, rule
negotiation, collaborative and symbolic interactions,SRA I G A2y 2F NHzZ S& I yF
the development of motor skillsall of which support the development of PSEDhe

interviews withadults revealed negative perceptions of this foofiplay, based on perceived

dangers, accidents Y R Ay 2dz2NASas> FyR RI Yarv@ Srguészzhat@ié A f R NB
complexity of the play wasvisible to the adults because they dwdt look beneath these
preconceptions

Waters and Maynard (2010) studiethild-initiated interactions with adults in a natural

outdoor environment. Their researchinaprim@yOK2 2t Ay 2 f S& ARSYGATF)
interests in unstructured, flexibleutdoor spacesnd materials. Waters and Bateman (2015)

also argue that interactional features of learning artdaching moments in outdoor
environments (between peers, and between peers and aduksNBE ONR G A OF f (2
learning, particularlythose that incorporate aligned intersubjectivityand extended
interactions. Such environmentdfer a potential stimulus for interactionsetween teachers

and pupils that are basedzLJ2 Y OKAf RNBY Q& A RSIIEAR dzty(Ra B .daSyai S 2 (]

With afocus upon peepeerengagements, Waite, Rogers and Evans (2@®)rt a study of

micro-level social interactions1 the outdoor learning spaces attached to eigfdundation

and Y1 classes. The authors reghet outdoor play was associated with lowlevels of adult

regulation compared to indomspaces, and that greater freedom enabldifferent ways for

children to engage witkach other and to share in playful experiended t £ SNRA O6HANT O
of play in a wild naturaénvironmentfound outdoor play &orded opportunities for children

to revealtheir own agendas and interests in dialogugh adults.
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It isalsowidely agreed that physical play is importdat promoting discovery of movement
abilities; allowing for exploration of the movemer&nvironment; offering practice time to
enhance fundamental motor skills and strengthen theardiovascular system and the
muscles. Archeand Siraj (2015) explored movemepiay qualityin early childhood settings
and its implicationgor learning,highlighting the importance gbromoting physical literacy.
They note howthe role of movement in early childhood h&gen overlooked by policy
makers, particularlyn assessing the physical developmentcbfldren with special needs.
They consider thaif 3S NE & 2 dzy 3 OKA f R NEB goQrdinatioh drd sgadrSly.  LJ2 &
developed, they arébetter equipped to cope with the demands sethool and note the
research that suggests hoexercise can alter brain functioning underlyinggnition and
behaviour

4. Literacy
Traditionally, early writing research has focusedy G KS LINRPOS&aasSa 27F OF
whereascontemporary evidence shows that childrégarn about written language through
active engagement in their social and cultural worl(Bradford and Wys, 2013; Daniels,
2014).Literacy has been shown to be a social and cultural practice, (Street, 1995, Gee, 2008)
that varies significantly across time and place (Gutierrez, Bein, Selland and PiercefF2011).
example, young children engage with digital and +logital literacies across their home and
school experience®@vidson, 2009Evidence shows that literacy pedagogy radically shapes
children's understandings of what literacy is and who it is fexyl.2011). It suggests that
early years practitioners need to adopt a responsive approach to the use of resources and
provide a literacy curriculum that is adapted to children's needs (Ellis and Smith, 2017) giving
children opportunities to develop readinand writing skills that are wethatched to their
learning needs (Pressley et al. 2001). It is also evident that children's spatial and material
experiences of classrooms and classroom pedagogy shape children's literacy practices
(Lancaster, 2014: Row2008). Early literacy learning can be seen thereforaraembodied
experience (Olssqr2009).

Studies indicate that »xploratory play is of utmost significance in early literacy
learning. Young children are guided by synaesthetic atés which draw orall their senses
(Kress ,1997) and children participate in schooled literacy as they remix this with their home
and community experiences and concerns (Genishiy&on, 2009). Play can be seen as a
productive literacy that draws on gestural, spatial andtemial modes and offers children
diverse sites for participation (Wohlwend, 2011). Collaborative narrative play and xke te
that arise from their plagupport children's narrative competence, which in turn supports the
symbolic representation skills nded for reading and writing (Sawyer and De Zutter, 2007).
Two case studieslso indicate the role of socidramatic play as a potentially valuable
teaching tool in literacy learning. Boyle and Charles (2010) case study ofyedin® f R Q &
writing developnent revealed the role of teachescaffolded socimlramatic play in
supporting a writing activity and the development of early years writing. The study documents
the use of a play/literacy connection (so@lcamatic play) which served to unlock and support
the child's writing/spelling development.

Daniels (2014) study explored the ways in which a group of fouy&aeold boys in a school
Reception class collaboratively used narrative/dramatic play and the available space and
materials around them in order to exert cultural agency through the collaborative creation of
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written texts. This study indicated that early wnigj development should be viewed as more
than a set of individual and predefined set of skills to be acquired but rather seen as part of a
wider sociaecultural construction, which is effectively supported through satiamatic play.

This study resonates thi McGuinnes®t al (2014) longitudinal study of the effectiveness of
'y W9y NR OlaseR curricilid rhéghtioried earlier, which makes a case for the longer
term effectiveness of this approach for the teaching of both literacy and mathematics.

Findly, a small scale qualitative case study by Levy (2009) in one school looking at the teaching
of literacy in six Nursery and six Reception classes over an academic year revealed that the
reading scheme (Oxford Reading Tree, based on synthetic phoniggdstiee children's
perceptions of themselves as readers, as well as defining constructions of 'reading’. The study
also found that the dominant use of a reading scheme was seen to discourage some children
from attempting to read any book, including thosgigiing outside of the scheme. Although
GKS aidzRé RAR y20 YSIadaNBE OKAfRNBYyQa NBI RAY:
argue that early years educators should use staged reading systems with caution and actively
encourage children to value a widange of reading skills and texts.

It is evident in recent evidence reviews (Pascal, Bertram et al., 2017; Payler et al., 2017) that
when a child is given freedom of expression within stimulating environments that support
rich dialogues and cover a bredof learning (numerous displays, abundance of graphical
resources representing different modalities and materials, musicality and music), emerging
aeYo2fA0 fly3dzr3Sa adzOK Fa gNAGAY3I FYR YIOK
competencies andnderstanding.

The debate continues as to whether childigould receive a systematic phonics programme

and the evidence regarding differephonicsprogrammedor young childrenis limited and

mixed (DCSF, 2009). Fergusanal. (2011) conducted a studyith five andsixyearold

children from a disadvantagecommunity and found that significanprovements were

made as a result of thd y 1 SNISY GA2Yy Ay OKAf Rand ye&ling ¢ 2 NR
comprehension. However, Clafk013; 2014) offers an evedcedbased critiqueof synthetic

phonics and calls for more researdi2 6 S F20dzaASR 2y St AGrEGAY T &2
LIK2y A0a (Saida | y Rexpkriznces ®f2atm/a@itudektaniandd\ Beyade
affected.

5. Mathematics
With regard toa mathematicpedagogythe evidence indicates thatome adult led teaching
is necessary, for instance for understanding number symbols (EIF, 2018), but this should be
unpressurised and playful in order to avoid maths anxiety (DEANS, 2046k games and
picture books have both been found to impact learning, while WWC (2013) recommends
frequency of experience in range of contexts. Use of mathematical language, knowledge of
learning trajectories and lack of teacher anxiety about maths a@ iahportant (Sarama and
Clements, 2009; WWC, 2013; DEANS, 2019), pointing to the need for confidence boosting
professional development in order to support effective and appropriate pedagogy.

Cremin et al (2015) undertook a qualitative analysis of teaghpproaches in 71 early years
settings catering for -®-yearolds across nine European countries including the UK. Their
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work pointed to the valuable role of play, creativity and curiosity in supporting learning
processes in science and mathematics, esdly where scaffolded by the teach&arruthers

and Worthingtond H nnc 0 R20dzyYSy G OKA f natidnatieal cokgpil ISYS
through their play andfreely chosen activities, using observatiore®nversations with

children and adults, andnalysis DK A f RNBY Q& R Mdakingaytidities. Chifdeen Y I NJ
communicate theiunderstanding in mulimodal ways, and pretenglay reveals the cultural
foundations of earlynathematical knowledge in ways that conndatme and preschool
experiencegWorthingtonand van Oers, 2016).

6. Expressive Arts and Design
bdzio NPy Qa oHnmoO ONRGAOFIE NBGASE 2F (GKS Ay
and place of early years arts education and her analysartsfbased learning involving
professiona artists working with children and aged six months to five years in preschool
settings in Englandd2 y Of dzZRSa GKI G @&2dzy3 OKAf RNByQa SEL
nurtured in ways which support their artisticatiyftuned development and artsbased
learning in the early years is not clearly conceptualised. The paper identifies the need to
provide children with greater recognition of their efforts in the arts and more adult models
or users and makers of art. It further concludes that where-aetsed appoaches to learning
are derived from research, and refined through embedded practice, children are able to learn
in ways which are naturally suited to their human condition and therefore better equipped to
take part in cultural and artistic elements ofelifas identified in the United National
Convention on the rights of the child.

Given the shortage of evidence from studies in relation to this area of learning, we looked at
the evidence presented in recent wider reviews of evidence. The BERA Review éPalyler
2017) suggests thatffering teaching and learning experiences with different modalities and
materials can support all areas of learning, and particularly literacy and language, so rich
dialogues, numerous displays and an abundance of graphicaliness within a stimulating
environment covering a breadth of learning should be provided. Musicality and music are also
considered to be important for interaction and communication, croslurally and
intuitively supportedby practitioners. The report ighlights how singing in the early years
contributes to children developing a sense of belonging and identity and offers possible
correlations with selfegulation.

7. Understanding the World
McNerney and Hall (2017) in their action research study in agRiececlass in one school
suggest that researclon effective scienceor, as currently promoted, STEAM (Science,
Technology, Engineerind\rtsand Mathematics)teaching in early childhood is an area that
has not received much attention despite the fact that that early years teachers lack
confidence in teachinghis area of learnin@nd often have a weak knowledge base. Their
work suggests that scienag STEAMeaching in the early years is not wdéveloped and
there is a need to build teacher competence and confidence in this area of learning but this
claim needs further investigation. In the field of science and technology, Kambouri (2016) has
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shown the imp&JXi I y OS 2F (S OKSNE RSRAOI G-0BAO08RY S22
in science but in practice has found that teachers often did not do this, indicating a lack of
FLILINBOALFGA2Yy 2F (KS A YL} Nor tfieOcbnsegienced ke f RNB y
ignoring them. The results also indicate the need for further training and professional
development in relation to the teaching of early years science, especially since only a very
small percentage of early years teachers tend to study science durieig years of

compulsory education. Cremin et al, (2015) highlight the link between the teaching and
learning of science and creativity, highlighting the pedagogic synergy between the two, and
especially emphasising the value of play and exploration, magivand affect, dialogue and
collaboration, problerssolving and agency, questioning and curiosity, reflection and
reasoning, and teacher scaffolding and involvement in teaching approaches.

An aspect of Understanding the World on which there is somenteeeidence is that of

t S2LXS YR /2YYdzyAdiASa yR GKS OKAftRQa&a LI I C
demonstrate the importance and effects of pedagogic approaches which support the active
participation of children in classroom decisions and leayras a means of understanding
citizenship, belonging and social cohesion (Nutbrown and Clough, 2009; Harcourt and
EinarsdottiZ HammO® C2NJ SEF YLX S5 bdzioNRgsy |yR /f2d
f2214a Fd G0KS OKAf RQashipziaradSpéest of Undd&skayiding tRefwWoiddK S A NJ
FyR SELX 2NB& A&d4dz2Sa 2F OKAf RNBYyQa LI NIAOA LI
work demonstrates the effectiveness of including young children in commenting on and
improving their learning enk@nments. The paper argues that including children in the
identification and exploration of issues important to them in their classroom promotes a
positive sense of inclusivity and that such approaches to developing pedagogies of citizenship

and belongingconstitute a practical enacting of 'voice'. Harcourt dfidarsdottNQa O H A MM U
report of a small scale study involving 15 children from 3 to 6 years, where their views on

their daily life were documentedlso supports the notion that a community can pawihe

structure and procedures that enable children's participation as active citizens in their daily

life and should view the child as a competent and capable contributor.

! AAIAYATFAOLYG ySg F20dza Ay GKAA | NBweirr 2F S
engagement with ICT resources in home addcation settings. Children are becomigital

experts as they move between differemodes, interact playfully with resources (digigaid

traditional), and engage in multhodalways oflearning, often with the support gfeers and

adults. Three themes are evidentfilE OSy i NBX &SI NOKY OKafdfBlSy Qa dz
RAIAGEE LIJ &z G Sihdersaddidy 6f ICT shd didited phasl i6 therigiiRm,

and homeschool pratices (Aubreyand Dahl, 2008

Key Points

1. Playbased pedagogic approaches are effective across all areas of learning in
enabling the child to progress and fulfil their potential.

2. Adult-scaffolded sociedramatic play may be a potentially valuable teaching tool
in Literacy learning.
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3. Adult-scaffdded, playbased teaching approachethat encourage creativity
supported by some aduited teaching willsupport early Mathematical learning.

4. Teaching approaches that incorporate high levels of adelild interactions or
sustained conversations of depth are important in supporting all areas of
learning, but particularly Communication and Language Development.

5. Creating danguagerich environment through the use of songs, nursery rhymes,
stories and time for adult/child and peeto-peer interaction are effective
teaching strategies.

6. Targeted intervention programmes can play a role in the teaching of
Communication and Language in Reception sks alongside enriched play
experiences.

3.7 Research Gaps

1. This evidence review has also shown the gaps and limitations of existing recent evidence:
There is relatively little quality evidence on the teaching content of pedagggpcoaches
suitable for undeithrees in all areas of learning.

2. There is little quality evidence on the effectiveness of teaching content and pedagogic
approaches for science, technology and the wider aspects of Understanding the World in early
years classrooms.

3. There is little quality evidence on the role of creativity and the Expressive Arts and Design
within an early years curriculum and its contribution to wellbeing, learning and development
across all areas of learning.

4. There is litle rigorous qualitative or quantitative research focused on the curriculum and

LISRIF323A0 GNI¥yaraldAazya FTNRY GKS 9, c{ G2 YSe& |
progression and outcomes.
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