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Standards and Quality Report 

 

1. The Early Learning and Childcare setting in context 

 
Neighbourhood: South-East Cluster: 

Level of teacher input Part-time teacher, term time 

Total number of children 3-5 
Eligible 2’s 

47 

 

Brief introduction to our setting:  

 

Our education and care context, Cowgate under 5s Centre, is positioned as a rich, diverse, polyglot, 

heteroglossic community.  We believe a rich context for an early learning and childcare setting rests on 

the relationships of that community; the social act as it occurs between children and children, children 

and adults, adult and other adults.  This view is derived from the National Guidance on Early Learning 

and Childcare that advocates ‘Each child is unique and a competent and active learner whose potential 

needs to be encouraged and supported.  Each child is a curious, capable, intelligent individual.  The 

child is a co-creator of knowledge who needs and wants interaction with other children and adults.  As 

citizens of Europe children have their own rights which include early education and care’ (Building the 

Ambition, (BTA) 2014:29).  In a similar way to BTA (2014) we place emphasis on the spirit and 

personality of the child.  Cowgate offers a flexible all year round service to children from 6 weeks to 5 

years.  Research suggests infants as young as one hour are capable of perceptive thought (Meltzoff, 

2006) therefore we position all our children (i.e., all ages) as conceptually rich and capable of higher 

thinking.  We serve the area of South-East Edinburgh but many children come from further afield.  There 

is provision for 57 children.  The children can attend full days, part week or full week. . 
 

 

 

 

 

 
 

 



 

 

 

 

 

 

 

 

 Significant factors specifically affecting achievement in 2015-2016: 
 

Staffing: 

Our staffing consists of: 1 x Head of Centre, 1 x Teacher (part-time), 2 x Senior Early Years Workers, 

11.72 Early Years Practitioners, 2.17 Pupil Support Assistants, 1 x Modern Apprentice and 1 x 

Adminstrator. 

 

The Head of Centre has no teaching commitment and is ably supported by 2 x Senior Early Years 

Officers who are committed by 50% of their time to cover staff absence / annual leave in the centre. 

However, at the time o writing, 1 x Senior Early Years Officer, is 100% in the playroom, to support our 

nature kindergarten.  The centre is used regularly for student placements.  

 

As social pedagogues we take a broad, holistic understanding of education.  The ‘social’ aspect is 

concerned with the individual, the group, the community and society, their interrelationships and the 

good of all four levels; the commitment to inclusiveness, confronting social problems and social 

justice; showing solidarity as a team and the centrality of relationships, overall.  

 

Training / research / presentations 

Additionally staff members have been involved in the following training / research, all of which are 

strongly intertwined and constantly evolving: 

 

Training: 

¶ Food Hygiene - almost all the team have completed their Food Hygiene training 

¶ Child Protection – the management team have completed their mandatory level 4; a twilight 

team is currently being organised for the full staff team. 

¶ The staff team attended GIRFEC training. 

¶ Rebeca successfully gained her Froebel in Childhood Practice Certificate. 

¶ Teresa is about to start her BACP (2016) 

¶ Gosia and Lisa will begin their Froebel training this year (October 2016). 

 

 



 

 

 

 

 

 

 

 

Research: 

 

¶ The Head of Centre has submitted her PhD ‘Rules, rules, rules and we’re not allowed to skip’. 

 

¶ Cara Blaisdell is about to submit her PhD study which is underpinned by a ‘Listening to 

Children’ perspective. 

 

Presentations: 

 

¶ Our class teacher, Trevor, and one of our EYP’s has presented on how we conduct planning at 

Cowgate.  This presentation took place at the University of Strathclyde. 

 

¶ Lian (SEYO) prepared and delivered two presentations for parents on curriculum and 

transition.  

 

¶ At the request of Education Scotland, the Head of Centre presented on ‘Living with Dialogic 

Pedagogy’ at Bishopbriggs Academy. 

 

¶ The Head of Centre has co-presented with Marion Burns from Education Scotland on ‘ Young 

Children’s Transitions’ as part of the ‘Transitions as a Tool for Change’ seminar series.. 

 

¶ The Head of Centre was invited to be a key note at Wingate Training Centre, the presentation 

was on ‘Froebel Today’. 

 

¶ Lian (SEYO) and Teresa (EYP) have agreed to present on Beach School.  A request received 

from Children in Scotland. 

 

 

 

 

 



 

 

 

 

 

 

 

 

 

Education Scotland/Care Inspectorate Inspections 

 

HMIE inspection -  
Date Published 

March 2013 Follow-through ( if 
applicable] 

N/A 

Care Inspectorate -  
Date Published 

May 2016 Follow through ( if 
applicable) : 

N/A 

 

   

    

 

 

 

 

 

 

 

 

 

 



 

 

 

 

 

 

 

 

2. Early Learning and Childcare setting self evaluation 
 

Leadership and Management 1.1 Self-evaluation for self-improvement 
1.2 Leadership of learning 
1.3 Leadership of change 
1.4 Leadership and management of staff 
1.5 Management of resources to promote 
equity 

 

How good is our leadership and approach to improvement? 
In this section I have provided a rationale for a dialogic approach to our work, introduced into practice 

in 2016.  I have argued that this approach is a deeply social and aesthetic interpretative act as opposed 

to an exclusively linguistic, individual or systems-oriented semiotic. I have specifically drawn on a 

dialogic approach to metaphoricity. I have further claimed that monologic theories limit the way 

young children can be viewed as equal contributors to dialogic processes; as opposed to children and 

adults engaging in dialogic communion. And that, for practitioners to enter into such a communion it 

is necessary to approach language as an artistic representation of personality.   I have provided our 

evaluation of a dialogic approach as one example of how we have improved our practice (1.1 – self-

evaluation for improvement).  I have signalled the genesis of Emma, Katie, Silvia and Teresa’s work, 

all of which ignite sparks in both children and adults; subsequently all are motivational and 

inspirational leaders of learning and change (1.2, 1.3 – leadership of learning, leadership of change).  I 

have argued that, rather than in isolation or sender-receiver dynamics the full team contributes to the 

overall development, and in this way all staff (and children) are leaders and managers, with everyone’s 

voice being heard as part of our rich, diverse, polyglot society (1.4 – leadership and management of 

staff).  I have argued that what can be noticed, recognised and responded to is critical to consider as 

we work with young children and their families.  The staff team have been very involved in the creation 

of this self-evaluation therefore ‘we’ will be inserted throughout the following narrative / discourse. 

For that reason, in the following section I have considered how to best represent the breadth and 

depth of staff ideas gleaned at our in-service day (May, 2016). There is no direct reference made to 

‘resources that promote equity’, however how ‘equity’ is understood and promoted within an early 

years setting is conceptualised within a dialogic approach. 

 
 



 

 

 

 

 

 

 

 

 

Over the past year, as a staff team, we have been exploring the importance of a dialogic pedagogical 

approach in our setting.  It is our contention that dialogic pedagogy offers scope for a metalinguistic 

approach to our work with young children. Dialogic pedagogy / dialogism can be broadly (and 

somewhat ironically) described as a unifying means  of  exploring  ‘voice’  and  its  authorship  –  its  

lived  construction, enactment and interpretation by another. Dialogism assumes that all language 

(verbal and non-verbal, written or spoken) is social.  Emphasis is placed on the extent to which the 

strategic employment of voices alter, or transform, meaning in social encounter. We have explored 

(and are continuing to explore) the social nature of language, its broad interpretation of language 

beyond word (for example see Emma’s ‘Expression Board), and the emphasis on the interpreted 

symbol (for example see Katie and Sylvia’s work).  Emma’s work captures spontaneous communicative 

gestures, which is inseparable from human interaction and social space; Emma’s data is a rich source 

of evidence that provides insights into the socio-cultural situatedness of both cognition and 

communication (see clips of Emma’s music sessions).  Emma’s outright rejection of the superiority of 

oral or written language means that she is simultaneously able to embrace language as a living social 

entity in all its embryonic forms.  By challenging ‘traditionalism’ Consequently, we argue Emma is both 

a leader of learning and a leader of change. 

Through Emma, Silvia and Katie’s work we have observed that the speaker, whether a child with 

another child or a child with an adult the speaker is always deliberately provoking a response from 

another out of a genuine desire to communicate even when they are not heard by the other, hence 

the act is constantly shaped by the receiver as well as the speaker. That is, in the heteroglossic context 

of centrifugal and centripetal forces that create alterity, there is the potential for the communicative 

act to alter meaning. Therefore, there is no question that every human being is socially determined 

and driven (for evidence please see film clips from Katie and Emma).  Each clip illustrates that there 

can never be a single unitary plane that is interpreted identically (this is discussed further below) 

 

 

 



 

 

 

 

 

 

 

 

Returning to our team as a whole, we argue that a dialogic approach offers a means of re-visioning 

children as creative and complex social partners who cannot be consummated fully by adults, who 

simultaneously benefit from thoughtful engagement with others who genuinely and lovingly attempt 

to understand.  This self-evaluation of our practice has paved the way to self-improvement as we have 

reflected on, and been reflexive of, our practice throughout this process.  This will be elaborated on in 

the further sections. 

 

As experiences with the world increase, so too does the ability to draw on these to bring about 

meaning. We recognise that young children do not share the same linguistic fields, embodied 

experience, or associated ideologic spaces as the adults in education and care contexts, however we 

argue that young children are highly capable of metonymic expression based on what is known about 

their vocabulary – more specifically that the use of verbs in action lag behind the employment of 

nouns.. We argue for the employment of utterance as the unit of analysis and that any utterance has 

the power and potential to artistically transform thought.  

 

We are, therefore, on our journey to recognise the unfinalised, evolving nature of all language and its 

alteric meanings. 

 

Furthermore, at Cowgate, rather than privileging one voice over another we favour a polyphonic 

approach (SSSC, 2014) which enables all voices (within and between individuals) to stay in play rather 

than finalising any one voice over another.  In this way we construct a heteroglossic site for 

investigating the ways in which language acts such as metaphoricity (for example) can be noticed and 

recognised, and by whom, and for considering why that might be the case. The recognition of 

metaphoricity lies in the ability for adults to richly engage with children and interpret what they see.  

In this way metaphoricity can be seen as a physiognomic social act rather than an exclusively linguistic 

or cognitive enterprise.  In other words metaphoricity begins with the body, action and experience in 

interpretive dialogue with others.  A definition comes from Davidson: 

‘Metaphor is the dreamwork of language and, like all dreamwork, its interpretation reflects as much 

on the interpreter as the originator.  The interpretation of dreams requires collaboration between a 

dreamer and a waker, even if they be the same person, and the act of interpretation itself a work of 

the imagination.  So too, understanding a metaphor is as much a creative endeavour as making a 

metaphor, and as little guided by rules’ (Davidson, 1978:29. 

 



 

 

 

 

 

 

 

 

Heteroglossia in education (as mentioned above) refers to the way in which the learning appropriates 

language – by both absorbing and interpreting and making it their own.  Through such engagement, 

we argue, there is a lifelong process of ideologically becoming of the self as located in the social world.  

 

The heteroglot compromises centralising (that is, centrifugal) and decentralising (that is, centripetal) 

forces that rub up against one another in the construction and deconstruction of meaning as 

strategically employed by individuals in social settings. Teresa’s work at the nature kindergarten, 

Stickland, for example, illustrates the skill and ability of staff to see beyond literal meanings as children 

engage in nature play.  The genesis for these claims comes from the data Teresa has gathered from 

her work with the children outdoors. (Teresa is an outstanding team member, ‘…who is leading the 

way in outdoors education’, Children in Scotland, 2016). Teresa has illustrated that children (often 

very young children) can take on the perspectives of others; and that children are able to distinguish 

between reality and fantasy phenomena.  Children can and do convey emotions or states through 

mediums of art, poetry, music, touch, onomatopoetic words, or animism (for examples see Teresa 

clips).  The evidence from Stickland illustrates children’s pretend action of symbolic play and from 

iterations linked to gesture.  In other words, the children at the nature kindergarten are operating at 

a highly sophisticated level of perception, by using metaphor to provide the adult with access into 

their world. 

 

As said, throughout 2015 / 2016 we have set out to understand the metaphoric encounters of our 

children, and the adults around them, as highly interpretive and highly complex.  Taking a multi-

perspectival view of metaphoricity we have entered into a dialogic exploration of the language acts of 

our children. Further, we view metaphor as a discursive mediating strategy that shape ideas and 

thought as children’s metaphoticity is achieved through physiognomic means – where the child 

conceives of one thing in terms of another.  Furthermore, metaphor serves as a pedagogical tool for 

memory retention, prose comprehension and learning.   

 

 

 

 

 



 
 

 

 

 

 

 

 

 

 

 

Fundamental to dialogic pedagogy is context, and the interpretative and responsive role of the 

receiver (e.g., EYP).  Our team have come to recognise and understand that in the communicative 

experience language is not merely transmitted but rather, transformed in dialogue.  The team have 

learned to recognise the interplay between exchanges, rather that the exchanges themselves. By 

investigating the wider context of the child and adult, and analysing the everyday talk and action that 

takes place the constructed categories of metaphor as symbol can be viewed in terms of their interplay 

within the context.   

 

Finally, the implementation of a dialogic approach involves a combination of reflexivity and 

accountability by staff to the children, by giving value to their contributions.  We interpret our 

response to dialogic pedagogy as ethical ensuring value is given to the interpretation, and the 

changing, shaping and altering points–of-view of the children. 

 

 

What are we going to do next? 
 

 

¶ We are interested in investigating humour and how it is often employed for transformative 

purposes through play. 

 

¶ We chose to approach dialogic pedagogy with a strong sense of humility, recognising that we 

are at the very beginning of our journey we, therefore, intend to continue to explore gesture, 

and other modes of communication, as a central part of language alongside speech.   

 

 

 

 

 

 

 



 
 

 

 

 

 

 

 

 

 

 

Learning Provision 2.1 Safeguarding and child protection 
2.2 Curriculum 
2.3 Learning, teaching and assessment 
2.4 Personalised support 
2.5 Family learning 
2.6 Transitions 
2.7 Partnerships 

 

How good is the quality of care and learning we offer? 

In this section I have provided a rationale for ‘seeing’ children’s learning from an holistic perspective 

(2.2 curriculum).  In so doing, I have drawn on our use of learning journals (2.3 learning, teaching and 

assessment, 2.4 personalised support, 2.5 family learning, 2.7 partnerships).  I have argued that the 

view of the child is critical to how we capture their experiences.  Hence what can be noticed, 

recognised and responded to bring to the interpretation of the act as well as the form and content of 

the observation itself.  Karen (Thomson) our SEYO facilitated the use of learning journals in our setting, 

the following questions were asked by Karen to the Cowgate team: How is knowledge conceptualised?  

By whom?  How will I know?  What knowledge matters?  To whom and in what contexts?  Am I 

prepared to be challenged on this topic?  Why?  Why not?  In the following section these questions 

are implicitly embedded. 

In Scotland, contemporary assessment discourse promotes an emphasis on dispositional learning as 

situated learning strategies plus motivation –participation repertoires from which a child recognises 

selects, edits, responds to, resists, searches for and constructs learning opportunities.  This definition 

demands that adults make deeply interpretative, subjective claims about children based on their 

judgments regarding the child’s cognitive motives and interests.  Four core dispositions are identified 

within contemporary assessment discourse in Scotland as successful learners, confident individuals, 

responsible citizens and effective contributors, which compromise the analytical foundation for 

assessment practice.  These core ‘skills’ and ‘attributes’ provide a direct link to curriculum strands of 

the Curriculum for Excellence (2004) and, as a result, are reified within official discourse as a means of 

upholding the essence of valued learning for Scotland’s society.  Here dispositional outcomes continue 

to hold a privileged status in contemporary assessment discourse for early childhood education.

 

 



  

 

 

 

 

 

 

 

 

 

However, at Cowgate, we challenge authoritative forces which have the potential to bind what can be 

noticed or recognised to a dispositional framework for practice, therefore we avoid making inherently 

subjective judgments about children based on limited (and therefore limiting) knowledge claims; we 

are sceptical of making inherently subjective judgments of children as this way of observing children 

is typically based on minimal observation and consultation with families, and when constructed from 

a narrowly defined set of dispositions contributes to the detriment of important knowledge and skills. 

We are critical of developmentalist studies which have made universal judgments about young 

children’s progress purely on the basis of turning heads or other physical movements.   

 

 We prefer, instead, to capture each child’s richness by taking an holistic stance. During 2015 / 2016 

we were able to explore the generalised impact of discourses on the interpretations that could be 

made.  Our use of observations and subsequent recordings on learning journals broadened our scope 

of capturing children’s interests and learning beyond discreet categories of cognition alone.  Both 

verbal and gestural forms of embodied expression through the selection of genres, or language styles, 

employed by children provided an analytic platform for investigation.  This work was facilitated by 

Karen Thomson (SEYO).  Due to Karen’s work we were able to move beyond observations that are ‘tick 

boxes’ to socially imbued, and interpretative lived moments that reside within an holistic approach of 

gathering information.  As will be explained, this means that EYP’s (and other members of the 

community) must look beyond the text to cultural activities / experiences, practices, cognitive 

processes and mind to gain a better understanding of a phenomenon. 

What needs to be said here is that we have challenged the ‘traditional’ learning journal – 

acknowledging, the contentions and limitations of using this tool, we have alongside the architect, 

created a more bespoke tool that responds to the lived experiences of children and captures authentic 

voice, ecumenical recordings, and innovative ways of describing aspects of the human condition 

through artistic expression; subsequently mediating meaning amidst the wider dynamics of culture.  

A dialogic approach to our work has, therefore, enabled us to capture authentic dialogical experiences 

and has heightened our awareness of power sharing as we have reflected on our internally persuasive 

discourses that influence our everyday practice with young children. In so doing, we have been able 

to reconcile some of the tensions, e.g., that (albeit well-meaning) adults do not always know best 

(Investing in Children). 

 



 
 

 

 

 

 

 

 

 

 

 

Furthermore, Karen has embellished the idea of ‘seeing’ the richness of children, rather than by some 

cognitive or developmental deficit in the child and has encouraged members of the team to engage in 

detailed, unabridged encounters that capture the children’s interests; the associated multi-

perspectival interpretations were documented by visual and audio means (our recently purchased 

Ipads enabled this).  Through these means interpretations were then uploaded onto the learning 

journals and shared with parents / family members (Building the Ambition, 2014). Through this 

approach to data generation the team were able to exploit an holistic approach as a potential means 

of investigating and capturing children’s learning (both in terms of what is literally seen and what can 

be noticed). In other words the team offered a ‘view’ of the children’s experience literally and 

metaphorically, from the visual field of each child.  This enabled children’s contributions to the field, 

and helped challenge adult perspectives. 

 

Karen’s emphasis on evaluative processes, through aesthetic activity, suggests that what the key 

people are interpreting (and the way they are interpreting) will impact on another irrespective of its 

tentative nature, she argues that purely cognitive approaches to observing need to move beyond 

cognition to embrace an holistic view of the child, as holism exists between children in the everyday 

social milieu and beyond. 

  

The role of parents is central to children’s learning journey, therefore throughout our development 

we have included our parents at every stage (see for example, results from a ‘survey monkey’ 

questionnaire, facilitated by Karen Thomson (SEYO) and a parents evening (23/6) facilitated by Lian 

Higgins SEYO). The National Guidance argues that family learning is ‘….a powerful method of 

engagement and learning’ (Building the Ambition, 2014: 30).  We contend that learning journals 

provide a tool that brings home and early years setting closer together, as we share children’s 

experiences in a regular, often spontaneous way.   

 

 

 

 

 

 
 

 



 
 

 

 

   

 

 

 

 

 

 

Successes and Achievements 3.1 Ensuring wellbeing, equality and inclusion 
3.2 Securing children’s progress 
3.3 Creativity and skills for life 
How good are we at ensuring the best possible 
outcomes for all our children? 

 

Beach School 

We aspired to train two members of the team as beach school leaders.  This was achieved.  Throughout 

Teresa maintained the prevailing belief that morality, ethics and meaning are at the heart of rich 

children’s experiences (indoors / outdoors) (3.1, 3.2, 3.3). Teresa’s work in the outdoors is 

underpinned by this philosophical position.  It is impossible to ignore the profound influence of beach 

school (and of course Stickland) on our children, where parody, laughter, imagery and contemplation, 

etc., blithely contrast the children’s experiences indoors. The children outdoors represent joyous 

symbols of becoming.  Time does not restrict children’s experiences outdoors.  Children freely select 

what to do, when to do it and for how long.   

 

Learning journals 

Endorsing the ideas of Karen (SEYO) we aspired to implement learning journals into the centre 

community.  This aspiration included fundraising to buy each member of staff an ipad (3.2).  The use 

of learning journals embraced the official culture (capturing children’s learning) as well as the complex 

individual experience (3.1). The learning journals have generated rich representations. However, 

notably,  we contend that ethical processes, where young children are concerned, require the organic 

and collective efforts of everyone in the setting, as practitioners who know they child best will tune 

into their cues, and these should be responded to respectfully in a timely manner. 

Importantly, we agreed that if children did not want their experience recorded either visually or legibly 

attuned practitioners had to be ready to respond to this by supporting the child’s intention to assent. 

In so doing, we acknowledged that we will be affording children their right of withdrawal.  This will 

require practitioners to observe keenly and have an awareness of children’s wishes at all times.  

Several other settings have typically implemented the learning journal tool into their early years 

setting, provoking rich opportunities for observation children, however we would contend that, 

something we noticed retrospectively, our bespoke version, based on the pioneer work on Karen 

(Thomson) best meets the requirements of our setting. 

 
 



 
 

  

 

   

 

 

 

 

 

 

 

Taking Care 

We aimed to create and develop booklets that enabled the school community to take care of our 

environment (3.1).  This has been achieved.  Lian (SEYO) created ‘Taking Care’ booklets that were 

shared with the centre community.  The thrust of the argument for creating the booklets lies in Lian’s 

overarching belief that every individual is accountable for their acts since every individual has the 

ability to engage ethically with the environment, regardless of their circumstances.   

 

Living with Dialogism.   

A dialogic approach was introduced in 2016. It meets the following criteria 3.1, 3.2, and 3.3.  As a team 

we are fundamentally opposed to scientific rationalism and reduction as the reification and 

abstraction of ideas remove them from the dialogic encounter that seek to privilege teleologic 

approaches.  We have considered the notions of accent, tone and so on and how these impact on the 

dialogic encounter.  That is, the way in which language is conveyed alters its meaning so attention is 

paid to modes and styles of expression, the presence of other and the altering potential of both to 

meaning. 
 

What are we going to do next? 

¶ Regrettably, many members of the team could not access forest school training 2015 / 2016.  

Therefore, it is our ambition to pursue that ambition this year and train more staff in outdoors, 

e.g., forest school / beach school 

¶ We will earnestly attempt to increase the frequency of beach school 

¶ Create new ‘welcome packs’ 

¶ Bring new parents on our journey, Dialogic / Froebelian.  Establishing connections. 

¶ Through soliloquy by adults children are not always ‘seen’, therefore it is our aim to continue 

to build on our dialogic approach and share this with others, specifically parents. 
 

 

 



 
 

 

 

 

 

 

 

 

 

 

Improvement Plan 

3. Key areas for improvement 
Leadership and Management     QI’s1.1 

and 1.3                      
How good is our leadership and approach to 
improvement? 

Other related QIs: 

Priority – We intend to continue expanding our knowledge of dialogic pedagogy, viewing gesture, 

and other modes of communication, as a central part of language alongside speech.     

 

Overall Responsibility: Lynn McNair 

 

Outcome and impact on learners:         

 

¶ children will feel secure and supported 

¶ children will communicate their thoughts, needs and ideas very articulately and choose who 

they wish to spend their time with 

¶ children will further develop their autonomy, inter-dependence, resilience and sense of agency 

¶ children will develop knowledgeable and confident self-identities 

¶ children will learn to interact in relation to others with care, empathy and respect     

¶ children will build secure attachments throughout the centre 

¶ children will have a sense of belonging 

¶ children will communicate their needs 

¶ children will maintain respectful, trusting relationships with other children and practitioners 

¶ children will demonstrate increasing awareness of the needs and rights of others 

¶ children will increasingly co-operate and work collaboratively with others 

¶ children will demonstrate an increased capacity of self-regulation      

¶ children will approach new safe situations with confidence 

¶ children will feel recognized and respected for who they are 

¶ children will reflect on their actions and consider consequences for others.            

                    

                                                     

 



 
 

 

 

 

 

 

 

Tasks By Whom Timescale Resources Progress/Impact of task 

To make a distinctive 
contribution to education 
rests in the way we seek to 
engage parents in our 
dialogic journey, on both its 
interpretation and 
consequently how it is 
applied. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
We endeavour to make our 
knowledge visible in the 
first instance, i.e. by 
creating a poster with the 
basic principles 

All staff 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Lynn 
McNair 

June 
2016 
 
 
 
 
 
 
 
July 2016 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
July 2016 

Time 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Time, 
computer 
and access 
to printer 

Dialogic practices do not 
require absolute 
relinquishment of the 
authoritative role of the child / 
adult relationship, but neither 
should the adult (parent / 
practitioner) subsume the 
child. 
 
We would argue that our 
education and care of children 
cannot exist where one voice 
imposes itself on another.   
Subsequently, we argue that 
there can never be such a thing 
as absolute monologism in any 
early years setting.   The task is 
therefore to explore tensions 
between internally persuasive 
discourses and authorial 
discourses at play in and 
through dialogue rather than 
merely investigate their 
existence.   This is what we as 
practitioners have come to 
understand, we will now share 
this knowledge with our 
parents. 
 
At the time of writing this task 
is now complete and 
presented in the setting for all 
to see 

 

 

 

 

 



 

 

 
 

 

Learning provision 
Qis 2.2 and 2.3 
How good is the quality of the care and learning 
we offer? 

Other related QIs 

 

Priority - Compelled towards an ethical evaluation of children we intend to continue to develop our 

meaningful assessment of children based on the concept of lived reality in practice. 

 

Overall Responsibility:: Karen Thomson / Lian Higgins / Lynn McNair 

 

Outcome and impact on learners:           

                                                                                                 

¶ adults, when capturing children’s learning, will retain the possibility for alteration and resist 

final analysis of the child.  Thus the children will be interpreted as ambiguous and elusive. 

¶ children will be actively involved in the process . 

¶ children will benefit from well organised accessible resources 

¶ children will be successful learners 

¶ children will become independent learners 

¶ children will demonstrate high levels of self-esteem 

¶ children’s communication skills will become enhanced 

¶ children will demonstrate that they are effective contributors 

¶ children will be highly motivated and eager participants of their learning 

¶ children will experience personalisation and choice in their learning 

¶ children will demonstrate that they are successful, confident and responsible 

¶ children will be able to make informed decisions about their learning 

¶ children will consider themselves appropriately consulted and their opinions valued. 

 

 

 

 

 



 
 

 

 

 

 

 

Tasks By Whom Timescale Resources Progress/Impact of task 

We will focus on ‘what is 
the role of the 
professional’ and their 
intervention in the lives of 
children.  The focus will be 
on the important interplay 
between authoritative and 
internally persuasive 
discourse, and its 
influence of the dialogic 
pedagogical influence of 
the EYP’s accordingly. 
 
Our observations of 
children will have an 
emphasis on ‘seeing’ each 
child based on the 
concept of their lived 
reality.   
 
 

All staff 
 
 
 
 
 
 
 
 
 
 
 
 
All staff 

May 2016 
 
 
 
 
 
 
 
 
 
 
 
 
May 2016 

 
 
 
 
 
 
 
 
 
 
 
 
 
Ipad 
Access to 
learning 
journals 

Staff will be highly 
attuned to children’s well-
being and education 
rather than enforcing 
rules/experiences. 
Dialogues will embrace 
the notion of hybridity 
rather than encultration 
 
 
 
 
 
The children will be able 
to resist participation in 
activities which are either 
too challenging or too 
remote, and thus be able 
to transform themselves 
and the situation to 
produce an aura of 
renewal in play 
experiences. 
 
On ‘seeing’ each child, we 
will seek to capture the 
complexity in social 
exchange and, in doing so, 
explore the messy reality 
of various social 
phenomena across a 
variety of domains and 
contexts. Different 
insights about the 
individual child will be 
captured i.e. children as 
highly skilfullb 

 

 



 

 

 

 

 
 

 

 

 

 

 

 

 

Tasks By Whom Timescale Resources Progress/Impact of 
task 

Since adult 
ideologies are 
integral to what 
can be noticed or 
recognized, staff 
members will 
consider their 
unique ideological 
horizon and how 
this privileges or 
constrains their 
interpretations of 
children’s 
learning. 

All staff 
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Time – to write 
up observations 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Barriers to 
understanding 
children’s 
learning will be 
exposed, e.g., 
perceived 
developmental 
experiential 
deficits.. 
 
No voice will be 
exclusively 
promoted (which 
assumes that the 
other is ignorant 
or wrong), with no 
room for 
disagreement or 
rebellion that 
might lead to 
transformation. 
 

  

 

 

 

    



 
 

 

 

 

 

Successes and achievements  Qis 3.2 

How good are we at ensuring the best possible 
outcomes for all our children? 

Other related Qis: 

 

Priority – Train more staff in beach school and outdoor training 

Overall Responsibility: Lynn McNair 
 

Outcome and impact on learners: 

¶ children will be confident, motivated and enthusiastic learners 

¶ children will be creative and use their imagination, to tell stories, explore and discover new 

things in the outdoors 

¶ children will demonstrate high levels of stamina 

¶ children will demonstrate high levels of resistance and will be able to sustain focus for 

extended periods of time to complete their chosen experience 

¶ children will explore, infer, predict and hypothesise in order to develop an increased 

understanding of the interdependence between land, people, plants and animals 

¶ children will communicate their thoughts, needs and ideas very articulately and take a lead in 

organising rules and roles in imaginary games 

¶ children will be confident making marks and drawings using what they find in the environment 

¶ children will use nature very well to develop mathematical concepts in a practical way 

¶ children will recognise simple shapes and patterns in the natural environment 

¶ children will show a growing appreciation and care for natural environments 

¶ children will develop an awareness of the impact of human activity on environments and the 

interdependence of living things 

¶ children will show a great deal of respect for living things 

¶ children will learn and achieve well 

¶ children will learn hygiene practices 

¶ children will be familiar with health and safety issues and keeping the environment safe for all 

¶ children will demonstrate excellent levels of independence in their play 

¶ children will self-assess risks and be eager to challenge themselves 

¶ children will be confident in using the outdoors and effectively take forward their own ideas 

¶ children will be sensitive to, and relish, weather and seasonal change. 

 

 
 



 

 

 

 

 

 

 

Tasks By Whom Timescale Resources Progress/Impact of task 

We will earnestly 
attempt to have three 
members of staff 
trained in beach school 
training 

Katie, Emma 
and Liz  

March 2017 We need the 
finances in 
place to 
arrange a 
bespoke 
course.  

Teresa has taken time 
to explore who could 
train the interested 
parties. 
 
 
More trained staff 
would result in the 
frequency of beach 
school taking place. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

    



 

  

 

 

 

 

  

Appendix 1 Summary of evaluations against key indicators from Child at 

the Centre 

 

Evaluation key: 

 
Level 6 Excellent Outstanding or sector leading 

Level 5 Very good Major strengths 

Level 4 Good Important strengths with areas for improvement 
Level 3 Satisfactory Strengths just outweigh weaknesses 

Level 2 Weak Important weaknesses 
Level 1 Unsatisfactory Major weaknesses 

 

QI  Evaluation 
1.1 

 
2.1 

 
5.3 

 
5.1 

 
5.9 

Improvements in performance 
 
Children’s experiences 
 
Meeting learning needs 
 
The curriculum 
 
Improvement through self evaluation 
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