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At Upper Nidderdale Primary Federation, we will all approach everything we do
in the CHAMPS way, helping every child flourish into a caring, confident and
resilient young person who has a love of learning and upholds our CHAMPS
Values:

Community - Treat others as we would want to be treated ourselves

Hope - Giving confidence in what we can contribute and achieve together
Aspiration - Believe that we can be the best version of ourselves in all that we
do

Mission - Living with purpose and commitment to making a positive difference
Perseverance — Not everything comes easily — keep trying to reach your goals
and dreams

Shine - Let your light shine on yourself and others

As Rights Respecting schools, our intents are based around the following

articles;
Article 23

You have the right to special education if you have a disability.
Article 28
All children have the right to a good quality education.
Article 29
All children have the right to an education that helps to develop their
talents and abilities.




Intent



We recognise the importance of cultivating a culture where children take
great pride in their writing can write clearly and accurately and adapt their
language and style for a variety of purpose and audiences.

We want to inspire children to be confident in the arts of speaking and
listening, so that they can engage fully in discussions and debates.

We believe that a thorough grasp of literacy skills is crucial for full access to
the rest of the curriculum and that it gives children the tools o participate
fully as a member of society.

We are determined for ALL learners to reach their full potential, and for our
pupils fo know more and remember more. We adapt our planning to address
misconceptions, gaps in knowledge and forgotten knowledge.



Proficiency in writing is a key skill throughout school and life. Being able to express
ideas clearly and write fluently creates opportunities. Gaining a good English GCSE
opens doors to a much wider range of education and employment choices, but it is not
only about English. Pupils who find it difficult to express their ideas in writing are likely
to struggle across the curriculum.

Writing offers pupils opportunities to express attitudes, opinions, judgements and
ideas. When we write, we have to consider the thoughts and ideas we are trying to
convey and also reflect on how best to explain those ideas engagingly but clearly to a
distant readership. A complex text may be cognitively taxing to read, but it will be less
challenging than constructing it in the first place. Writing helps thinking and learning3.
It helps pupils to consider information more deeply than when they are simply reading
it; it enhances the learning of subject matter and helps cement that learning in long-
term memory. More experienced writers, for example, may find that they can resolve
their thinking more effectively by actually writing than by spending time thinking about
what to write.

When writers abdicate composition to artificial intelligence (AI), none of these
cognitive advantages applies. Writing also has a range of wider benefits. Communication
is important in developing social relationships. Much of our communication is written,
including emails and social media. Writing is therefore key to social experiences as it
enables participation in social communication



The Simple View of Writing

The Simple View of Writing does not imply that writing is simple but, rather, that
without developing the two aspects of composition and transcription, proficient writing
is not possible. The authors of the Simple View of Reading were clear that reading
comprehension is highly complex and enhanced by subject knowledge, but that
developing comprehension was conditional on developing fast and accurate word reading.
Berninger and others recognised that writing composition was at least as complex.
Indeed, they revised their model intfo a Not So Simple View of Writing to highlight the
importance of executive functions in the writing process: self-regulation, planning,
problem solving and monitoring. In contrast to reading, writing has additional complexity
in that writers also need to consider the context of, and purpose and audience for, their
writing, and know about the topic they are writing about. The Education Endowment
Foundation (EEF) discusses the implications of the Simple View of Writing in their
Improving Literacy guidance report.



The Simple View of Writing

Figure 1: An illustration of the simple view of writing

good language compaosition

a competent writer

good transcription skills

poor transcription skills

poor language composition



Why Writing is Challenging

Beginner writers are required to think consciously about everything they are doing
while writing, from holding the pen correctly to forming letters legibly, combining
them accurately in words, before they can even think about using those words to
express ideas effectively. In the same way that a pupil who is concentrating on
decoding words in a book will struggle to comprehend much of the text, a pupil who
is concentrating on their handwriting and spelling (franscription) will find it very
challenging to put what they want to say on paper.

Composition is challenging in its own right: it has been suggested that planning,
composing and rewriting a text is twice as mentally demanding as reading a complex
text. An effective writer has to attend to numerous elements simultaneously21.
This can present an overwhelming challenge for pupils’ working memory, that is,
their limited workspace for thinking, learning and remembering. This is particularly
the case for novice writers. As they become more skilled with the individual
components, they are more able to manage all of them but it can be overwhelming
while they are learning. Writing should not be rushed: pupils should concentrate on
the quality of their writing rather than producing large amounts of lower-quality
text.



Managing Cognitive Load
Ofsted's 2022 research review in English noted:

"Pupils need sufficient capacity in their working memory to plan, compose and
review effectively. This requires transcription skills to be secure.. Once
children are fluent in word reading, they are able to focus on comprehending
what they read. Similarly, fluency in transcription frees up working memory
to focus on composing writing.”

Just as decoding is not reading, transcription is not writing: it is essential but not
sufficient. Some pupils will have picked up a few writing conventions from their
reading, but most will need to be taught how to compose and how to combine words
accurately and with impact in their own narrative (fiction) and non-narrative (non-
fiction) writing.

Writing is always challenging and the demands on working memory continue well
beyond the point at which ftranscription becomes automatic. This is because, as a
writer becomes more expert, expectations are raised, so the demands of what to
say and how to say it increase; usually with expertise, task processing and
execution speed up, but adult ‘expert writers paradoxically spend more time on
their text and operate more complex processes than novices.



Managing Cognitive Load

Sequenced teaching gives pupils the best chance of mastering the written language,
and of understanding the writing process and models to support their writing. Such
teaching gives them a framework as they learn to express their own narratives and
arguments.

Pupils that are rushed to compose more than they can do confidently can feel
overwhelmed and unsuccessful. Others may be turned off writing, if teaching is
focused too heavily on learning lists of spellings and grammatical concepts, out of
context and with little understanding of their potential for expressive impact.



English and Inclusion

At our school we teach English to all children, whatever their ability
and individual needs. Through our teaching we provide learning
opportunities that enable ALL pupils to make good progress. We strive
to meet the needs of those pupils with special educational needs,
those with disabilities, those who are more able and those with
English as an additional language. We use high quality teaching in the
first instance, and adapt our teaching so that he curriculum is
accessible to all learners, no matter what their barriers to learning
are.



Implementation



Our curriculum is ambitious and gives ALL learners the knowledge and cultural capital they need to
succeed in life. We have taken a holistic approach to reading within school, placing it at the heart of
everything that we do. This approach of equity reflects our determination to give ALL our pupils,
particularly the most disadvantaged, the knowledge and experience to accumulate the cultural capital
necessary to succeed in life in modern Britain and beyond.

Our curriculum is coherently planned and sequenced. We believe that it is the right of every child to
have access to an exciting, engaging and innovative English curriculum which enables and empowers
children's written and oral communication and creativity. A high quality English curriculum should
develop children's love of reading. We aim to inspire an appreciation of our rich and varied literary
heritage and a habit of reading widely and often.

The books and poetry that we will use in school are carefully chosen to give our pupils experience of
rich and exciting vocabulary. We have carefully constructed a reading diet for our pupils that is
ambitious and that will immerse them in a rich literary heritage, reflecting the best that has been
thought and said.

We recognise the importance of cultivating a culture where children take great pride in their writing
can write clearly and accurately and adapt their language and style for a variety of purpose and
audiences.

We want to inspire children to be confident in the arts of speaking and listening, so that they can
engage fully in discussions and debates.

We believe that a thorough grasp of literacy skills is crucial for full access to the rest of the
curriculum and that it gives children the tools to participate fully as a member of society.

We are determined for ALL learners to reach their full potential, and for our pupils to know more and
remember more. We adapt our planning to address misconceptions, gaps in knowledge and forgotten
knowledge.



Writing Curriculum

Sequence
of Learning




The implementation of our writing curriculum is based on Philip Webb's Five Phases.

We have chosen to implement this pedagogical approach because it means that our
pupils are immersed in high quality texts, which allows them to see how an expert
used the grammar and punctuation rules that they are learning about. It also ensures
that they are exposed to high quality vocabulary which they may choose to ‘magpie’
in their own writing.

It also means that children see the whole text during a unit and not extracts or
excerpts. This means that, over time, they will become more skilled at writing whole
texts.

The first two phases allow discussion and analysis of a text. By improving the
comprehension of a text, children will be able to see how the text was put together
and why the writer chose the writing techniques that they did. This will help them to
make decisions about their own writing. In these phases, children will read like
writers. In Phase 2, children will begin to write short written responses to questions
posed. These responses can be edited and polished and used in a longer piece of
writing in phase 4. In this way, all children are supported to lessen the cognitive
overload of writing. They are supported with a piece of writing that they build up
and improve without the cognitive pressure of writing a whole piece. They may be
supported to expand a simple sentence, write compound or complex sentences or work
on sentence manipulation, such as moving an adverb in the sentence to the start and
discussing the effect on the reader.



In Phase 3, children will exposed to some explicit Grammar, Vocabulary and
Punctuation teaching. They will already have been exposed to these in phases 1 and 2
and have seen the effect of them. How they will learn more about the rules and
conventions around this. Teachers will refer to the long term planning overviews for
their year groups to ensure that a sequential and cumulative approach to teaching
grammar and punctuation is maintained, with the opportunity for recall and
consolidation of previously learnt knowledge.

In Phase 4, children will be planning, drafting and editing. They will already have a
bank of writing from phase 2 (it could be a story opening, a character or setting
description or a piece of dialogue). At this stage in the writing process, reference
will be made back to the Sue Palmer skeleton frames and how they can be used in
non-fiction writing to plan and draft a piece of writing. Editing can be done as the
piece of writing is being completed for some children and after it has been completed
for others. To balance out the first two phases, in this phase children will be writing
like readers, thinking carefully about what they learnt in phase 1 and 2.

Phase 5 is a published final piece of writing, a culmination of the previous phases to
be shared and celebrated.



Medium Term Planning using planning cards
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Fiction Unit - From Prediction to
Publishing

broce et Jiece JE T

Reading

Prediction | |comprehension

Planning Publishing
Drafting

Editing

Gap filling ARE Grammar

Revise - Practise - Introduce -



Non-Fiction Unit

Cross
Phase 2 Curricular

Phase 1 Phase 3 Phase 4

Reading

How are these texts organised? Shared Independent
How are they written? Writing Writing
Comprehension Publishing

Revise - Practise - Introduce - Practise -




Writing in
Reception




Writing in Reception

The early learning goal for Writing includes transcription. This is because mastering
Transcription prepares children o become writers. Learning to control a pencil to
form letters, then words and then sentences means their minds are free to
concentrate on the ideas they want to convey through transcription. Teachers
should therefore introduce regular explicit handwriting instruction, in addition to
phonics in early reception.

On joining reception, we recognise that some children may need teaching and
practice in using and manoeuvring their thumb, wrist and shoulder muscles in the way
they need for handwriting. Initially, handwriting lessons could include learning the
movements needed to form letters, practising these movements at a range of sizes
(for example, in the air or, for some children, with fingers on a surface that leaves a
trace), learning how to hold and control a pencil and the correct position for writing.
Teachers may also need ensure that pupils are secure in their understanding of key
directional words such as up, down, round and back.



Writing in Reception

We recognise that children need plenty of opportunity to share and elaborate on
their ideas. They should be encouraged and supported by adults who are effective at
modelling high-quality language and questioning sensitively. This will support them to
develop and use a wide range of vocabulary and language structures. This, in turn,
will help them to become adept at using these structures in their own writing. The
non-statutory early years curriculum guidance Development Matters33 provides
further guidance on supporting children's developing understanding of language and
on developing handwriting.



Reception

Children in Reception will follow an adapted approach to the Phase 5 planning. They
will follow a 3 phase approach to writing and GVP.

Phase 1 will provide opportunities to reinforce previously taught GVP. This will also
allow opportunities to make predictions, learn, use and apply new vocabulary and
become emersed in making predictions about the story or text.

Phase 2 will focus on comprehension. It will provide a deeper understanding of the
text and vocabulary and allow children to have the chance to ‘slow down to speed
things up' meaning children will become all consumed in a text that they are able to
fully understand emotions, story structure, features and sentence structure.

Phase 3 will give the children the chance to write - through imitation and innovation.
Children will sequence text types, create story maps and Focus on specific skills
when writing about the story i.e. capital letters/full stops, initial sounds. Children
will finish by completing a ‘final piece’ of writing.
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Writing in
Year One




Year One

Children in Year 1 will follow the same 5 phase approach to English. However, this will be slightly
adapted to meet the needs of early writers and to ensure that there is an emphasis on planning
opportunities for pupils to practice and apply their phonics skills in writing. In Year One, the emphasis
is not on writing in a particular genre for a final outcome at the end of the unit. The focus is on orally
rehearsing sentences and applying their growing phonic knowledge independently. This could include
wanted posters, story maps, invitations fo and from characters in the story etc.

Phase 1 will provide opportunities to reinforce previously taught GVP. In Phase 1, children will be given
opportunities fo make predictions, learn, use and apply new vocabulary and become emersed in making
predictions about the story or fext.

Phase 2 will focus on comprehension. It will provide a deeper understanding of the text and vocabulary
and allow children to have the chance to "slow down to speed things up’ meaning children will become all
consumed in a text that they are able to fully understand emotions, story structure, features and
sentence structure. Children will have opportunities to practice and apply their growing GVP knowledge
in shorter pieces of writing that link fo the chosen text.

Phase 3 will focus on the further develop of their GVP skills, with teacher modeling and lots of
opportunities to orally rehearsing sentences that they want to write (THINK IT, HEAR IT, SAY IT,
LIKE IT, WRITE IT). In this Phase, they will be taught knowledge and skills that will develop their
writing ability, such as joining fwo sentences together with ;and.

Phase 4 will give the children the chance to write - through imitation and innovation. Children will focus
on specific skills when writing i.e. capital letters/full stops, joining sentences with and, Again, there
will be planned opportunities to practice and apply their phonics skills in a longer piece of writing..



Writing in
Year Two &
Key Stage Two




Year Two onwards

From Year 2 onwards, children will follow the a 5 phase approach to English.

Phase 1 will provide opportunities to recap and retrieve previously taught GVP knowledge, as well
as opportunities to practice and apply this in short contexts. In Phase 1, children will be given
opportunities to make predictions, learn, use and apply new vocabulary and become emersed in
making predictions about the story or text.

Phase 2 will focus on comprehension. It will provide a deeper understanding of the text and
vocabulary and allow children to have the chance to 'slow down to speed things up' meaning
children will become all consumed in a text that they are able to fully understand emotions, story
structure, features and sentence structure, as well exposure to rich and varied vocabulary.
Comprehension questions will be planned in reference to the content domains for reading in Key
Stage One and Two.

Phase 3 will focus on the further development of their GVP knowledge, connecting prior essential
knowledge with new knowledge. Whilst the focus is not an writing in a particular genre, there will
be a focus on purpose and audience and on explicitly teaching the text structure and organist ion
of a genre that fits the purpose (see long term planning).

Phase 4 will give the children the chance to write - through imitation and innovation. The teacher
will explicitly model how to plan and then how to write from a plan. Children will plan, draft and
edit in this phase.

Phase 5 - Children will finish by completing a 'final piece' of writing.



The Five
Phases




In Phase One, we will share the
e e ~ Learning Journey with children.
e e e we wilooka. THey Will be able to see what they
the language features so that we know how to write W|” be |eal"nlng and Why
- (Metacognition).

instructions.

T - There will be an emphasis on what they
: :ew':,l'l;wrufeab:ofefofhemainchamcferusingcoru ’ will be recal“ﬂg/recapplng from the|r
€ will learn about subordinate i .
);h:fd;em.mkeoui"wrﬁn?;oﬁl“‘;‘n‘::;’;}’n?;g;,& * prior GVP knowledge and what new GVP
' knowledge they will be taught in this
unit.

We will use eve

rything that
et o e 9 we have learnt to plan,

rnative ending for the story. We will |




Recall nouns and ac

4 W is the difference between a

—

»eomonmuncndaPNPG""W"?

LTV N 3&4&\ "\

= qu out this text. Underline the common

~

in red. Uuderlmcfhepropcr-mmsin ‘.
- Make any corrections

 monday i am ing to a new school. the
&NHMH
_ bﬁqg. tMvecmfeachr:Hu:lq,

i

i



Written outcomes

-

Sentence Leve

hort purposeful outcome - prediction-
diary/note to character - description -
might be part of a lesson

Shorter written outcomes

Longer purposeful outcome - longer letter -
character comparison - more formal outcomes
may be a full lesson.

Longer written outcomes

End of unit pieces following the planning, drafting, editing process
worked over a couple of days.

Extended written outcomes



Phase 1 - Prediction
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Phase 2 - Comprehension . .



Phase 2 - Comprehension




Phase 2 - Vocabulary

nice happy
kind pleasant
friendly cheerful
helpful  smiling



Phase 2 - Speaking and Listening - Giving the children an opportunity to
practice and apply what they have been learning about orally, rehearsing what
they will be writing about.




Spoken
Language
Opportunities




Drama Techniques

Freeze Framing

‘Freeze frames are still images used to illustrate a specific incident
or event.

*Individual children or groups are asked to represent the characters
at a significant moment.

‘Freeze frames can be improvised or planned briefly.

‘Positioning and body shape have to be considered carefully in order
to represent ideas and emotions.

‘Freeze frames can be brought to life through 'Thought Tracking.'

Thought Tracking

*This is a good technique for creating and then examining the private
thoughts of characters at particularly tense moments of a narrative.

‘It focuses on the characters in a freeze frame, and it involves the
rest of the class contributing ideas as if they were speaking the
thoughts of one of the characters.

‘The class makes a circle around the character and says their
thoughts one at a time, or individual children can stand next to the
frozen character and speak their thoughts aloud.




Drama Techniques

Work together in a small group, each child in the group is
allocated a role (relating to the particular issue).

‘As discussion progresses, each pupil represents the point of
view of the role they represent.

Hot
Seating

'Hot seating focuses closely on a character and looks at their
motivation.

‘Hot seating involves the class in asking questions of someone in
role as a character, either fictional or real, who sits in the hot
seat.

*This strategy works best if both the role player and the
questioners are familiar with the character and the narrative or
the situation.




Drama Techniques

Forum
Theatre

Forum theatre allows an incident or
event from different points of view,
making it a very useful strategy for
examining alternative ideas.

A small group acts out a scene while the rest of the class watch
them.

*The class work as directors of the
group in role, e.g. asking them to act or speak in a particular
way, questioning the characters in role.

Conscience alley is a means of exploring a character's mind at a
moment of crisis and of investigating the decision they are facing.

*The class create two lines facing each other. One child in role,
as a particular character, walks down the ‘alley’ between the
lines.

+Children voice the character’s thought, both for and against a
decision.

*The child in role listens to his/her conscience before making a
decision.




Drama Techniques

Meetings

*The teacher in role, perhaps as an official, can call a meeting
for the whole class to attend.

‘Meetings enable information to be shared with the whole group
so that a group decision can be made about the situation they
face.

‘Meetings encourage children to adopt a collective role e.g.
Romans, villagers on opposite sides about a road being build
etc. This collective role can help less confident children.

‘Meetings used at the start of a drama can be an efficient
way of creating roles or focusing on a problem.

*This is a really cross-curricular drama approach.




Jigsawing

‘Organise the children into home groups, preferably, of equal
numbers. Give each home group a related topic to research, such as
an animal.

*‘Number each child in each home group.
Give each of the children with the same number to one area for
investigation, such as eating habits, appearance or habitat They will

become the ‘expert group.’

After undertaking the investigation, the children all go back to
their home group.

* The children take it in turns to feedback their findings to each
other.

Presentations

‘Following on from the jigsawing work,
the group work together to prepare
and present their findings.

*The group could work together to
decide on the best way to present their findings.




Snowballing

*Talk in pairs, either to develop
initial ideas or to share ideas about a topic.

‘Pair with another group of two and pool ideas in the
new group of four.

‘Fours can double up to eights and pool ideas.

Envoying

After being given a topic or question to discuss, the group can
send one member as an envoy to
share ideas or information with another group.

‘Once the information is gathered, the ‘envoy’ returns to the
original group to share their
findings.

‘Envoys move all around the groups in turn explaining/sharing
ideas gathered from the groups
they have visited.




Diamond Ranking ‘A group is given a set of 9 cards with statements on
them such as, different qualities
needed to be a good friend, etc.

DIAMOND RANKING

*The group needs to agree, through discussion,
which of the statements are the most important.

‘They then continue to rank them in order of
importance or relevance.

‘When some are considered of equal importance, they
can be ranked in a line.




Speaking and Listening

Think, Pair, Share *Think about an issue on your own.

- Share ideas with a partner.

., e

Share ideas with another group or the whole class

R

&

Listening ‘Work together in groups of threes.
Triad

-\ ‘The listener observes the discussion, gives feedback
/ \ to the speakers and/or

/C@\Eff @ﬂ\ gives feedback to the class.
/ N

*The two speakers discuss the topic
or question set by the teacher.




Speaking and Listening

Talk *Children work in pairs for an
Partners

allocated time, talking to each other at specific
points in a teaching sequence.

*The focus of the talk needs to be made clear e.g.
generating ideas, reflecting on learning, etc.

‘To emphasis the need to use language rather
than gesture or facial expression,

*Children sit back to back with telephones,
to have a conversation.

*The content of the conversation may vary,
but the children must listen carefully to what is
being said because they cannot see the person

who is speaking.




Phase 3 - Text Structure and Organisation




Phase 3 - Text Structure and Organisation - It is important that

Children understand the purpose of their writing, rather than just

The text type that they are writing in.

Instruction text

Discussion text

report text

* describes what things are like

tells how to do or make something

in time order -
(sequential/chronological) b B

O-O-0-O =

Persuasion text

- makes a case for a particular
point of view

- one or more points, perhaps with
elaboration

(or were like)

\

* not in time order

A

\

explanation text

* explains how or why something happens

* cause and effect

* often in time order

(sequential)



Non-Fiction Text Shapes — Supporting all
learners
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Fiction Story Shapes

P Problem/
the week

Resolution
Story Shape

Story Shape

RESOLUTION O

Ending

Opesiing Siosing Journey Story Shape
event event




Phase 4 - Planning, drafting and editing

Punctuation Cricket
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WAGOLL

If a text is to exemplify the quality to which pupils are to aspire, a text
written by a proficient writer might be used. It could be written by a teacher
but could also be selected from a bank of exemplar texts created by the school
or available elsewhere.

Such texts:

- are written above the pupils’ instructional level

- are written at a level that is achievable by some pupils but that will motivate
and support all pupils

- contain all the language features and structures that would be included if a
pupil were to achieve all the objectives.

All types of model texts can support pupils’ writing, and a variety may be used
over a sequence of lessons, depending on the objectives



Writing Phases

« Imitation - familiarisation
 Innovation - adapting a well known tale
« Invention - creating your own story

After building up a ‘narrative storehouse,’ through the
earlier phases, pupils can write in an ‘adapted way.’
Pupils who find generating ideas more difficult may
choose to imitate what they have read in their own
writing. Children who are further along in the writing
journey may innovate on what they have read and
other children will be ready to invent their own fiction
writing.



Modelled Writing - I do

This is sometimes called ‘demonstration writing."” Where the teacher shows the children how
writers work e.g. thinking aloud, stopping and starting, ‘having a go’, making mistakes, changing
things, reading and re-reading, editing and checking for full stops and capital letters. Modelled
writing is the 'Blue Peter' approach. It should be used for new things or for difficult things.

This is where pupils observe an ‘expert’ modelling what they will be asked to do later.

Model writing by ‘thinking aloud’ about;

What to write

How to start

How to choose and link relevant information

How to present information and ideas

How to write a new text form

How to ‘have a go’ at a spelling or an idea

How to use classroom resources e.g. word banks, wall displays, prompt cards etc.

After modelling, always go over main teaching points to give children a clear reference point for
their own writing. The teacher will always model the learning objective so that the children have
a concrete example.



Shared Writing - We do

Shared writing is the joint construction of the text between teacher and children, either in the
whole class session or in small group work. As the teacher acts as scribe, the children are freed to
concentrate on the compositional aspects (rather than transcriptional) of the work and to
contribute a wide range of ideas. During shared writing the focus of the teaching should be on
specified learning objectives. This is to share with the children so it involves the children by
drawing on their contributions for writing - words, sentences, ideas.

Shared writing is the next step on from modelling - it is 'now we'll have a go together'.

The teacher

Scribes in front of the children;

focuses children on thinking about what needs to be done next - check plan, re-read, use targeft,
refer to model;

helps children generate lots of ideas and then select the most powerful, orally rehearsing and
rereading, making judgements;

sifts contributions - challenges if contributions are weak;

maintains pace so that there is a creative buzz;

sets ‘progress’ challenges, e.g. ‘now to show how he feels, let's try using a ‘fronted adverbial
starter’;

Shared writing balances demonstration and children’s contributions.



Independent Writing - We do

In independent writing, pupils write individually and independently after
modelled and shared writing, practising what they have observed. The

modelled and shared writing should allow pupils to gain confidence when
writing independently.



Establishing the audience and purpose for writing

For successful writing, it is important to establish a clear purpose
from the beginning. Pupils should be guided to articulate their ideas
and consider their audience.

The national curriculum for key stage 2 requires pupils to write for a
range of contexts, purposes, and audiences, but it doesn't specify the
types of texts to be taught. The purpose and audience should guide
the choice of writing form, whether it is a narrative, explanation or
description.

Since pupils are more familiar with narrative forms from their early
listening and reading experiences, they have a stronger grasp of
narrative texts compared to non-narrative ones. Therefore, they may
need additional support to understand non-narrative texts.



Building Paragraphs

Once pupils have a good understanding of how to write a sentence,
paragraphs can be composed with much greater ease. For instance, the act of
sentence combining gives pupils a strong sense of how to cohere multiple
sentences across extended paragraphs. Teachers should introduce
paragraphs at lower key stage 2 as a way for pupils to group related material.
A school-wide outline for paragraph structure and consistent teaching will
help pupils understand how to construct paragraphs.

Joan Sedita suggests that the ‘burger’ or ‘temple’ models are visuals that can
be used as a scaffold to help pupils fo remember paragraph parts.

Figure 4: lllustrations of the burger and temple models

i | » Topic sentence (TS)

| ] « Supporting, detailed sentences
: e Concluding sentences (CS)

N o




Building Paragraphs

Teachers can use colour coding to help pupils grow their knowledge of
paragraph structure. This strategy uses different colours to highlight
paragraphs parts. For example, teachers highlight or underline topic
sentences in green, supporting sentences in yellow and concluding sentences in
red.

Pupils should not be rushed to produce lengthy texts but encouraged (and
given time) to draft well-honed paragraphs that convey single ideas, avoiding
combining and confusing unrelated points.

Before writing a paragraph, planning using agreed paragraph structures
should help to avoid repetition, ensure essential information is included, and
support sequencing and coherence. Planning each paragraph also offers
opportunities for the teacher to provide feedback before pupils start
drafting. Paragraphs require planning before writing just as much as whole
texts do.

To embed understanding of how paragraphs are constructed, teachers may
also give pupils a model paragraph for the text type they are writing. With
the teacher, pupils could read, analyse and deconstruct it before they plan
their structure.



Coherence and Cohesion

Both cohesion and coherence are crucial for clear and effective
writing, although they address different elements of a text. Cohesion
relates to the links within and between sentences and paragraphs,
employing grammatical devices to connect ideas. Coherence involves the
logical arrangement and progression of ideas throughout the text,
ensuring that the reader can understand the content.

The national curriculum requires year 2 pupils to use the present and
past tenses correctly and consistently. This marks the beginning of
their understanding of cohesion. In years 3 and 4, this foundation is
expanded as pupils learn to choose nouns or pronouns appropriately for
clarity and cohesion. However, it is only in upper key stage 2 that pupils
start to learn how to use a wider range of devices to build cohesion
within and across paragraphs to create a coherent text.



Coherence and Cohesion

Cohesive devices can be explicitly taught to support pupils in establishing cohesion.

e pronouns and determiners that refer the reader back to information previously
mentioned, e.g., Jack climbed the beanstalk. He saw a giant and a pot of gold.

e conjunctions to link ideas across phrases, clauses and sentences, e.g., Jack sniffed the air,
but he could smell nothing.

e adverbials that indicate to the reader when, where, how or why the action in the
sentence is occurring or as a way of providing a transition between two ideas, e.g., With
great difficulty, Jack climbed the beanstalk.

e connecting adverbials as a way of providing a transition between two ideas, e.g., Jack
was climbing the beanstalk. Meanwhile, his mother was waiting at home.

e substitution — substituting a pronoun for a noun to avoid repetition, e.g., Jack really
wanted the gold. He got it.

e ellipsis to eliminate elements with no loss of meaning as the meaning is implied and
clear, e.g., Jack was going to run but [he] didn’t [run].

e consistent use of verb tense — This is particularly important as inconsistent tenses



Cohesion Devices

Cohesive devices

Reference

Using pronouns and determiners can refer the reader back to information
previously mentioned and enhance local connectedness.

Examples

- Jack climbed the beanstalk. He saw a giant and a pot of gold.

- Jack didn't want to see that giant again.

Conjunctions

These link ideas across phrases, clauses and sentences and also
enhance local connectedness.

Examples

- Jack sniffed the air, but he could smell nothing.

- Jack's mother told him to sell the cow because they needed money.



Adverbials

These indicate to the reader when, where, how or why the action in the
sentence is occurring and enhance local and fopic connectedness. They are vital
for creating mental models of a tfext for readers and are significant aids to
coherence.

Examples

» Shortly after dawn, Jack climbed the beanstalk.

* On the outskirts of the village, Jack climbed the beanstalk.
* With great difficulty, Jack climbed the beanstalk.

» To reach the giant's castle, Jack climbed the beanstalk

Connecting adverbs

These provide a way of providing a transition between two ideas and enhance

local connectedness across sentences and topic coherence across paragraphs.
Moreover, meanwhile, next, then, instead, finally, nonetheless.

Examples

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



Substitution
This uses a generic term to avoid repletion.

Examples

Jack really wanted the gold. He got it.



Learning
Journeys &

Non-
Negotiables




Learning Objectives

We carefully considered the use of daily learning objectives, considering their impact on learning and
why

we were using them daily.

We made the decision to share the 'bigger picture’ of our learning objectives over as unit of writing
with

Pupils at the start of a learning journey, sharing ands discussing what we would be learning and why.
These learning objectives would then be referred to and built upon in a sequence, rather than broken
down each day, without pupils seeing any connections in their learning. This helps to develop
metacognition - learning about their learning. The Learning journey would reflect the phases of

the writing journey.

A typical learning journey would look like this.

Our Writing Journey
We are writing to

Our new knowledge stops along the way are:
BUS To use imperative verbs to convey urgency.

BUS To use rhetorical guestions to engage the reader.

BUS To use relative clauses to provide additienal
enticement.
To use commas to mark the relative clauses.

Destination To write a holiday brochure using our grammar and
Writing Outcome | sentence knowledge to persuade the reader to visit.
G35 -

Knowledge that » Expanded noun phrases to add more detail
we will recall + Use of conjunctions.

Previous « Commas to mark relative clauses.
Knowledge.




Non-Negotiables in Writing

Each year group has a set of agreed writing non-negotiables.

Each piece of writing will have a success criteria/checklist for marking attached for the
appropriate year group ARE. Where a child is not working at there are, then teachers
will choose the most appropriate marking strip to use.

Rec

e Full stop at the Finger spaces
the start of a end of a sentence

sentence
. b

Y1

Join sentences
with and

Full stop at the
end of a sentence

Capital letters fon
the word I and

Capital letter at
the start of a

Finger spaces

sentence

.

names

A B
C




Y2

Y3

Y4

Use capital Use commas in Punctuate Expanded noun | Join sentences | Correct letter
letters, full a list different phrases to add | with a variety formation
stops and sentence types detail of conjunctions
finger spaces
ABC [

"y

ke roses, viclots,

k

/e
RS

ahc

Use capital Use inverted Use pronouns Adverbial Use a wider Join
letters, full commas for correctly for phrases to variety of handwriting
stops and direct speech clarity show time or conjunctions correctly

finger spaces _ S place
6699 =g /g )
© | P — \ Mm.ting
B! ap, Wrexd ml E/\/\ =
— ? '

Use capital Organise Use similes in Use fronted Use a wide Join
letters, full writing into fiction writing adverbials to variety of handwriting
stops and paragraphs vary sentence conjunctions correctly

finger spaces starters .
| v [T | HE S |
] WHed E/\/\ =




Y5

Y6

Use capital Use brackets, Link ideas Use modal Choose and use Join
letters, full dashes and between verbs vocabulary for handwriting
stops and commas to paragraphs effect correctly
finger spaces indicate
ABC parsnthesis L Modal Verbs o
oS oo0 Joined
& 9 @ e gﬂiahrases . ‘ m ive
B "m0 writing,
Use capital Use eolens and Adverbial Use medal Use Jein
letters, full semi-colons phrases verbs subordinating handwriting
stops and conjunctions in correctly
finger spaces different parts
ABC dvertin Clusesand Phrases — of a sentence L
® O\ aaalee “Subordmating| | joined
: @ 9 OFF | 2 Q| il L ing
) "o @




Non-Negotiables in Writing

Each year group has a set of agreed writing non-negotiables. These will be used to assess
pieces of writing at the end of a writing unit.

These are aspects of SPaG that will be developed throughout the year and will be used to
ensure that all pupils are aware of what is the minimum expectation for each piece of
writing in their year group.

These will be used for teacher/self marking so that pupils can set meaningful targets
for themselves and others. Targets can be set for the next piece of writing. Also, pupils
can be taught to edit (purple) and improve/revise (yellow) their writing.

Year One Writing - Non-negotiables Year Six Writing - Non-negotiables
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Live/Reactive Marking in writing

Research into feedback has indicates that faster feedback is more valuable to students because
learners find it easier to improve if their mistakes are corrected quickly (Education Endowment
Foundation).

We believe that live marking promotes a rich dialogue which enables the teacher to talk to the
children on an individual basis and find out how the learning is going. It allows the teacher to give
immediate feedback on success and the opportunity to discuss further areas for improvement. The
teacher can also pick up on any mis-conceptions and use this as a teaching point for the rest of the
class. If there is a common issue that several children are struggling with the teacher could work with
these children together instantly.

e Children grouped according to needs (clustering needs)
e A mini lesson within a lesson.
e Known as 'precision intervention.’

The teacher might:

e  Work with children who are below the level of the majority of children in the class to reinforce
key objectives covered in whole-class sessions, reinforcing phonic and spelling strategies.

e  Work with children who are above the level of the majority of the class to challenge and extend
their writing.

e Work with children who have completed some independent writing, responding to their work and
guiding them to make improvements or corrections.

e Use the opportunity to extend and challenge more-able groups of children:;

Self-assessment > Weriting Non-negotiables.



Substantive Knowledge

In writing, substantive knowledge is the ability to effectively plan, draft, and construct
writing for different purposes. When constructing writing, this involves knowledge of
structural, grammatical and linguistic features as well as knowledge of handwriting and
spellings. Through deliberate practice, this substantive knowledge becomes automatic and

fluent leading to mastery and an alteration of the long term memory.

Disciplinary Knowledge

In writing, it is the ability to evaluate and edit text and apply substantive knowledge to
effectively write for a range of purposes. It is not only demonstrating fluency when using
different devices in writing, but it is the ability to ‘write with the ear’; to hear what the
reader would, and make choices based on effectiveness and coherence. In both reading and
writing, it is the process of thinking critically and creatively using the automaticity of
substantive knowledge.

We use high quality texts and encourage the children to read as writers and to write as
readers.

Children will be exposed to high quality teaching, including modelling and shared writing to
enable them to see how writing develops and to hear the decisions that writers make as they

are working.



Three Week

Writing Unit

*The lessons set out in this diagram are set as a guideline, teachers will use their
professional judgement if an aspect takes more or less time.



Suggested Writing Sequence

Session

1
Prediction

Engage the children in the text with an exciting introduction to the book, such as The Big Envelope.
Encourage to children to back up their predictions with evidence. Encourage discussion, and use open
questioning to develop predicting skills.

* What do you think will happen next?

« What do you think would happen if ?

* Based on what you have read, what does the last paragraph suggest might happen next?

* Can you think of another story, which has a similar theme, e.g. good vs evil?

* Do you think this story will end in a similar way? Why?

* Why did the author choose this setting? Will that influence how the story develops?

* How is like someone you know? Do you think they will react in the same way?

* What might happen next? Why?

* Choose one character from the book and predict how you think they will behave/react?

+ Can you predict several possible outcomes and explain your answer?

*  What if..?

* If there was a sequel, what might happen? Why do you think this?

Session

2, 3and 4
Comprehension

Recap work covered in the previous session.

Look at the learning journey and explain what the children will be learning about over the next few
weeks, what the purpose of their writing in (to entertain, to inform, to persuade, to discuss) and
why they will be learning about this (metacognition).

The purpose of these sessions is to fully immerse pupils in the text type, analysing the layout, the
vocabulary used etc. It is an opportunity to further develop comprehension skills as well as
developing the children's ability to read like writers, analysing why writers have made certain
decisions and what writing tools they have chosen to use- what is the affect on the reader? Look at
vocabulary choices, create a list of synonyms to use in independent writing to display on the working
wall. References to the writer's toolkit displays can be used to link reading and writing.

There are a variety of strategies to use in these sessions such as role on the wall, axis of emotion,
decision wheels, Tell Me grid. In these sessions the children will get a deeper understanding of the
purpose of the writing, build up vocabulary and have opportunities to write shorter pieces of writing
(reducing the cognitive overload). These pieces of writing could be story openers, character or
setting descriptions. Pupils will have the writing modelled for them and then be supported to develop
their writing further. For example, they could be given a simple sentence that they need to add
expanded noun phrases to, or they could be experimenting with fronted adverbials. These pieces of
writing can be incorporated into their longer pieces of writing.




Suggested Writing Sequence

Session 5

Spoken
Language

In these session, the children will have the opportunity to practice and apply the knowledge and
vocabulary that they have gained in the previous sessions, in an oral manner. See Phase 3
guidance for ideas.

These can be developed for fiction and non-fiction genres.

Sessions 6, 7, 8, 9

Text, Structure and Organisations

Inn these sessions, the children will have discrete lessons on grammar and punctuation (teachers
will use the long term plans to ensure that coverage is cumulative and sequential). Teachers will
explicitly teach the knowledge needed to develop punctuation and grammar skills, as well as
opportunities to use this new knowledge in shorter pieces of writing, for example, writing a short
piece of dialogue or adding extra information for parenthesis. In this way, children can practice
and apply their growing GVP knowledge and have an opportunity to apply previously learnt GVP
knowledge without the cognitive overload of writing a full piece.

In these sessions, pupils can also learn more about the structure and organisation of the text
type that they have been reading and analysing. In non-fiction, Sue Palmer skeleton books can be
referred to and the link between certain text types and the grammar and punctuation that they
have been learning can be made explicit. In these session, teachers can make reference to the
work done in the comprehension section of the unit - reading like a writer. What would the ARE
success criteria for this text type have in it? Share with the children.

In fiction units, reference can be made back to work previously done in the comprehension phase.
What sort of fiction are we going to be writing? What have we learnt do far What would the ARE
success criteria for this text type have in it? Is there anything specific to this type of fiction
(tfraditional tales, mystery stories etc.) that will influence our writing (refer back to phase 2).




Suggested Writing Sequence

Sessions 10, 11, 12, 13, 14
Planning, Drafting and Editing

See progression for planning, drafting and editing.

Planning - ensure that children are aware of why they are planning and how it supports their
journey. Teachers to make explicit links between the shape of the text that they have been
learning about an looking at in Phase 2 and Phase 3. Teacher to model how to complete the
planning pro forma.

Drafting - Teacher to model how to use the planning to inform writing. They will use the writer's
toolkits to decide on the best tools to use for the desired effect on the reader. In this phase,
they will write like readers, considering everything that the have learnt in the previous phases -
punctuation and grammatical choices, choosing the best vocabulary to use and considering their
sentence structure and use of cohesive devices.

Editing - It is better to edit as they go along (live marking and self editing) to ensure that errors
are corrected and misconceptions are addressed before they are embedded. Writing make a large
cognitive demand on children, and leaving the editing process until the end of a piece of writing
can have a negative effect on their enjoyment of writing and their self-esteem. Ensure that
children are aware that editing is about correcting errors and improving is about making different
vocabulary choices or manipulating the order of a sentence for effect.

Session 15

Publishing

Inn these sessions, children write their final piece up in neat, or word process it. This is the
piece that will be shared and celebrated with the intended audience, a culmination of the 3 week
writing journey.




Progression in Writing

Plan/Draft/Edit

Feedback




Writing Progression

Planning

Drafting/Writing

Editing

EYFS

+  Write recognisable letters, most
of which are correctly formed;

+ Spell words by identifying
sounds in them and representing
the sounds with a letter or
letters;

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

Year 1

 saying out loud what they are
going to write about

+ composing a sentence orally
before writing it .

+ sequencing sentences to form
short narratives

+ [re-reading what they have
written to check that it makes
sense

+ discuss what they have written
with the teacher or other pupils

Year 2

Consider what they are going to

write before beginning by:

+ planning or saying out loud what
they are going to write about

* writing down ideas and/or key
words, including new vocabulary

* encapsulating what they want to
say, sentence by sentence

Develop positive attitudes

towards and stamina for writing

by:

* writing narratives about
personal experiences and those
of others (real and fictional)

* writing about real events

* writing poetry

* writing for different purposes

Make simple additions, revisions and

corrections to their own writing by:

* evaluating their writing with the
teacher and other pupils

* re-reading to check that their
writing makes sense and that verbs
to indicate time are used correctly
and consistently, including verbs in
the continuous form

* proof-reading to check for errors
in spelling, grammar and
punctuation [for example, ends of
sentences punctuated correctly]




Writing Progression

Planning

Drafting/Writing

Editing

Year 3
and
Year 4

Plan their writing by:

+ discussing writing similar to
that which they are planning to
write in order o understand and
learn from its structure,
vocabulary and grammar

« discussing and recording ideas

Draft and write by:

+ composing and rehearsing
sentences orally (including
dialogue), progressively building
a varied and rich vocabulary and
an increasing range of sentence
structures (English Appendix 2)

 organising paragraphs around a
theme

* in narratives, creating settings,
characters and plot

 in non-narrative material, using
simple organisational devices
[for example, headings and sub-
headings]

Evaluate and edit by:

+ assessing the effectiveness of
their own and others’ writing and
suggesting improvements

+ proposing changes to grammar and
vocabulary to improve consistency,
including the accurate use of
pronouns in sentences

+ proof-read for spelling and
punctuation errors

Year 5
and
Year 6

Plan their writing by:

+ identifying the audience for and
purpose of the writing, selecting
the appropriate form and using
other similar writing as models
for their own

+ noting and developing initial
ideas, drawing on reading and
research where necessary

* inwriting narratives, considering
how authors have developed
characters and settings in what
pupils have read, listened to or
seen performed

Draft and write by:

+ [selecting appropriate grammar
and vocabulary, understanding
how such choices can change and
enhance meaning

* in narratives, describing
settings, characters and
atmosphere and integrating
dialogue to convey character and
advance the action

* précising longer passages

+ using a wide range of devices to
build cohesion within and across
paragraphs

* using further organisational and
presentational devices to
structure text and to guide the
reader [for example, headings,
bullet points, underlining]

Evaluate and edit by:

+ assessing the effectiveness of
their own and others’ writing

*+ proposing changes to vocabulary,
grammar and punctuation to
enhance effects and clarify
meaning

* ensuring the consistent and
correct use of tense throughout a
piece of writing

* ensuring correct subject and verb
agreement when using singular and
plural, distinguishing between the
language of speech and writing and
choosing the appropriate register

* proof-read for spelling and
punctuation errors




Editing and Revising

We ensure that pupils are aware of the differences between editing and
revising.

<+ Revising is 'making changes to the content of the writing in light of feedback
and self-evaluation'.

< Editing is 'making changes to ensure the text is accurate and coherent.



Editing

We ensure that pupils edit their work for errors and correct them.
Pupils will edit their own work (alongside an adult if needed).

Adults may alert pupils to some errors, for example, how many missing
full stops.

Editing - I have checked for ...

Missing capital letters at the beginning of
sentfences.

Missing full stops

Missing capital letters for proper nouns.

Capital letters in places they aren't needed
Misspelt words (with an adult if needed)

Missing words

Punctuation in the wrong place or missing




Revising

Teachers will support pupils to revise/refine/improve work. They will draw on
work covered in ‘Daily Write' and sentence construction lessons.

First, pupils add to improve e.g. adding more evidence, facts, or compelling style
feature.

Then, pupils will read and revise (alongside the teacher depending on age/stage)
to remove any unnecessary language, or sloppy sentences.

Finally, pupils refine their sentences, such as adding in adjectives for effect, or
reorganising a paragraph to make a clearer point.



Sentence
Construction
Guidelines




The importance of Sentence Construction

Sentence level teaching focusing on how to construct sentences is a vital
part of our writing curriculum. It is the engine that propels pupils from
writing the way that they speak to using the structures of written
language.

We teach well-formed sentence needs step by step. We ensure that pupils
know that a sentence consists of a subject (such as a noun or pronoun) and
a verb (action, occurrence or state of being). We ensure that pupils know
that a subject and a verb lie at the heart of any sentence. All other word
classes add additional information. For pupils to master writing more
complex sentences, we believe that it is important to spend time teaching
them how to construct single-clause sentences with a subject and verb.



Oral Composition of Sentences

We believe that in the early stages of learning to write, sentence-level
composition should be carried out orally. Visual prompts (such as images
from a story book or photographs), along with sentence stems, can support
pupils to organise their spoken language into structures that are suitable for
written language. Teachers will model oral composition, demonstrating their
thought processes when writing.



Oral Composition of Sentences

Even when pupils are able to transcribe, oral composition still has value,
Composing orally before writing reduces cognitive demand when pupils
transcribe the phrase or sentence because they have already formulated
their ideas and made decisions about sentence structure and vocabulary. It
also gives them the opportunity to test ideas before writing them down.

We will plan opportunities to orally compose a sentence at a time. The aim
is for the process of formulating text before writing it down to move from
oral composition to something pupils do in their heads.



Mastery of Sentences

We do not expect pupils to produce extended pieces of writing until they
are ready. Instead, we will give pupils ample opportunities to practise their
basic sentence construction skills.

Opportunities will be planned to support the mastery of sentences and

encourage pupils to use sentence structures effectively and creatively.

These include;

« Combining sentence fragments (words, phrases or clauses) to create
complete sentences.

« Combining sentences (combining two or more single-clause sentences to
make one grammatically accurate sentence).

* Remedying inaccurate sentence structure.

« Extending single clause sentences using conjunctions and additional detail.

 Using pictures and animations to reduce cognitive load.

« Adding information using adverbials.

« Using the passive voice.

« Writing the four different sentence types (statements, questions,
commands and exclamations).



Examples of
sentence structure
activities




Using sentence fragments to create complete sentences

 Activity - Using sentence fragments to complete sentences.

« Explanation - Pupils who are learning to form complete sentences benefit
from understanding that there are two parts to a sentence -

Subject - A word naming a person, place or thing

Verb - An action, occurrence or state of being.

This would be used to reinforce this point. It can be done with pupils who
have not developed transcriptional skills.

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

climbed the beanstalk e Jack

SAW A @imﬁ'




Using sentence fragments to create complete sentences

Fragments can be expanded further to use other elements of a sentence,
such as adverbials, expanded noun phrases and subordinate clauses.

he rav away because he was scared

afrer Jack Saw a giant

he climbed the tall, green beanstalk




Correcting incorrect sentence structure

* Activity - Correcting incorrect sentence structure.
« Explanation - Asking pupils to identify correct and incorrect sentences
develops a deeper understanding and awareness of:

> Sentence structure
> Correct punctuation

Example:

The teacher can provide pupils with lines such as:

The tall, green beanstalk. (no verb)

Saw a terrifying giant at the top of the beanstalk. (no subject)
he saw a giant (no punctuation)

Pupils are then asked to complete the lines as sentences, including the
correct punctuation.



Extending sentences using conjunctions

« Activity - Extending sentences using conjunctions.

« Explanation - Activities that encourage pupils to extend single-clause
sentences using conjunctions develop pupils’ understanding and use of
sentence structure.

» A conjunction links two words, phrases or clauses tfogether. There are two
main types of conjunctions:

- co-ordinating conjunctions (e.g. and) link two words, phrases or clauses

together as an equal pair

» subordinating conjunctions (e.g. when) intfroduce a subordinate clause

Example:

A teacher may encourage a pupil to complete the following sentence starters:
« Jack climbed the beanstalk because...

« Jack stole the gold so...

« Jack climbed the beanstalk but...

« Jack ran away when ...



Sentence Combining

* Activity - Sentence Combining

« Explanation - This activity encourages pupils to combine two or more
single-clause sentences to make one or more grammatically correct
sentences that contain all the relevant information and ideas.

It promotes the use of word classes such as pronouns and promotes
cohesion within and across sentences.

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

These three single-clause sentences might become:
Jack climbed the beanstalk and saw a terrifying giant.

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



Using Pictures

* Activity - Using Pictures
« Explanation - Using simple pictures representing subjects and verbs can
reduce the cognitive load when pupils are practising sentence structure.

They can be used later to develop sentences into paragraphs.

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

Jack saw a beanstalk. He decided to climb it.

This can be developed into.

After noticing the beanstalk, Jack decided to climb it.

The picture ensures that the pupils can concentrate on the sentence
structure and not on generating the idea, but it also leaves room for some

creativity.

Jack decided to climb the beanstalk that had magically appeared in the
garden.



Adding information using adverbials

Activity - Adding information using adverbials

Explanation - Asking pupils to extend a sentence using an adverbial develops
understanding of.

« Sentence structure

 Clauses and phrases

* Punctuation

Adverbial: A word or phrase that is used, like an adverb, to modify a verb
or clause. Of course, adverbs can be used as adverbials, but many other
types of words and phrases can be used this way, including preposition
phrases and subordinate clauses. They can give extra information about
time (when), place (where) and manner (how).

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

Jack climbed the beanstalk.



Adding information using adverbials

Jack climbed the beanstalk.

Time, place or Example sentence
manner
When? Shortly after daww, Jack climbed the beanstalk.
Jack climbed the beanstalk straight after breakfast.
Where? At the outskirts of the village, Jack climbed the beanstalk
Jack climbed the beanstalk in the next field.
How? With great difficulty, Jack climbed the beanstalk.
Jack, with a very deep breath, climbed +the beanstalk.




Using the passive voice

Activity - Using the passive voice.

Explanation - Asking pupils to change sentences using the passive voice
shows them how to change the emphasis of a sentence. It develops their
understanding and awareness of:

« Subject and object
« Verb forms
« Sentence structure

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

The giant shut the heavy, wooden door.
becomes .....

The heavy, wooden door was shut by the giant.



Distinquishing between and practising the four types of sentence

Activity - Distinguishing between and practising the four different
sentence types

Explanation - The National Curriculum requires that, from Year 2, pupils
learn how to use sentences with different forms: statement, question,
exclamation and command.

Statement: tells you something.

Question: asks something and usually requires an answer.

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

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

Example:

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

Sentence type Example sentence
Statement Jack climbed the beanstalk.
Question Pid Jack climb the beanstalk?
Command Climb the beanstalk, Jackl
Exclamation What an enormous beanstalkd




The Four Sentence Types

Pupils can be asked to write a statement, command, question or
exclamation. Asking them to do this can support their understanding of

sentence structure in a number of ways:
« Embeds understanding of the way in which the grammar of a sentence

reflects the sentence type.
« Develops and understanding of the punctuation required by sentences of

different types.



Handwriting
Guidelines




"The importance of handwriting in developing pupils’ writing cannot be
understated. Fluent handwriting is a significant predictor of positive writing
outcomes, while a lack of fluency can constrain pupils by:

 Hindering their composition - the cognitive demands of handwriting can
divert attention away from other elements of writing, such as planning,
composing and revising.

 Reducing motivation - handwriting difficulties can make writing more
effortful and frustrating, which may affect pupils’ motivation, especially
if they lack support or alternative strategies to express their ideas.

* Preventing others understanding what they have written - poor
handwriting devalues the content, with a detrimental impact: texts in
poor handwriting are often assessed as being of lower quality.

The Writing Framework - July 2025



At The Upper Nidderdale Primary Federation, we believe that handwriting
should be taught precisely, in a clearly sequences progression, starting from
Reception, to support their gradual acquisition of skills.

We believe that all teachers should expect consistently high standards,
making sure that pupils practise handwriting regularly and consistently
throughout school to develop and maintain fluency and legibility. We do not
ask pupils to copy from a board or to practise without supervision because
we believe that this can hinder their ability to build a strong mental model
of the movement patterns that underpin letter formation. We believe that
pupils may not pay attention to how letters and joins are formed and thus
continue with the same poor formation. We believe that reaching must be
consolidated at each step.



Reception

We believe that mastering transcription prepares children to become
writers. Learning to control a pencil to form letters, then words and
then sentences means their minds are free to concentrate on the ideas
they want to convey through transcription. In Reception we introduce
regular explicit handwriting instruction, in addition to phonics.

Teachers plan for regular teaching and practice so that correct letter
formation becomes automatic, efficient and fluent over time. We
recognise that on joining reception, some children may need teaching and
practice in using and manoeuvring their thumb, wrist and shoulder
muscles in the way they need for handwriting. Initially, handwriting
lessons could include learning the movements needed to form letters,
practising these movements at a range of sizes (for example, in the air
or, for some children, with fingers on a surface that leaves a trace),
learning how to hold and control a pencil and the correct position for
writing. We also recognise that some children may need additional
support to ensure they are secure in their understanding of key
directional words such as, 'up’, ‘down’, 'round’ and 'back’.



Reception - continued

Teaching then progresses to specific handwriting lessons and practice.
This might initially include systematic teaching of and practice in moving
the pencil to master the horizontal, diagonal, vertical and circular
strokes needed for writing. It then progresses to teaching letter
formation, focusing on where to start each letter, the direction of
formation, its shape, position and, later on, its spacing relative to other
letters.

As a federation, we have made the decision not to teach letter families
in the same order that we teach phonics. The grouping of letters and
the sequence of teaching for phonics is based on reading needs, this
does not mean that this is the most appropriate sequence for teaching
handwriting.



Handwriting in Reception and year 1 - From The Reading Framework

Learning to form letters and spell words requires considerable effort
and attention. While some pupils who have SEND may need reasonable
adjustments, the vast majority of children should be taught how to sit
with correct posture on a chair at a table, using a tripod grip to hold a
pencil. Developing the right habits from the beginning allows children to
write comfortably and legibly. Schools should consider the advantages to
children of delaying the teaching of joined handwriting. Nearly all the
headteachers in the schools Ofsted visited for its ‘Bold beginnings’
survey did not teach a cursive or pre-cursive script in Reception. They
told inspectors that they believed: .. it slowed down children’s writing,
at a point when they already found manual dexterity tricky and the
muscles in their shoulders, arms and hands were still developing.



In Year One, pupils will be taught to;

 Sit correctly at a table, holding a pencil comfortably and correctly.

 Begin to form lower case letters in the correct direction, starting and
finishing in the correct place.

« Form capital letters

« Form digits 0-9

« Understand which letters belong to the handwriting ‘families’ (i.e. letters
that are formed in similar ways) and to practice these.

We believe that wide lined paper is essential at this stage. Mid-line guides
can also help pupils to position letters. Pupils should be introduced to paper
with narrower lines once they can write legibly and easily on wide-lined
paper.

In Year One, children will follow the teaching sequence from Teach
Handwriting - Home - Teach Handwriting - Route 5, Choice 5



https://www.teachhandwriting.co.uk/

In Year Two, pupils will be taught to:

* Form lower case letters of the correct size relative to one another.

« Start using some of the diagonal and horizontal strikes needed to join
letters and understand which letters, when adjacent to each other, are
best left unjoined.

« Wprite capital letters and digits of the correct size, orientation and
relationship to one another and to lower case letters.

« Use spacing between words that reflects the size of the letter, so that
letter joins do not create extra, confusing shapes.

To join letters easily and legibly, pupils first need to form the shape of the
letter correctly, starting and finishing each one at the correct point and
ensuring that its size is properly related to other letters in the same family.

Joined handwriting should not be taught until pupils can form these unjoined
letters correctly and consistently. Once they can join letters to write words,
they should continue to practice handwriting discretely to develop
automaticity.

In Year Two, children will follow the teaching sequence from Teach
Handwriting - Home - Teach Handwriting - Cursive - Route D, Choice 3



https://www.teachhandwriting.co.uk/

In Key Stage Two;

« The National Curriculum focuses on increasing the legibility, consistency
and quality of pupils’ handwriting, with the aim of increasing the fluency
and speed with which they are able to write down what they want to say.

* Once pupils are fluent writers, teachers should make their expectations
clear about the nature of handwriting that is appropriate for a particular
task, for example, quick notes or a final written piece.



In Key Stage Two will learn:

To write legibly, fluently and at an increased speed across a variety of
genres and contexts;

« To develop the stamina to maintain handwriting quality over longer texts,
using consistent joining strokes;

« To take ownership over their handwriting, through selecting and
recommending appropriate writing styles and presentation methods for
different formats;

« To improve note-taking skills; o apply their handwriting and presentation
skills across all written communication using real-life examples, such as:

*using capital letters in application forms;

*knowing when it is appropriate to use un-joined writing e.g. for diagrams;

*using handwriting as a presentational tool.



Supporting Children with the physical demands of writing

« Teachers should not underestimate the need to focus on the explicit
teaching of both letter formation (controlling g the size, speed and
direction) and the physical elements .

While teaching handwriting, teachers should encourage pupils to sit

comfortably by:

- explaining why sitting comfortably helps them to write easily

 reminding pupils with pupil-friendly prompts: feet on the floor; bottom to
the back of the chair; pencil in one hand and the other hand on the paper

«  showing pupils what 'poor’ sitting looks like: leaning forward, close to the
paper; resting their head in their hand or on the table; dangling their non-
writing arm or hand instead of using it to steady the paper

« checking whether a pupil might have a condition that might mediate
against their sitting comfortably, for example, if poor eyesight is causing
them to peer closely at their writing



Supporting Children with the physical demands of writing

Pupils who have an uncomfortable pencil hold or lack the body strength to
maintain a comfortable writing position will be distracted by the physical
difficulties and unable to concentrate on the content of their writing. Poor
postural control can cause difficulties such as pain or fatigue. These then
show themselves in pupils’ reluctance to write, poor presentation or legibility,
slow writing and reduced output. Adaptive equipment is available for those
that struggle with underlying stability, gross and fine motor skills.

As a federation, we have made the decision to start handwriting lessons with
a warm up. We use exercises from Teach Handwriting to support fine and
gross motor skills.

Shoulder stability and strength

When we talk about the shoulder, we are actually referring to the shoulder girdle a number of bones,
ligaments, muscles and tendons that work together to support arm strength and give the full range of
arm movements.



Crossing the mid-line

v To make handwriting comfortable the writing arm has to be able to cross the vertical central line of the
body (crossing the mid-line). It is a key skill that enables us to write comfortably with the paper
positioned appropriately and to sit at a desk correctly.




Positioning of paper to support handwriting

Mid-line point for left &
right-handed writers

\
/

—l Paper angled at
Paper angled at
between 30 — 45 between 20 — 45
degrees degrees

Left-handed v Right-handed
writer

writer

Paper away
from the
table edge

© Teach Children Ltd




@ Best Sitting Position

Back straight
and lean slightly
forward.

Tummy away

from the table.

Bent elbows

Chair height
about 5 ecm air neig

about a third that
of the writer.

above the table.

Table height
about half that
of the writer. Bottom well

o back inte the

chair.

—

\ [ Thighs fully )
supported and

knees bent at

90 degrees.

o

Feet flat on Chair under
the floor. the table.

el

© Teach Children Ltd



School Script
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Tripod Grip — To be revisited at the start of every handwriting lesson
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1. Point away the pencil, 2. Pinch it near the tip, 3. Lift it off the table, 4. Spin it round... 5. ...and grip.
Left handed grip

1. Point away the pencil, 2. Pinch it near the tip, 3. Lift it off the table, 4. Spin it round... 5. ...and grip.

Right handed grip

s
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Handwriting
Long Term
Plans




Year 1

Straight line - Cursive Letters

O 2 Bo a & 2 = " &
Lo L L o L t W L X wl L Z
o o |- Q| |- Q| |- ol |- =2

Curves to start - Cursive Letters
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Year 1

Top exit - Cursive Letters
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Year 2

Straight line - Continuous Cursive Letters

-




Year 2

Top exit - Continuous Cursive Letters

Tunnel - Continuous Cursive Letters

mg Ehy By LS Eh




Year 2

Hooks, loops & lines - Continuous Cursive Letters




Year 3 and 4

Continuous Cursive Letter - bottom joins




Year 3 and 4

Continuous Cursive Letter - bottom to ¢ shaped letter joins




Year 3 and 4

Continuous Cursive Letter - bottom to ¢ shaped letter joins




Year 3 and 4

Continuous Cursive Letter - top e letter joins

IR > VU > I AU > AU > o U > o >

Continuous Cursive Letter top letter joins




Spelling
Guidelines




Non-negotiables for Spelling

*  We are using Pathways to Spelling as a basis for our spelling pedagogy.

« Spelling objectives are organised onto long term plans (Y2/Y3 and Y4/Y5/Y6) to
ensure that the teaching of spelling is cumulative and sequential.

» Spelling has been negatively impacted by school closures and MUST be a daily
priority in schools

« Spelling skills are taught not caught.

*  We must explicitly teach spelling skills and knowledge using our agreed sequence of
teaching for spelling. This sequence has been put together using established
research about the most effective ways to teach spelling and MUST be adhered to

« The spelling of CEW words is very weak throughout school. This was a priority
before lockdown and is an even bigger priority now.

« The spelling of CEW words must be taught - look at patterns, look at what makes
this word tfricky.




Spelling

Spelling, along with handwriting, is part of transcription. The goal is to make sure
pupils can spell accurately, so that it becomes automatic.

Pupils who spell well are more confident about using advanced vocabulary than poorer
spellers. This is because the latter feel they need to use words they can spell
correctly. Further, spelling difficulties increase the cognitive load. Pupils who struggle
with spelling write less, do so less fluently and produce lower-quality writing. Spelling
can be challenging, in part because of the complex nature of the English alphabetic
code, that is, the way in which sounds (phonemes) in English correspond to the letter
or combination of letters (graphemes) that symbolise them.



Orthography

Once pupils start to read words ‘at a glance’, they build their knowledge of the
legitimate spelling patterns in English (orthography), for example that 'ck’ is never
used at the start of words to represent the sound /k/. Such understanding of
allowable sequences of letters helps pupils to develop their spelling knowledge and thus
select the correct spelling. This is essential if they are to become good at spelling.

Morphology

Morphology relates to the parts of words that hold meaning (morphemes). The suffix
'- ed’, for example, often signals the past tense, even though it is pronounced
differently in ‘busted’, 'snored’ and ‘kicked’. The word 'horrid’ has a similar sound but is
not spelled with '-ed’ at the end because it is nothing to do with the past. So, some
explicit teaching of morphology can support spelling. Morpheme matrices unpack words
like 'reformed' into the prefix 're-', the root word ‘form’' and the suffix '-ed'; pupils
draw on phonic and morphemic knowledge to spell each part. Understanding the three
morphemes makes it more likely that the pupil will spell it correctly.



Orthography

Once pupils start to read words ‘at a glance’, they build their knowledge of the
legitimate spelling patterns in English (orthography), for example that 'ck’ is never
used at the start of words to represent the sound /k/. Such understanding of
allowable sequences of letters helps pupils to develop their spelling knowledge and thus
select the correct spelling. This is essential if they are to become good at spelling.

Etymology

Studying the origin of a word, especially when linked to morphology, promotes spelling.
Etymology appears to be able to support vocabulary development and can be used to
support spelling, along with morphology, but it may be less relevant to or useful for
younger pupils than phonics, orthography and morphology because of the challenging
historical, linguistic and cultural contexts.



Statutory CEW

Children work at their ability level using our Karate spelling programme - see whole
school overview.

At the start of each term, children are tested on the grid that they are working on -
scores are recorded (raw score and percentages - these are recorded)

Each week, 5 spellings are chosen to practice in the back of spelling books.

These 5 spellings are sent home to learn. These will be tested to ensure that learning is
embedded.

These 5 spellings are practiced at the start of English lessons everyday.
At the end of each half tferm , spelling tests are repeated and new scores are recorded.

Every half tferm, Rising Star Spelling Tests are completed and scores are recorded on
Insight.

6 Simple sentence

l You do — write a simple en:z.
Underline the sub)ect
Underline the action in h\
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-~ x,| Karate

'\_-!-_.-" White Belt Fhase £, 3 and 4 words
Yellow Belt %1 words - Set 1
Orange Belt Y1 words - Set 2

Black Belt

¥2 - First 42 Common Exception Words

¥e - Mext 22 Common Exception Words (+extra)

Challenge Words

Ninja

Apprentice Ninja

Junior Ninja

Combat Minja

Kung

Year 3 and 4
Common Exception Words

Fu - ¥3/4 Spelling Patterns

Kung Fu Beginner

y making an j sound ou, making an u sound
ch. making a k sound ch making a sh, sound
s; making a 5 sound

Fledgling Samurai
Warrior Samurai

Kung Fu Fledgling -ure, -uE, -que
Fu tain - O -5ign.
-sEjen -tign -ign,
Prefixes
Samurai
Beginner Samurai Year 5 and &

Common Exception Words

Shogun - ¥5/6 Spelling Patterns

Shogun Soldier

-ible -able -ably  -ihly

Shogun Cavalry

-ough

-ant  -gnge/-ancy,  -end,  -ence/-ency

-igl. -ipus gi after the ¢
-fer, (stressed and unstressed)
Silent letters
Shogun General Challenge




Statutory CEW

Children will log words that they spell incorrectly in their writing in their spelling books
to create a Personal Spelling Log.

Words that are commonly spelt incorrectly in the class are to be displayed (large scale)

in the classroom - children will know that there is zero ftolerance to mis-spelling these
words.



Daily Spelling Lessons

Pathways to Spell is an innovative and engaging programme to
fascinate pupils about words. It is a research-based series of lessons
following a Review, Explain, Practise, Apply and Reflect model. Through
this programme, we aim to develop a school of spellers who use a series
of strategies in lessons and in their independent writing. Unlike other
spelling programmes, there is a cycle of review objectives covering the
whole curriculum to ensure gaps in learning are constantly revisited.

The Pathways to Spell programme has been designed based on
extensive research (Hewett, 2019 & Martin, 2014) into how children
learn to become proficient spellers and on guidance from the Education
Endowment Foundation (EEF, 2018) on promoting metacognition and
self-regulation. They have found that most effective learners can self-
regulate and organise their own approach to learning. They are aware of
their strengths and weaknesses and have well-developed metacognitive
strategies that help them to learn.



In order to facilitate effective learning, pupils will be taught to spell
in @ number of ways:

- Developmental approach - pupils moving from a focus on
phonics and knowledge of GPCs
through to patterns and the look of a word at a pace appropriate to
their age

- Generalisation approach - if you know how to spell cat and bat

you can have a go at hat and
pat

- Rote-visual memorisation e.g. look/say/cover/write/check.



Phonemic knowledge - the understanding of sounds and grapheme-
phoneme correspondences (GPCs) to represent words

Orthographic knowledge - the letters or groups of letters that are used

to represent words including the look of a word, letter shapes and the
order

Morphological knowledge - the meaning of the word or the meaning of

each component in a word. A morpheme being the smallest unit of
meaning in a word

Etymological awareness - the origins of words and their meanings e.qg.
knowledge that chef is a word which is French in origin helps you to learn
to spell it with ch rather than sh



The following principles guide the Pathways to Spell approach to teaching
spelling:

We are determined that children become excited and fascinated by words
through investigation of patterns and links between words

Spoken language underpins all the lessons - talk, exploration, play,
hypothesising and experimenting is the foundation of the programme

Collaborative learning is valued and encouraged

*As children learn to spell in different ways, the programme ensures that
pupils have the opportunity to learn through a repertoire of multi-sensory
approaches

*Repetition of rules and patterns year on year is key to developing spelling
knowledge in the long-term memory, with key elements reviewed each
week

sLessons include support and challenge for the range of learners in every
class

Developing a spelling environment in the classroom supports learners and
raises the profile of spelling when pupils are writing

*Application of knowledge beyond the spelling lesson is a vital component
that needs to be embedded.



Review

Pupils spend time revisiting a previously taught spelling objective. This
will often link to the mastery focus to support pupils with underpinning
knowledge required for the new pattern or rule.

Explain

Practise

Pupils explore and investigate new words and spellings. They will be
given time to identify rules and patterns, hypothesise and explain their
findings with their peers.

Time is given for pupils to practise using the new rule or patterns
through a variety of multi-sensory activities in small groups, with
partners or independently.

Apply

Pupils have the opportunity to apply the rules with greater
independence within sentences. This will take the form of dictation
several times each term.

Reflect

OEEE

Time for pupils to think about their learning and how well they were
able to apply their new knowledge. They will think about strategies
that have helped them learn best to develop their metacognition.




Format of Spelling Lessons
Explore - I do - Rules and exceptions
Practise - We do - Look, cover, write,
check and dictations
Apply - I do - dictations and in own
writing.




Marking Spelling - 2

The important thing is that pupils are supported and encouraged to take an
active role in learning how to spell the word correctly (for example, by
writing it correctly in their personal spelling log).

Teachers of younger children may use underwriting as a teaching tool
(transcribing a child's writing using conventional spelling).

Assessing spelling can help to make sure that pupils are on track to spell
new and previously faught words. Effective assessment requires more than
just a simple spelling test, since pupils are likely to learn new spellings for
the test but then not apply them in their writing. Low-stakes testing that
prompts them to recall previously tfaught spellings is likely to provide a more
accurate picture of progress as well as providing the retrieval practice that
is essential for long-term recall.



Dictation in spelling

Ofsted's English subject report recommended using dictation as a
way for pupils to practise transcription without overloading their
working memory and to help them write more automatically.
Similarly, the national curriculum says that dictated sentences
enable pupils to ‘apply and practise their spelling'.



Spelling
Long Term
Plans




Mixed age plan for 2/3 - KS2 spelling programme - 2 year rolling programme

Year A Autumn 1 Aurtumn 2 spring 1 spring 2 Surmimer 1 Summer 2
fear 2 Adding ed, ing. er. and Adding ed. ing, er. and The f3:F sound spelt a The fdzd sourd spelt os | The A or Sl sownd The fof sound spelt o
I:I'h]EEl'i'I.I'EE est to @ root word ending | est ard 3. %50 root word | before | ond B (ol ball, | ge and dge at the end of | spelt -al at the end of {other. mother
in ¥ with a corsorant ending in & with a call) words, ond sometimes words - metal, petal, hrﬂfh.u-rj '
before i, consonart before i, spelt as g elsewhere in hospital
I g J I 2 ords before e, i ond
{copies, copier) {hike, hiking, hiked, hiker) w - ¥
The igh sounds at the Homophones
I (badge. =dge. age. 3em. | \wiords ending -il - Hemophones
end of words oy, fly, magic) 2 fossd " ey
Adding -es to nours and The fof sound spelt o try PERCE, il
werbis ending in -y after w ard gu (watch, =
warder wﬂhf:lr ll:ﬂ.lﬂﬁh] Add'g o T:r: irJﬂrt sound IPIJ'I‘ ar The Fi:d sound 5'1!'1‘ -y o foo fwo
Fezns after w [war, warm,
The /z:/ sound spelt ar ending in y {tries ‘towards) (xey, donkey, morkey) | Dg/bee
after w (word, work, The /3 sound spelt = replics, cries) ) bluesblew,
worm] {television, treasure, ’ night lmight
usual)
Feview cortroctions
Year 3 Adding suffises begirning | Prefix 'un’ & 'dis’ Prefix 're’, "pre’ & “de’, Possessive apostrophe Te’ words Homophones and rear-
Objectives | with vowel letters 4o Prefix in. i & T ‘sub’ meaning under with plural words - homophones
words with more than ome irls’, babies', boys'
bl (Eorocts ey’ mecming between {girts', ’ ) Esplore spelling patterns | 9ccept/escept,
syllable (fargetting. : or g for soft &’ & soft g affect/effect,
beginning) ‘Words with the /K sound g o : . bali/bawl b b
Lo Distinguish the forms g.g circlefgiraffe . DEFFySDUrY,
spelt ch (Breek in origing - Jea 't
scheme, chorus, machime is/ir's o : o,
Words with/ai/ sound brochure ' ' Fﬂﬂ'f;ﬂﬂ. grate/great,
spelt i, eigh, ey - vein, groand grown,
| ! 2 herefhear
weigh, eight. neighbour) :
hesl kol Mhe'll,

Enot/not, mailfmale,
mairdmane




Year B Autumn L Aurtumn 2 sSpring 1 Spring 2 Surnimer 1 Summer 2
Wear 2 Adding ing, ed, er, est Adding es fo nours ending | The suffines -ment, - The possessive ‘Words ending in -%ign Homophones
Objectives | and y to Imr\:l':_nf one in y (tries, replies, cries) | mess, -ful, . -less and -}y, | apostrophe (sirguiar _ {statien, fiction, mation, | thereStheir/they're
syllable ending in o single {enjo +. carefud, m-|.l1:;| I:IMr.gﬂn.:_ m,{, section) here/iear
cansonart letter after o i byl | the girl's, the man's)
i Controctions - can't, plarful, hepeless, ; )
single consonamt letter - ) . lnisiess  Everniraest quite/quist
e . | lettar | 9t hosn't, couldn’t MLEERS, et
after o single vowe happiness, plentifull seefsea
(patting. potted, bore/ear
humming, humened)
Year3 Gompound words [¥3) 'super’, meoning abowe The A sound spelt v | Suffis "full, 'l & 'less’ Prefixes - amti, sub, Homophones and rear
Ohyjectives ‘oute’, meoning self or own l]::n'lr;:rl. than ot 'I:: super homophores
end of words - .
The /af sound spelt ou - (¥3) aym, Egypt 'q'"id] Wards ending with the meat/meet,
young, touch, double, ) Jaf sourd spelt - gue and '“_'d'“I"rufHI‘-
trouble _ the /& sound spelt -que n'u:n:d.-"l.m:'r_
Gortroctions [¥3) Prefix ‘mis’, 'co’. mor, | (French in crigin) - pEl:I:DE."PFEDE_
‘anti’ & e’ league, artigue, unigue ploin/plare,
rain/rein‘reign,
soEneSseEn,
weother/whether,

whose/who's




Mixed age plan for Y4, Y5 and Y6 - KS2 spelling programme - 2 year rolling programme

Year A Autumn 1 Aurtumn 2 spring 1 Spring 2 Surmimeer 1 Summer 2
Yeard The suffix -ation The suffix -ty Endings which sound Endings which sound The suffix -ous Homophones and rear-
Objectives {infnminn, ul:lnm'_ri-:-n, like fgan/ -sion |ik.E :']'an.-",_ spel'r.—tim. glamarous, vigorous homepheres
sensation, preparation) (sadly. comgletely, -sign, -ssion, -cian couragesus, u:::p:j::&w:
~ " - affectfeffect,
finally. comicalky. division, invasion, o :;T;TZ SEMAE. | ball/bawl, berry/bury.,
happily, angrily, simplY. | confusion, decision, | (Mvertion. injection, | FIIRR. 200 B brake/break,
gently, basically, collision, 'I'El-E\"iEiIH'I.} action, expression, Ideous, spontaneous, fairéfare, grotedgreat,
usually) discussion, confession, | COUrTEOLE groan/grown,
expansion, Temsion, *Recap and herehear,
musician, electrician, | consolidation of henl/heal /e,
magician, suffixes and prefixes | Xnet/not. mail/male,
mathematician) from the ¥3/4 main/mane
curriculum.
Ear 5_;"5 ‘Waords ending in -able Endings which sound like | Adding suffixes Waords with the fif Homophenes ond efher Homophenes ond sther
Objectives | ang -jble cious or tious beginning with vowel | sound spelt ei after ¢ | *o70F Thet ere sften wortss that are sfhen

-oble and -ibly

{odorablesadorably,
applicable/opplicably,
tolerable/tolerably,
possible/possibly,
horrible/horribly,
sensiblessensibly)

(vicious, precious,
conscious, delicious,
Tictitious)

letters o words
ending in -fer

referring, referred,
referral, preferred,

fransferring,
Transterred,
reference, referee,
preference,
transference

The 7 before & Excepl
after & rule applies ta
wards whene the sand speit
by el ds fin Exeeptions:
protein, caffeine, seine (and
&ither and neither if
provounced with an mnbal
St som)

deceive, Conceive,
reCeivVE, pEFCEIVE,
ceiling

cofifused

*heard; past Tense of the
wirk heor berds o group of
anifraals

*led: past terse of the
wierl: lead lead: presest
terge of that werk, or else
The metal which i very
vy (o5 beavy o lead)
=principal- adjective - mest
impertont (2. principal
Baldrinag] feufi - impartant
person (&9, prircipal of a
college ] principle; basic
truth of belief

coffused

"advised advise

devioe devise

Feeneel kense
prectice/practise
Frophecy/ prophesy
*farther: further fathes
& male parent

*guessed: past tense of
the serd guess  guest:
wigitar

“who's: contraction of
wha i5 aF wha has whase:
bilanaifg To Soffesne
(&g, Whose jocket i
that?)




Year 8 i 1 Libuimn 2 Lpring 1 Spring 2 LiniTed 1 AuETimeT 2
Yeard | Words with endings The suffis -as Pessessivg aposTrephe | Endings wiich sousd Rcap and Homepronss g e
Objectheds | counding like /g or (poisorous, dongerous, | WTHh plural words like ffans, mpett -timm, | comsolidation of hamagnond .
Frfd montaings, —gin, -EEEA, LR sufTixes ond preliags | moot/mast
~gure and =fure TTEMCAdoeE . , —————————— I LR medal fmeddle.
girly’, boys' . babies’, _p :
(meazure, Treasures, CoUrDREmE. GATOpEME. | children's, men's, :**m —— . Hﬂll"ﬂ::l
pledire | e losure SPOATONEOUS, COUFTEOUS] mm,m paprosiiee, SdogEiies ploinplas,
picCTUre, aovenTure) proper nouns ending in | e Fainnen reigh,
an & uSE ThE S SUMTE | ~pupomion sxtemaion SOBARS TRER
e.g. Cyprus's SEmpIRrARL G Sl wesHhr e S
pogislaTion] TR whain/win's
Wk pahToiE
Objectives | -ORCE, -oncy. -emt, - | /RS o — levver sering eugh words That are ofven | orher words Thar
ACESency —cil and -Tial g "ught, beugrt teaught confused ore oftes confused
- rought, brought fougit '—-—..-nl--: E-—,I—lh
-operane [
tolerasce, subistonce, artificial, parrial, *caugh “part: mawn o0 sajartiee fexials fa luts
necent, imocence, confidential, essential “theugh, slthough, dough | referving 1 o previsss mime | FhEnary. b mosing
decency, obedient, Wirds with SHIERT | syhrough faa Ia tha part) o S pper,
abddend leHers ¢ e it - . 8 : F'*H'l"l"'l'"'l'l""*' . -
whote presarce oot be - -l-l:-z:-.:l :—_:-t-l-!-h
predeted from ifs ‘P'“-'l'"h-ﬂ'h parl feras of tha s pEe %l Feital

preewsiobon of b word
daubt, island lambs,
solemn, thisTie, wnaght

‘paar’ (@ T opasssd b oo
il rasd
Tpracada ge in frend o W
i el il - g

“wiiy Gl ey







Writing
Externally

e  Attainment in Writing is measured using statutory assessments at the end of Key Stage One and Two. These
results are measured against the reading attainment of children nationally

e Endof KS1 and KS2 SPAG tests,

e  Childrenin EYFS will be observed throughout the year and given a final assessment by staff of emerging,
expected or exceeding.

Internally

e  Termly Rising Stars spelling and Grammar, Punctuation and Vocabulary tests.
e No More Marking writing moderation.
e Internal assessment of writing against year group expectations.



Spelling

Externally

e  Attainment in Spelling is measured using statutory assessments at the end of Key Stage One and Two. These
results are measured against the spelling attainment of children nationally.

Internally
e  Half termly Rising Stars tests

e  Fortnightly CEW spellings - looking at progress made - logged on EAZ Mag.



