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Foreword 

As a Headteacher there are two truths to which I constantly refer. The first is that every day, I can 

make a difference. I can be a force for good to a single child, a group of children in a class or a whole 

school. The second truth is that my ambitions always extend further than circumstances allow me to 

deliver and have to be managed.  

Let me explain. As a young mother and before I started teaching I came across a book called “The 

Read-aloud Handbook” by Jim Trelease. This was a book for educators; not those who worked in 

schools, but for those found in a child’s home. Its ambition was simply to encourage children to love 

books. The means to achieve this was to read to children and to read often.  

Was this genius or common sense? It doesn’t matter. What I took from the book, and what has 

remained with me, is the importance of those early years. Jim Trelease’s book was more than a 

recruitment drive for future readers. It described a vehicle for interaction. Interaction that involved 

language, interaction that developed vocabulary and gave meaning to words. It opened a door to a 

new world where funny, interesting and clever characters jumped off the page. Conversations around 

the stories allowed children to be creative, to understand the actions of characters, to express ideas, 

to discuss right and wrong or good and bad. In short, it laid the foundations for what was to come.  

Recently our job has been very black and white, defined as it was by the pandemic. It is wonderful to 

have some colour and texture return to our schools. Children are able to do what they love to do, to 

be with others, to play, to interact and to learn. There is lots to do and the list is growing. But we can 

all make a difference. When there is lots to do, when there is too much to do, when decisions have to 

be made, it is the development of communication skills in all forms that is important. It is the goose 

that lays the golden eggs; it must be at the heart of what we do. And yes, I did read this story all 

those years ago.  

When schools are challenged, experience tells us that focusing on quality first teaching and sharing 

good practice provides a framework in which everyone can engage. But where should our priorities 

lie? Local schools have identified addressing the disruption to Early Years and Year 1 as a priority. 

The Primary Board recognised this and has commissioned this work to support schools in this area.  

To this end, Jane Branson has brought together a talented group of lead practitioners to create a 

resource based on research. This informs and excites us. What a great opportunity we have to learn 

from others here, and to focus on what is at the core of high quality Early Years education.  

The case studies that follow describe what can be done. They will raise questions, encourage debate 

and can inspire schools to try new approaches to make the necessary difference. Working together 

we can strive to achieve these ambitious goals.  

Young children make many important transitions in schools. Let us make these memorable and 

meaningful with oracy, vocabulary and reading at the heart of what we do.  

Thank you to Jane and all the practitioners for inspiring us and giving us the tools to help our 

children.  

Margaret Coleman  
 
Headteacher, Manor Primary School  
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Introduction 

The Early Years Foundation Stage (EYFS) is just that: it provides a foundation for developing 

children’s lifelong love of learning. It is therefore crucial that we get this right. We know that children 

are at their happiest when surrounded by positive relationships and an enabling environment where 

they can follow their own interests and lead their learning. 

In the current climate, where children have missed so much of their preschool experience, it is crucial 

that sufficient time is given to develop linguistic skills to ensure that children have the tools to build 

secure attachments during transition processes. 

The EYFS and Year 1 curricula need to be both progressive and developmentally appropriate. The 

curriculum must be both broad and balanced, and right for each age group. An early years’ 

curriculum is focused on developing the Prime Areas and teaching skills relevant for the Specific 

Areas, considering the uniqueness of each cohort of children and their local environment. 

The EYFS Framework places a strong emphasis on introducing and embedding new vocabulary and 

providing children with the skills to hold back-and-forth conversations as language is the key that 

unlocks the whole curriculum. The EYFS provides the foundation for the school curriculum and will 

therefore ensure that there is a secure link between the EYFS and Year 1. 

Here, experienced EYFS teachers demonstrate important examples of how children can practise 

skills through purposeful, playful learning – equipping children with vital skills, resilience and 

independence. Schools will be able to draw on these recommendations in deciding how to prepare 

children for transition into Year 1 and adapt Year 1 provision so that every child is ready to move 

forward through the school, with the right oracy skills, vocabulary and reading confidence. 

 

 

 

 

 

 

 

 

 

 
 
 
 
 
 
 
Rowena Dumbrell 
 
Support and Intervention Manager Early Years 
Standards and Learning Effectiveness Service, Children’s Services, ESCC 
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The case for action on transition from Early Years to Year 1  

This document offers advice and guidance to support senior leaders, Early Years (EY) practitioners 

and key stage 1 teachers as they plan for transition. In the interest of ensuring that suggested 

content is purposeful, it is necessary to consider some key factors which provide a cohesive context, 

including early years subject knowledge, age-appropriate pedagogy and effective methods of 

practice, in support of the transition process.   

Stage-appropriate pedagogy 

To create age-appropriate pedagogy for EY that addresses the gaps schools are seeing in children’s 

development, two principles are key:  

1. Objective led planning and assessment must be matched to cohort-wide developmental gaps 

within the Prime areas of learning. 

2. Teaching and learning methods should support play-based learning which is designed to 

respond to children’s learning preferences and areas of interest.  

Building on ‘large strides in recent years in identifying the centrality of the learner rather than the 

content to be learned’ (Stewart, 2011), all good practitioners know that the Prime areas of learning 

are the most important because they lay the foundations for children’s success in all other areas of 

learning and life. ‘The specific areas cannot be encountered in isolation’ and if a strong foundation in 

the Prime areas ‘is not securely in place by age five, it holds children back in other areas of learning 

and development.’ (Optimus Education, 2012) In support of recommendations for effective transition 

into year 1, Appendix 1 provides a framework linked to the Prime areas to progression and 

development of children’s early literacy skills.  

However, the COVID pandemic has accentuated noticeable gaps in early childhood development, 

raising concerns around school-readiness for children coming to the end of their EY who in year 1 

are expected to access a subject-heavy and prescribed curriculum, along with a more formal style of 

learning:   

‘Even the few weeks of the summer break between Reception and year 1 can lead to learning 

loss and ‘a period of re-adjustment’ when pupils return to school in ‘an unfamiliar space, with 

an unfamiliar person, with unfamiliar routines and a set of completely different learning 

expectations.’ (Bryce-Clegg, Effective Transition into Year One, 2017)  

It is key, then, for schools to smooth the transition experience as much as possible, especially at this 

time, and to apply EY principles beyond the reception year. The loss of learning and experience 

because of the pandemic is creating significant delays in child development, which have been 

highlighted at a national level. Young children’s ‘limited vocabulary’ and reduced confidence in oracy 

was a particular concern and even before the pandemic, with many EY teachers concerned about 

the amount of time young children were spending on screens. Alongside this, ‘children have had 

fewer opportunities for physical exercise and outdoor play’. (Ofsted, 2022)  

Children entering year 1 in 2022 were in their second or third year of life when the pandemic began, 

and many of them may not be ready for school. Measurable gaps highlighted by Ofsted, and no 

doubt identifiable in nursery and EY settings all over the country, are a key driver: provision in year 1 

for this cohort needs to be carefully adapted.  

It is vital that sufficient time is prioritised and given for reception and year 1 teachers to ‘plan an 

effective, responsive and appropriate curriculum that meets the needs of all children’ (DfE, 2021) and 

where cohort-wide data gaps are actioned with a strong focus on skill-based learning. Bryce-Clegg 
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refers to this as Gap and Strength Analysis (GSA), supporting provision as well as the focus for 

teaching. Using data to plan continuous provision has significant benefits:  

• systematically supports objective-led planning 

• encourages reflective practice 

• supports evaluation of effective provision, in relation to children’s levels of engagement, 

progress and attainment 

• ensures that high levels of engagement lead to high levels of attainment. 

Continuous provision supports play-based and enquiry-led learning centered around language and 

skill development. A key aim is to engage children in ‘deep level learning, where they have agency 

over their actions and control over their outcomes’ (Fisher, 2020). Play is a fundamental right and 

when children play, they are learning how to learn. However, the word ‘play’ can be ambiguously 

interpreted, especially in the context of curriculum ‘progress and attainment’. According to Bryce-

Clegg, ‘play based learning can (and does) work in year One (and beyond). But it is not as simple as 

getting the Lego out and letting them get on with it! As in EYFS, a successful learning environment 

looks like play and feels like play, but is underpinned by knowledge, planning and rigour.’ (Bryce-

Clegg, Effective Transition into Year One, 2017) 

Where core EY practice is not typically seen in year 1 settings, teachers will need to adapt and use 

different strategies to minimise how much time children spend at tables, whilst teaching discrete 

subjects, such as phonics and reading. Schools applying such adaptations will see benefits in terms 

of personal development and faster progress:  

‘Often children are lost within a class of thirty but our children make rapid progress because 

they are taught closely within a small group and the time table allows interventions to take 

place throughout the day. Provision is not secondary to direct teaching sessions. It enhances 

and consolidates their basic skills development.’ (Bryce-Clegg, Continuing an Early Years 

Approach into Key Stage One, 2020)  

                                                                                                                     

Recommended practice: Play behaviours matched to challenge 

Aim 

Alistair Bryce-Clegg provides effective examples of using children’s common play behaviours, as a 

way to level resources matched to challenge within continuous provision (Bryce-Clegg, Common 

Play Behaviours and Continuous Provision, 2016). Common play behaviours relate to a group of 

schemas (Athey, 2007) where children repeat patterns of behaviour, enabling them to explore and 

express developing ideas and thoughts through play. The most common schemas are: connection 

and disconnection, enclosing, enveloping, orientation, positioning, rotating, trajectory, transporting 

and transforming. Used multiple times at a single point of learning or repeated over and over, 

schemas are a powerful vehicle for transforming abstract thought into spoken words.  

Action: Sand play at Grovelands 

These methods have been tried and tested in both nursery and reception learning environments, 

ensuring that the resources support depth of skill and age-expected attainment. Adults carefully 

observe children’s common play behaviours, and offer a range of resources which support different 

levels of challenge.  
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Recommended practice: Objective-led differentiated groups  

Aim  

Continuous provision supports developmentally appropriate approaches in response to the planning 

and assessment process. The following example emphasises both the value of the resources and 

the opportunities to evaluate children’s levels of engagement to maximise learning. Language in 

action becomes the focus, where concept words, vocabulary, oral sentences and expressive 

language are practised and embedded into subject rich contexts.       

Objective-led planning enables teachers to focus on skill development, with curriculum content 

providing a purposeful context for specific skills to be practised and applied. Methods of practice will 

enable adults to engage in playful learning with differentiated groups, whilst other children play 

independently without adult intervention.  

Action: making perfume at Grovelands 

Adult-led differentiated groups were used to facilitate playful, language-focused 

learning, focusing on:   

Vocabulary - children use new vocabulary and match to objects, practising 

nouns, verbs, adjectives and concepts in spoken words as perfume/potions are 

made.                                                                                                                           

Speaking - children organise thinking and apply vocabulary 

orally to communicate a sequence of ideas for making a 

perfume/potion.                                                                                                                         

Writing - children apply new vocabulary into written 

instructions and follow the sequence to create 

perfume/potion.                                                                                                                                                                                        

Emerging level of skill - two-
hand grasp 

Mid-level of skill - shoulder 
and arm pivot 

High level of skill - finger grip 

A wide range of resources is offered to support children’s physical stage 
development.  
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Meanwhile, in independent play, children have complete control in how they use the resources. They 

work both collaboratively and alongside each other, applying new vocabulary into their play and 

becoming masters of grating, twisting, cutting, measuring and pouring. Language in action extends 

play and opportunities for writing, such as labels for bottles, creating child ownership of outcomes. 

Children revisit, rehearse and refine skills over a period of time and resources are adapted to extend 

children’s use and understanding of vocabulary. 

 

Practical recommendations at the point of transition 

• Use continuous provision to support developmentally appropriate approaches.  

• Ensure that objective-led planning focuses on skill development, with curriculum content 

providing a purposeful context for practice and application. 

• Support all staff to plan for a successful learning environment in year 1, which may look and 

feel like play, but is underpinned by rigorous knowledge and planning. 
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Effective transition into Year 1: Oracy 

‘… for some children, silence is becoming the norm. With the inability to express their thoughts, 

feelings and opinions with confidence, too many children are locked in semi-silence. The 

education community needs to act to prioritise the teaching and learning of Oracy, so that all 

children develop their own voice.’ (Lodge, 2020) 

‘Reading and writing float on a sea of talk’ (Britton, 1983) 

Britten makes it easy to understand the importance of oracy in today’s classroom, and the need for it 

to be intrinsically woven throughout the curriculum. But what exactly is oracy?  

The term was coined in 1965 by a group of researchers at the University of Birmingham led by 

Andrew Wilkinson. Developed to describe the speaking and listening skills needed to be a good 

communicator, it was intended to give spoken language the same importance as ‘literacy’ does to 

reading and writing. As the English Speaking Union says simply on their website: ‘In short, it’s 

nothing more than being able to express yourself well. It’s about having the vocabulary to say what 

you want to say and the ability to structure your thoughts so that they make sense to others.’ 

Why is there a focus on oracy now?  

The effects of lockdown have been profound, but not always visible. Many children were not 

immersed in their usual world of learning: they were not speaking as much, being spoken to or 

hearing the spoken word. They missed so much vocabulary and interaction that it is of no surprise to 

educators that many children are now lacking in basic communication skills. Meanwhile, parents had 

the unenviable task of educating their children at home whilst juggling their jobs: many simply could 

not do both. In disadvantaged, language-poor homes, many of the adverse effects of lockdown were 

felt even more keenly.  

Children with poor oracy have their life chances impacted. Those who struggle with oracy aged five 

are:  

• six times less likely to reach the expected standard in English at age 11 than children who 

had good language skills at five 

• ten times less likely to achieve the expected level in maths 

• more than twice as likely to be unemployed at age 34 as children with good vocabulary 

• twice as likely to have mental health difficulties, even after taking account of a range of other 

factors that might have played a part.  

The potential impact of effective oracy education is therefore clear. Schools preparing children for life 

and future learning must give oracy the attention it deserves. 

To put this into context for transition, children need the best starting point possible. Fortunately, the 

very nature of teaching in the foundation stage allows us to incorporate effective oracy throughout 

our day, but the 2021-22 cohort of reception children will go into year 1 requiring further support to 

provide this secure start. We can teach children:  

• the ‘rules’ of social interaction: taking turns; identifying who is speaking and how to judge 

when this can change; how to fix what we say or what we don’t understand; how pairs of 

language work including question and answer, greeting and response 

• non-verbal cues: voice; volume; intonation; eye contact; pitch; pauses; pronunciation; 

posture; personal space 

• how to listen and how to show we are listening 

• how to speak – promoting, for example, clear diction, vocabulary choices and full sentences  
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Case Study: Speech and language support  - ‘George’, Mark Cross CEA Primary  

• The school is smaller than the average-sized primary school, with mixed-age classes taught 

throughout key stage 1 and 2.  

• The large majority of pupils are of White British background.  

• The proportion of pupils who are disadvantaged is below the national average for primary 

schools. The proportion of pupils with SEND is below the national average for primary 

schools.  

• The school received a judgement of good with outstanding features from OFSTED, January 

2019. 

Context 

George joined the reception class in September 2020. He comes from a very supportive and affluent 

family. He speaks in well-constructed sentences, but he is not always understood. George had 

missed considerable amounts of time in preschool due to the pandemic. He will talk freely and 

answer questions but would often have to repeat himself. During circle time and class discussions, it 

would be embarrassing for George to have to repeat his sentences several times.  

George’s speech difficulties would normally have been tackled by EY practitioners and appropriate 

early speech and language intervention. This of course could not happen due to the restrictions of 

Covid. Lack of staffing and a speech therapist accessible only online meant that the support for 

George was simply not available.   

Action taken  

As his teacher learned to understand his mispronunciation of words, she would respond to George 

with a relevant comment on what he has said.  

Mum took George to his allotted time of NHS SALT as well as a private speech therapist.  

George was given key vocabulary (on cards) to practise each week. He would go through the chosen 

words with either the class teacher or TA.  

George continued to join in with circle time and carpet sessions, but was also given some extra time 

where possible to talk to an adult.  

Impact 

Although he is not always completely understood, George is now able to answer more questions in 

lessons across the curriculum. In a recent session he was looking at the word ‘week’. George said, 

‘There is another type of weak. It means when the muscles are weak in your arm.’ 

Next Steps 

• Continue small group work. 

• Maintain vocabulary cards and change regularly. 

• Ensure there are  opportunities for George to speak to other adults in school. 

• Encourage George to perform in class or assemblies. 
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Case Study: Speech games and adult attention – ‘Felix’, St Michael’s CE Primary  

• The school is smaller than the average-sized primary school, with mixed-age classes taught 

throughout key stage 1 and 2.  

• A high proportion of pupils in the school have joined at times other than at the start of their 

school life. Around half of all pupils in Year 6 were not in the school in Year 3.  

• Pupil premium currently stands at 26% and SEND at 13%.  

• The school received a judgement of good from OFSTED in November 2019.  

 

Context 

Felix joined the reception class in September 2020. His speech 

was very limited and he struggled to make academic progress. His 

parents had separated; he lived with mum and a younger brother 

about 3 miles away from school.  

It was often difficult to understand what Felix was saying. Staff 

would ask Felix to repeat himself several times, which could be 

damaging for his self-esteem. Pre-lockdown attendance was very 

good, so he could be supported in school. However, Felix did not read 

regularly at home so this was another area for development.  

Action 

The adults in Felix’s class introduced games such as simple ‘snap’ 

with picture cards to increase his vocabulary. He also participated in 

daily games with picture cards, explaining what was happening, which 

practised narrative talk and recounting skills.  

During the first Covid lockdown it quickly became evident that Felix 

was not accessing online learning. The school provided him with 

paper-based materials, but this was also unsuccessful as mum 

found it difficult to engage Felix in any learning. He was therefore 

brought into school under the ‘vulnerable’ category; although this 

was technically not the case, small numbers allowed his 

attendance.  

Impact  

Being in school daily with very few other children meant that Felix was able to play his usual speech 

games as well as benefitting from extra adult attention. This has meant that there has been a marked 

improvement in his speech. His vocabulary has expanded, and he speaks in complete sentences 

and does not have to repeat himself so often. He is not upset to have occasional words corrected 

and appears confident and happy.  

Next steps 

• Continue interventions with games. 

• Set targets for contributions to class discussions. 

• Seek out additional resources which can be sent home to encourage mum to engage with 

Felix’s learning.  

• Encourage Felix to perform in class and assemblies. 
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Case Study: A whole-school approach at St Michael’s CE Primary, Playden 

Context  

Pupils at St Michael’s come from a wide range of social backgrounds. Some children lack 

communication and language skills. Some have articulation disorders and struggle with spoken 

language because of poor phonological processing, including not pronouncing certain letters. For 

example, children used phrases such as, ‘Can I go for a toilet?’ ‘I’m done’ (when finishing lunch), 

‘Jacket atato’ (for jacket potato). 

Action  

Every member of staff engaged with a whole-school initiative to promote appropriate social language 

and correct vocabulary. This means that every adult corrects a child when something has been 

mispronounced or when sentences are not spoken completely. Children were encouraged to help 

each other say the sentences correctly and appropriate social phrasing was modelled for the 

younger children. The ethos encouraged was that every child could develop their communication 

skills regardless of social background. 

Impact  

Communication has improved across the school. Whilst not completely perfect, phrasing is better 

across the school. Children’s self-esteem is improving. At lunchtimes, children have learned to tell 

adults appropriately, ‘I have finished my lunch, thank you.’  

Next steps 

Staff across the school will continue to promote effective communication and language skills. It is 

hoped that this sustained approach will not only improve children’s ability to understand, play and 

learn, but also to communicate their needs, in line with the school’s focus on pupil wellbeing.  

 

Practical Recommendations: oracy 

There are a number of steps school leaders can take to improve oracy in general, and specifically in 

Year 1 2022-23:  

Develop a culture of oracy 

• Make sure teachers and support staff make time for effective oracy – in the corridor, in the 

classroom, in the playground.  

• Prioritise oracy across the school environment – ensure that oracy is celebrated in 

classrooms and taught across the curriculum.  

• Review the school’s Spoken Language curriculum (see Appendix 2): are the oracy 

opportunities explicit, planned, progressive and wide-ranging?  

• Allow time for discussions – both planned and informal talking sessions. Report the day’s 

news, interactions over an activity and use this opportunity to enhance vocabulary.   

• Build oracy into the wider curriculum: role play, debates, recitals, performances and games 

where oracy takes centre-stage. 

• Promote reading talk as part of the school’s oracy action plan.  
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Address limited vocabulary 

• Consistently model effective talk in learning for social interactions. Have high expectations for 

oracy from all – consider every adult and every child a role model for others. 

• Actively encourage talk-based lessons across the school in all curriculum areas. Allow 

‘standalone’ lessons on oracy.  

• Celebrate oracy and vocabulary in your environment. This can include: displays, verbal 

comments collected and displayed, reading aloud, retelling stories, performance poetry and 

plays.  

Incorporate effective oracy into teaching and learning 

• Promote oracy, particularly exploratory talk, through effective planning, in both stand-alone 

lessons and as part of longer lesson sequences. (See Appendix 4, exemplar planning from a 

Voice 21 school) 

• Use available resources to train and equip staff. For example, see Appendix 3: Voice 21’s 

oracy framework.  

• Teach oracy explicitly, perhaps basing this on a different oracy focus each week. 

Introduce explicit oracy strategies 

For example:  

• Talking corner – Invite a visitor to your classroom. They could demonstrate their skill such as 

drawing, sewing, painting etc. The children are intrigued and spend time talking with their 

guest.  

• Box of Wonder – Have a box of interesting objects to provoke discussions. 

• Investigate or strengthen Philosophy for Children, a methodology for improving thinking and 

talk across the curriculum 
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Effective transition into Year 1: Vocabulary  

‘As the curriculum advances, the hands on, play based opportunities of Early Years 

disappear and learning becomes increasingly language-based. Without a mastery of Early 

Years vocabulary, the more abstract, language-based curriculum of the primary classroom is 

beyond reach and this pattern continues as the curriculum becomes more vocabulary heavy. 

Thus the limited vocabulary in the pre-school years continues to have an impact right through 

schooling.’  (Parsons & Branagan, 2016) 

All forms of communication are building blocks: skills for speaking develop and grow into skills for 

reading and, eventually, for writing. Recent reforms within the EYFS curriculum have placed ‘a 

stronger focus on teachers reading to children and developing and enriching children’s vocabularies’ 

which is ‘based on evidence that a child’s vocabulary at age 5 is one of the strongest predictors of 

future outcomes’ (The Key, 2021). Such research shows us time and time again that the quality and 

quantity of language experiences during children’s early years are key to their success in later years.  

Stewart says of the characteristics of effective learning, ‘you can’t teach someone something as if 

you’re just putting it in their brain - the learner has to take experience in, make sense of it and have 

the interest and the motivation in the first place’ (Arnerich, 2019). Similarly, words cannot just be put 

in a child’s brain: they must be given meaning through real-life, hands-on experiences. ‘When a 

learner acquires information about a words meaning, connections form in the brain to other words 

and to experiences that are related to what has been learned.’ (Beck, McKeown, & Kucan, 2013) 

(Beck, McKeowen & Kucan, 2013) 

The three tiered vocabulary framework (Beck, McKeown, & Kucan, 2013) is useful when considering 

types of words that children need to learn. This framework has been usefully adapted (Parsons & 

Branagan, 2016) for teachers of the youngest children when planning vocabulary work:  

Tier 1: Anchor words, used in everyday spoken contexts 

Tier 2: Goldlilocks words, likely to be repeatedly encountered in reading and writing contexts. 

They should be not too difficult, not too easy, but just right! 

Tier 3: Step on words, topic-specific and less likely to be encountered again.  

Tier 1 vocabulary contains basic nouns and verbs such as cat, run, look and are groups of words that 

are used in everyday life. They are described as ‘anchor’ words. Because children are exposed to 

these types of words on a regular basis, there is less emphasis on formally teaching them. In the 

current climate, this assumption may need to be challenged and a rapid response plan made for 

planning to fill children’s language gaps.  

Tier 3 vocabulary is more subject specific within a field of knowledge, such as children naming 

dinosaurs or a group of vehicles or knowing words relating to a historical event. Across the primary 

phase, the development of Tier 2 vocabulary is more significant in children’s developmental 

progression, because these words:  

• appear in different contexts, often in reading materials rather than daily talk 

• strongly support children’s developing reading comprehension.  
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Case study: Developing rich language experiences at Grovelands Community Primary  

• Grovelands is a larger than average primary school in a mixed catchment area. 

• The majority of school population are white British with a low percentage of children with EAL.  

• Children eligible for free school meals, with SEND and who have an EHCP are higher than 

national average.  

Context  

Noticeable gaps in children’s language skills in nursery and reception settings led to a significant shift 

in developing EY practice. Communication and language became the vehicle for learning in all other 

areas of development and as methods of planning evolved, as did the quality of provision and 

practice. One of the most significant factors during this process was to deepen staff’s understanding 

of how the Prime areas of learning are intrinsically linked to the progressions and development of 

children’s early literacy skills. Knowing that sensory play supports understanding concepts, develops 

critical thinking and encourages expressive language and storytelling, teachers wanted to give 

children experience of concrete objects essential to sensory ‘feedback’. This would support and 

strengthen memory, recall and the development of receptive language. 

Action 

Teachers planned language-rich play experiences enabling children to use multiple senses to learn 

new words and their meanings, as well as to explore and compare their environment and objects 

within it.  

Adult-led mixed groups focused linking knowledge with experience through play-based learning. 

Planned provision also focused on questioning, drawing on the tiers of vocabulary approach to 

narrow gaps in language development (see next page).  

Impact 

Children’s levels of engagement are consistently high in response to the variety of sensory stimuli 

and focus for learning. Objective-led planning supports pace and pitch for groups of children, 

enabling those who require longer periods of time to process new vocabulary to use and apply newly 

learnt vocabulary into problem-solving scenarios. Allowing children to use their own ideas and take 

the lead in their learning through play has been significant to their rates of progress.          

Next steps 

Sensory play is integrated into daily continuous provision with a focus upon building children’s 

understanding of concepts and expanding repertoire and use of vocabulary. 

 

Case study: Poetry project at Grovelands Community Primary 

Context  

Early years lead practitioners were recently involved in collating a selection of 12 poems in a project 

initiated by ESCC school improvement officers. This work was a response to the DfE’s 2021 early 

reading framework guidance which asserted that ‘the quality and variety of what children see, hear 

and participate in is crucial for developing their understanding, self-expression, vocabulary and ability 

to communicate through the arts’ (DfE, 2021). 

The project also aimed to forge strong links with the new communication and language and 

expressive arts and design education programme reforms. The following example provides a snap 

shot of how the power of poetry brings words to life.   
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1. Oranges, lemons and limes (transforming 
schema) 

 
 
 
 
 
 
 
 
 
 
 
 
 

smell, taste, sweet, sour, bitter, citrus, squeeze, 
twist, juice, slice, cut, half, whole, round, sphere, 
sticky, roll, flat, change 
 

2. Tiger’s tea party (Transporting schema) 
 
 
 
 
 
 
 
 
 
 
 
 
 

tiny, teapot, teabag, cup, saucer, jug, teaspoon, in, 
fill, pour, tip, drip, drop, stir, drink, sip, lots, thirsty, 
full, empty, all most empty, all most full, more, 
enough, all gone, brimming, overflowing  
 

3. Dinosaur brushing (positioning schema)  
 
 
 
 
 
 
 
 
 
 
 

toothbrush, soap, clean, dirty, cover, on top, above, 
up, under, down, beneath, behind, in front, through, 
claw, teeth, spike, sharp, pointy, long, short, gentle  

 

4. I Spy something blue! (transforming schema)  
 
 
 
 
 
 
 
 
 
 
 
 
 

egg, round, ice, cold, wet, water, freezing, slippery, 
heavy, smooth, hard, melt, smaller, inside, outside, 
runny, soggy, change 
 

5. Stegosaurus snip and snap (transforming 
schema) 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

break, cut, bend, soft, brittle, long, short, thin, 
under, over, cover, hide, change, next to, beside 
 
 

6. Watch out, snakes about! (enclosing schema)  
 

 
 
 
 
 
 
 
 
 
 
 
 

forwards, backwards, inside, outside, in front, 
behind, fast, quickly, escape, hide, enclose, safe, 
balance, slither, leap, fall, move, direction, 
entrance, exit, way in, way out, edge, opposite, 
camouflage 
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Action 

Children were introduced to new vocabulary in the form of a poem about springtime. High levels of 

engagement meant the three verses were learnt quickly, alongside actions. Children engaged in 

activities designed to bring key vocabulary to life; they applied their understanding of the verse 

‘weave together straw and feather’ into the physical act of weaving, using feathers and straw to build 

nests.  

Impact  

Children were able to confidently recite and perform the poem in the 

same day, supported by actions and Makaton signs. In independent 

play, they extended their ideas, applying imagination and experience in 

role play as they built nests and pretended to be chicks hatching. This 

led into different play scenarios where ‘mummy’ had to leave the 

chicks to find food, showing that the children were able to use ideas 

from a familiar story text, Owl Babies by Martin Waddell.                                                                                                       

Children applied vocabulary using intonation into spoken key phrases, 

inference was practised through body gesture and new words were 

created in the form of ‘bird talk.’ The following day, during a phonics 

reading session, the children were presented with two words taken 

from the poem: ‘shimmer’ and ‘glimmer.’ As soon as children began to read each word, they 

responded by suggesting that these words had been ‘captured’ from the poem. They immediately 

jumped up, expressing each word in the form of an action.   

The poems from the project are due to be accessible on https://czone.eastsussex.gov.uk/early-years/ 

Next steps 

• Use poetry as a vehicle for developing tier 2 and 3 vocabulary alongside playful learning  for 

deepening meaning.  

• Plan opportunities for children to transfer their understanding of words into different contexts.  

• Continue to develop vocabulary through poetry and plan links to art work to develop 

children’s critical vocabulary and visual literacy skills. 

 

 

Case study: Developing emotional vocabulary at Grovelands Community Primary  

Context 

Emotional vocabulary is fundamental to cognitive development and 

children’s ability to lead healthy and happy lives. Explicitly taught 

vocabulary supports children to develop the skills to overcome every day 

challenges, develop a strong sense of self and develop an ability to 

express their emotions successfully. EEF research into Social and 

Emotional Learning (SEL) in primary schools) states that effective SEL 

teaching can ‘lead to learning gains of +4 months over the course of a 

year’ (EEF, 2022). Through books, characters show what feelings look 

like and model how to react to emotions.  

 

In independent play, children 
extended their ideas applying 
imagination and experience 
into role play; building nests 
and  pretending to be chicks 
hatching.  

https://czone.eastsussex.gov.uk/early-years/
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To support children in becoming self-regulated learners, it was necessary for them to begin to take 

greater responsibility for their behaviour choices, actions and consequences. The children had a 

limited repertoire of vocabulary to communicate feelings and it was necessary to build in daily 

learning experiences, whereby they would be able to make greater links with behaviour and 

emotional responses, alongside extending their vocabulary for different emotions. 

Action 

EY practitioners planned a series of lessons to immerse children in tier 2 and 3 social and emotional 

language. Children were introduced to new vocabulary through a key text The Colour Monster by 

Anna Llenis, in which a clear progression of emotional language and understanding is developed 

(See Appendix 5).  

The book worked as a stimulus to introduce a ‘Zones of Regulation’ display which the children freely 

accessed and interacted with, throughout the day. Self-regulation was also taught through a balance 

of adult and child led group sessions. 

To support the use of the display, the children were encouraged to engage in spontaneous 

conversations and small group discussions. They explored new tier 2 and 3 vocabulary. Adults 

supported this new learning offering alternatives and extending vocabulary.  

Impact 

Children learned how to talk about their emotions and developed an awareness of the differences 

between feelings and emotions.  

Children responded positively to the ‘Zones of Regulation’ display and their levels of engagement 

proved effective in supporting transition routines, especially at the beginning of the school day. This 

has been a powerful tool to help teachers notice where children are placing themselves onto colours 

linked to emotions, supporting well-being and opportunities for reflective discussions. Children’s 

understanding of knowing that they are in control of making informed choices, in response to their 

emotions, has developed their self-confidence and an awareness of the vocabulary they use to 

express themselves.      

Next steps 

• Continue to embed ‘Zones of Regulation’ and create more opportunities for children to talk 

about their emotions using appropriate vocabulary.  

• Introduce a wider selection of quality texts that support children’s emotional development and 

ability to discuss feelings.   

 

Case Study: Creating a language rich environment at Polegate School 

• Polegate School, East Sussex, a primary school Nursery – Year 6 with 618 students on roll. 

• The number of children in receipt of the pupil premium grant is higher than the national 

average. 

• The school is above the national dataset and LA dataset when analysing Combined Reading, 

Writing and Mathematics. 

• The school received Ofsted Outstanding in January 2020 and has been expanding into a 

three form-entry school. 
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Context 

The school has always achieved excellent results and progress in reading, writing and mathematics, 

performing above the national average. Transition from early years settings to reception and into 

year 1 is a year-long process. 50% of the new intake come from the school nursery, with the 

remaining children transitioning from 13 different EY settings. Year on year moderation and baseline 

assessments have highlighted speech and language development as a priority area. With this 

knowledge, the school identified the need to develop a language-rich curriculum supported by high 

quality texts and stimulating environments.   

Action  

Since 2018, school leaders have embedded robust vocabulary including tier 1, 2 and 3 words 

through a language-rich environment which encourages children to explore new vocabulary. 

Resources and the physical environment are well-planned, providing opportunity for children to be 

independent thinkers, immerse themselves in new learning, explore emotions and return to learning, 

adapting and improving outcomes.  

In creating the environment, practitioners 

consider space, noise, light and colour. Areas for 

quiet, construction, music, art are created using 

screens and furniture. Texts are chosen 

specifically to promote and extend vocabulary; 

they are linked to children’s interests and support 

all areas of the environment including a carefully 

designed reading area. Children are immersed in 

story, rhyme and song with ‘5 a day’ approach.  

All EY classrooms have a well-planned home 

corner. A range of enhancements ensure that tier 1, 2 and 3 vocabulary can 

again be rehearsed, explored and revisited through role play. To support 

transition year 1 includes role-play within the curriculum extending 

children’s vocabulary through more specific topic-related vocabulary (tier 2 

and 3).     

In 

2020 to enhance and extend this work staff were trained in the ‘Talk for Writing’ approach by Pie 

Corbett based on the principles of enabling children to imitate language orally before reading, 

exploring and applying to their own writing. The emphasis of developing story specific vocabulary 

through adult and child led activities is assessed throughout the year with children orally telling 

known and adapted stories.  

Oral storytelling is assessed at the beginning and end of the reception year with clear evidence of 

vocabulary development supporting early writing skills. Whole-school training was supplemented with 

further specific EYFS Talk for Writing training. Story resources are accessible within the environment 

with children exploring story language by developing and adapting known stories. Through term 6 of 

Texts are specifically chosen 
for vocabulary development 
linked to new learning - 
children vote for the end of 
day story. Texts support all 

areas of learning with 
key vocabulary 
development at the 
forefront. 

Vocabulary is explicitly taught with opportunities in the environment to practice, rehearse and repeat language.  
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reception and term 1 of year 1, staff plan coherently for storytelling, mimicking and retelling known 

stories. As children move from reception to year 1 this consistent approach supports transition with 

the children having a clear understanding of the Talk for Writing structure and images and gestures 

used.   

 

 

 

 

 

 

 

 

 

 

Impact 

Children can be seen exploring vocabulary across a range of contexts. 

Writing in year 1 demonstrates clearly the development of vocabulary 

through exploration and Talk for Writing strategies. Children are more 

confident using key vocabulary. 

Across EYFS and KS1, children’s story language and vocabulary, 

confidence to rehearse, retell and adapt story has improved, with 

children adapting known stories successfully through oral retelling and 

writing. 

Staff and visitors to the school regularly comment on pupils’ 

confidence in speaking to adults and their peers. Most children can 

express themselves and are clearly developing an understanding of 

their emotions.  

 

Next steps 

• Teachers of EY and year 1 will work together to deliver a strong transition experience and 

extra support for children whose vocabulary is behind age-related expectations.  

• Subject leaders will continue to ensure that subject-specific vocabulary is consistently taught 

through a balance of adult-led and child-led activities and used across the whole school. 

• The environment will be constantly reviewed and adapted to ensure it reflects children’s 

needs.  

• Practitioners will continue to apply story vocabulary through Talk for Writing across the 

curriculum and environment, as well as consistently modelling accurate language and 

verbalising emotional understanding. 

 

  

Expressive vocabulary is explicitly 
taught and embedded in the 
environment. 

As children move from reception to year 1, a consistent approach supports transition with the children 
gaining a clear understanding of Talk for Writing’s structure, images and gestures. 
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Practical Recommendations: vocabulary  

At the point of transition:  

• Respond rapidly to children’s language gaps and adapt year 1 curriculum and provision as 

necessary.  

• Explicitly plan using texts and experience to actively continue the development of children’s 

vocabulary.  

• Ensure that children access a language-rich word learning environment. 

• Train target staff in the development of children’s language skills, receptive and expressive. 

Across the school:  

• Ensure that continuous provision supports subject-rich learning, bringing vocabulary to life. 

• Systematic use of data supports reflective practice, evaluating effectiveness of provision in 

relation to children’s levels of engagement, progress and attainment. 

• Develop and sustain a whole-school approach to vocabulary teaching starting from EYFS. 
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Effective Transition into Year 1: Reading  

Early reading lays the foundations for academic success and life chances. Moreover, it underpins 

and unlocks the entire curriculum for a child. Our approach to early reading needs to be twofold: we 

need to provide the tools for the fundamental building blocks of reading, alongside fostering a love of 

reading. This paves the way for greater life opportunities. The table below shows that ‘reading ability 

has a considerable impact on both educational attainment and wider life outcomes’ (Mulcahy, 

Bernardes, & Baars, 2016):  

 

The reading process begins in the EY and a smooth transition into year 1 will ensure that these 

valuable skills are built upon rather than lost. However, for our current EY children, who have 

experienced extreme disruption during their first years in informal and formal education, many 

fundamental early reading skills may be delayed due to interruptions to phonics teaching 

exacerbated by a paucity of language interactions in both EY settings and the wider community. 

They have not been exposed to a consistent language-rich environment, including opportunities to 

develop story vocabulary, early reading behaviours and a chance to explore a range of texts.  

These missed opportunities have been recognised by reception practitioners who have worked 

tirelessly to overcome these barriers, but it should be acknowledged that such a long period of 

disruption in the very earliest days of a child’s development can have a longer-lasting effect. It is 

essential that year 1 practitioners continue to promote a love of reading alongside developing early 

reading skills in a way that is matched to stage not age.  Consistency is key. Structures and routines 

which were introduced in reception need to be maintained into year 1. The environment, 

expectations, strategies for development of language and implementation of a systematic synthetic 

phonics approach are essential, as the following case studies show.  

Case Study School  

• All Saints CE Primary and Nursery School is a one form entry Primary School. There are 212 

children on the school roll and there are 60 available places at the nursery.  

• 50.5% of pupils are in receipt of Pupil Premium and 17.5% of pupils have SEND. 

• From September 2022, the school will facilitate a Countywide SEN unit specialising in 

neurodiversity.  
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Case Study: The importance of the environment 

Context 

A study of the transition from the foundation stage to key stage 1 conducted by NFER (Sharp, et al., 

2005) found that the biggest challenge was posed by the move from a play-based approach in the 

foundation Stage to a more ‘structured’ curriculum in Key Stage 1.’ To address this we have carefully 

considered the continuity of our enabling environments in our reception and year 1 classroom areas.  

Action  

To ensure that children felt safe, secure and supported through their transition process, staff created 

a checklist of non-negotiable elements that both environments must provide. Below are examples of 

those elements linked to reading: 

• Book corner which includes familiar fiction and non-fiction, topic based texts, comics and 

magazines. Books should include those which can be independently read by the children and 

also books at a level beyond that which they can read themselves. Puppets, story props and 

story bags available.  

• Familiar texts from reception transfer to the year 1 book corner with the children in 

September.  

• Shared story in each class at the same time each day, to allow for collaborative sessions 

where the reception children visit the year 1 classroom for their shared story.  

• Continuous provision available in both year groups’ areas, consistent labelling and availability 

of resources, some of which are familiar, for example treasure hunts, instructions to read and 

follow, sensory experiences related to texts. 

• Role play areas across foundation stage and key stage 1 

Additionally, staff promoted regular shared events, such as parent reading sessions, performances 

and shared learning opportunities, which give the reception children the chance to become familiar 

with the year 1 environment throughout their reception year. 

 

 

 

 

 

 

 

Impact 

Through observation and pupil voice it became clear that children who entered year 1 following the 

implementation of the above elements settled more quickly and displayed positive learning 

behaviours across all curriculum areas. The culture of reading for pleasure was continued due to the 

opportunities provided as part of the continuous provision. When using the Leuven scale (developed 

by Dr Ferre Laevers in the 1980s) to assess the children’s level of involvement in reading activities, 

no dip was seen from the levels previously observed in reception.  

 

Book corners in reception and year 1 are designed on shared principles. 
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Next steps 

Following on from the successful development of the enabling environments, next steps include 

further developing the year 1 practitioners’ understanding of child-initiated learning. In relation to 

reading this will include a deep knowledge of the skills and processes involved, so children can be 

supported and extended effectively during periods of continuous provision. This may include initial 

observations of EY provision and teaching staff, followed up with detailed professional dialogues 

which unpick key decisions made by the practitioner to promote reading development.  

 

Case Study: The importance of a systematic, synthetic approach to phonics and 

decodable books. 

Context 

‘If a child memorises 10 words, the child can only read 10 words. But if a child learns 10 

sounds, the child will be able to read 350 three sound words, 4320 four sound words and 

21650 five sound words.’ (Kozloff, 2002) 

Phonics is the code which unlocks early reading. When a systematic synthetic phonics (SSP) 

programme is chosen and followed with complete fidelity, then the transition between year groups 

will be seamless as the children will already be familiar with the processes that it involves. Previously 

the school had followed the ‘Letters and Sounds’ programme. As this is no longer a validated SSP 

scheme, a new programme had to be researched and selected to suit the needs of the children. 

Action  

To ensure uninterrupted consistency and continuity in phonics delivery throughout the transition 

process, school staff: 

• selected a validated SSP programme appropriate to the setting 

• delivered whole-school training in the selected SSP programme 

• ensured displays and resources were consistent across all learning environments 

• agreed and used common language, actions and prompts 

• held parental workshops and provided weekly newsletters 

• maintained a consistent approach to phonics assessment and termly gap analysis 

• met regularly as a staff team to discuss children’s progress in phonics and evaluate the 

implementation of the SSP programme 

• ensured availability and use of decodable books correctly matched to children’s phonological 

development 

• devised a comprehensive ‘Read at Home’ programme as recommended by the SSP 

programme.  

Impact 

Following a monitoring learning walk by the phonics lead and school leaders, there is evidence that 

the SSP is becoming embedded in the school’s teaching of phonics, delivery and resourcing is 

consistent across foundation stage and key stage 1. This will result in children transitioning from 

reception into year 1 continuing their journey without interruption. This allows the SSP programme to 

run continually without the need to familiarise them with a different phonics process in year 1.  
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Next steps  

To ensure the successful transition between early years and year 1, it is essential that a consistent 

approach to phonics teaching is maintained. Therefore close monitoring by the phonics and phase 

leaders will take place at the point of transition and regularly through the year to ensure the SSP is 

fully embedded. The monitoring will be timetabled and include drop-ins, learning walks, professional 

discussions, pupil voice and practitioner voice.  

 

Case Study: The importance of the development of language through reading 

Context  

‘…book-related talk introduces children to language that they might not hear in ordinary 

conversation, especially the vocabulary of the book itself.’ (DfE, 2021)  

Phonics alone isn’t enough; it is vital that children are given the opportunities to become fluent 

readers but are also given the tools to explore and discover new language.  Being given the 

opportunity to become immersed in book talk allows children to develop a rich vocabulary. With that 

in mind, staff recognised that lots of book talk and language development happened in our 

foundation stage and that this was an ongoing process that must continue when the children entered 

year 1. 

Action  

To develop the oral language and comprehension skills essential for confident readers and talkers, 

teachers followed (and continue to follow) a daily reading programme, which exposes children to 

high quality texts. The sessions are in addition to those that focus on  decodable phonics books.  

Structures and routines are introduced in reception, allowing the children to be familiar with these 

prior to entering year 1.  The programme includes: 

• modelled reading 

• developing thinking and understanding within an oracy framework 

• familiarisation of stories 

• developing comprehension skills though response to familiar stories 

• developing fluency 

• opportunity for daily access to books 

• exposure to a variety of texts 

 

 

 

 

 

 

 

 

 Daily reading programme in reception and year 1 
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In year 1, children read in groups of no more than six with an adult per group.  This means that every 

child reads to an adult every day and has the opportunity to discuss and respond to the books that 

they have read.  Throughout the reception year, the children build up to ‘book talk group sessions,’ 

where children are given opportunities to explore and discuss quality texts.   

Impact 

Regular monitoring of these sessions showed that children were 

engaged and enthusiastic in their discussions about the books. End of 

term 2 assessment in year 1 indicated that the percentage of those 

working at age-related expectations had remained constant and in 

some cases had risen. Pupil voice highlighted children’s ability to 

confidently discuss books and demonstrate the use of extended 

vocabulary in other contexts. 

Next steps  

Continued close monitoring of reception children’s reading and PSED 

skills to ensure that those who are developmentally ready to participate 

in a group reading session are identified early maximising their 

opportunity. As the daily reading programme continues to expand there 

will be a need for staff CPD to ensure that the high quality sessions are 

maintained. Enthusiasm and a love of reading are a natural by-product. 

 

Reading for pleasure, oracy and vocabulary 

As they start school, ‘the frequency with which children read independently, for enjoyment rather 

than a specific learning outcome’ has been cited as a key driver for strengthening reading skill (The 

Save the Children Fund 2016, 2016).  

A strong reading culture should be a priority in every school and will deliver a range of well-

documented benefits, including enhanced personal development and improved educational 

attainment (DfE, 2012) in a range of subjects. Research consistently shows that children who like 

reading read more, and that reading is one of the most important positive influences on increasing 

vocabulary (DfE, 2021) whilst reading fluency, book-related talk and oracy skills are highly 

interdependent.  

There are four key features of robust reading for pleasure pedagogy (Open University, 2022). These 

separate strands are woven together by teachers’ expert knowledge of texts and readers: 

• Social reading environments – physically engaging, tempting and interactive spaces where 
children can ‘relax, browse and reading for pleasure’ 

• Reading aloud – integrated throughout the school day, giving children access to a range of 
rich and challenging texts 

• Independent reading – supported, dedicated time for children take ownership of their reading 
by making and talking about their reading choices 

• Informal book talk, inside‐text talk and recommendations – reciprocal talk involving teacher-
child and child-child book recommendations 

 

Bearing in mind the impact of the pandemic on some children’s reading development – and the inter-

related benefits that reading offers in terms of oracy skills and vocabulary growth – it is crucial that 

schools consider the following actions, especially where children are vulnerable to underachievement 

or the ongoing adverse effects of lockdown: 

‘I can’t believe I’m reading 
chapter books now!’ Lola, Year 1 
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• Prioritise reading for pleasure effectively, with the aim of making every child a lover of reading 

• Ensure that every book corner contains rich texts that offer children choice and challenge 

• Train teachers in knowledge of children’s literature and in reading for pleasure pedagogy 

• Work closely with parents to support home engagement with reading.  

 

Practical recommendations: reading 

‘Being able to read is the most important skill children will learn during their early schooling 

and has far–reaching implications for lifelong confidence and well–being.’ (DFES, 2007) 

The strategies discussed here are not only valuable for effective transition but promote good practice 

throughout a child’s school career. Transition is a process whereby good practice is built upon year 

by year. In relation to reading, good transition is actually the development of consistent approaches 

across year groups. These approaches must be based upon familiarity and rely on practitioners’ in 

depth knowledge of early reading development. 

Reading 
environment  

Phonics approach 
  

Language 
development  

Reading for pleasure 

Develop a list of non-
negotiable reading 
environment features 
linked to reading which 
support transition from 
reception to year 1. 
Consider: 

• Consistent features 
of book corners in 
both year groups. 

• Shared story 
sessions 

• Role-play areas 

• Use of familiar 
texts 

• Development of 
continuous 
provision in year 1 

• Engagement with 
parents 

Review teaching of 
phonics to ensure a 
consistent approach in 
all areas across year 
groups. Consider: 

• SSP programme 
fidelity 

• Resources 

• Environment  

• Shared language 

• Teacher and 
Support Staff 
knowledge 

• Consistencies in 
parental 
engagement 

Evaluate opportunities 
to develop and extend 
language and 
vocabulary through 
reading across year 
groups. Consider: 

• Daily opportunities 
for reading and 
book talk 
discussions. 

• Progression 
towards daily 
group sessions 

• Consistency of 
session structure 
and language used 

• Shared key 
vocabulary 

Audit reading provision 
and ensure children 
have access to a 
range of rich and 
challenging texts. 
Consider:  

• Whether the love of 
reading is 
effectively 
promoted 

• How oracy and 
vocabulary 
development can 
be supported by 
robust reading for 
pleasure 

• Targeted 
approaches for the 
most vulnerable 
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Appendices 

Appendix 1: Potential literacy gaps in the Prime areas of learning  

 

Personal, social and emotional 
development 

Confidence 
Self-awareness 
Understanding emotions 
Social interaction 

Communication and language Attachment 
Communication and engagement 
Listening and attention 
Understanding 
Speech and language development 

Physical development  Independence  
Self-care 
Upper body and shoulder strength 
Fine motor dexterity 
Pencil grip for writing 
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Appendix 2: Spoken Language in the National Curriculum 2014 

The National Curriculum 2014 states that: 

 

 

 

 

 

 

 



 

30 
 

Appendix 3: Voice 21’s Oracy Skills Framework and Glossary 
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https://oracycambridge.org/wp-content/uploads/2020/06/The-Oracy-Skills-Framework-and-Glossary.pdf
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Appendix 4: Exemplar Oracy Plans, Colmers Farm Primary School (Excelsior MAT)  

 

Reception 

Year 1 
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Appendix 5: Sequence of aims: developing emotional vocabulary through The Colour 

Monster by Anna Llenas 

1. 

Begin to talk about feelings and different emotions. 

Introduce the main feelings to children (see vocabulary and colours in the text). 

Link different emotions to feelings. 

Let children know that it’s ok to feel the way you do. 

2. 

Make links between feelings and behaviour by recognising which colour zone they and others are in.  

Be increasingly able to share ideas about how to manage emotions.  

Express own feelings and begin to understand how others might be feeling.                                                     

3. 

Talk, recognise and manage which colour zone they are in. 

Begin to consider/ identify activities as a tool for individual self-calming. 

4. 

Express own feelings and suggest how others might be feeling.                                                     

Identify and moderate own feelings socially and emotionally. 

Reflect upon own action choices and make links with how they are feeling. 

5. 

Actively manage which colour zone they are in and suggest ideas for activities for self-calming for 

themselves and for others. 

Explain how they can manage which zone they are in and independently apply activities to self-

regulate.   
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