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Introduction 
This document outlines how effective progression, planning and teacher subject knowledge are key constructs in the Ark Priory Primary 

Academy’s English Curriculum to ensure all children become highly competent readers and writers and academically prepared for life 

beyond primary school and throughout their educational journey following the academy’s vision to begin the journey to provide every pupil 

with the opportunity to go on to university or pursue the career of their choice. The rationale for this document is to promote a shared 

understanding of the subject progression of English reading and writing. This document is aimed to be used by teachers to support their English 

planning and develop their own subject knowledge to ensure we are developing teachers with excellent subject knowledge and planning 

outstanding lessons that are outcome driven enabling all pupils meet their academic targets and achieve their full potential. 

Curriculum Coverage 

The curriculum is mapped out to ensure a range of coverage of purpose-focussed writing and genres. Each half term, year groups focus on a 

high-quality key text/s. To create an immersive learning journey, the texts are carefully selected to compliment the overarching topic focus. The 

reading spine selected at Ark Priory compliments Pie Corbett’s Talk for Writing, CLPE’s Power of Reading and Doug Lemov’s ‘Reading 

Reconsidered’ - the 5 plagues of the developing reader (Archaic Language, Non-Linear Time Sequences, Narratively Complex, 

Figurative/Symbolic Text and Resistant Texts). Lemov explains that in order for children to successfully navigate reading with confidence, they 

need exposure to texts that are complex beyond a lexical level and demand more from the reader than other types of books.   

*Note: Year 1, 3 & 4 are trialling the Ark Curriculum Plus (ACP) framework. 

Year 1 

 

Year 2

 

 

The Three 
Little Pigs

Writing to 
entertain

• Traction 
Man

• The 
Steadfast 
Soldier

Writing to 
entertain

• Mr 
Grumpy's 
Motor Car

• Naughty 
Bus

Writing to 
inform

• Mr 
Grumpy's 
Motor Car

• Naughty 
Bus

Writing to 
entertain

The Queen's 
Handbag

Writing to 
inform

• The 
Lighthouse 
Keeper's 
Lunch

• The 
Mousehole 
Cat

Writing to 
entertain

• Hansel and 
Gretel

• Baba Yaga 
and the 
Stolen Baby

Writing to 
entertain

Flat Stanley: 
The Great 
Egyptian 

Grave Robbery

Writing to 
inform

The Tales of 
Peter Rabbit

Writing to 
entertain

The 
Enchanted 

Woods

Writing to 
entertain

George's 
Marvellous 
Medicine 

Writing to 
inform

The Velveteen 
Rabbit

Writing to 
entertain
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Year 3 

 

Year 4 

 

Year 5 

 

Year 6 

Stig of the 
Dump

Writing 
to 

entertain
Iron Man

Writing 
to inform

• Greek Myths

• The 
Adventures 
of Odysseus

Writing 
to 

persuade

• Greek Myths

• The 
Adventures 
of Odysseus

Writing 
to inform

The Lost 
Words

Writing 
to 

entertain
The BFG

Writing 
to inform

The 
Invention of 
Hugo Cabret

Writing 
to inform

The Last 
Wild

Writing 
to 

entertain
The Explorer

Writing 
to 

persuade
The Explorer

Writing 
to inform

A 
Midsummer 

Night's 
Dream

Writing 
to 

entertain

Warhorse
Writing 

to 
entertain

My Friend 
Walter

Writing 
to inform

Journey to 
River Sea

Writing 
to 

persuade

The 
Wizard of 

Oz

Writing 
to 

entertain

Journey to 
Jo'burg

Writing 
to inform

Skellig
Writing 

to 
discuss

White 
Fang

Writing 
to 

entertain

Street 
Child

Writing 
to inform

Floodlands 
by Marcus 
Sedgwick 

Writing 
to 

discuss



Purpose and Text Type Mapping Grid 
 At Ark Priory Primary Academy, we use 4 main writing purposes across KS1 and KS2: Writing to entertain; to inform; to persuade; and to discuss. 

The rationale behind this is to teach our pupils to focus on what different ‘genres’ or ‘text types’ have in common instead of teaching ‘genres’ or 

‘text types’ in isolation. Throughout the unit, children are exposed to different types of purposes and text types however the purpose stated in 

the curriculum coverage above indicates which writing purpose is used as an assessment piece for that half term. Note that in KS1 the non-

fiction focus is only on ‘Writing to inform’. This is to ensure pupils are secure in their fundamental elements of writing before moving on to more 

complex purposes and styles. The text types stated below is not an exhaustive list, but a starting point that is intended to be reviewed following 

the new academic year. 

 

 

 

 

 Writing to entertain 

 

 

 

Writing to inform 

 

Writing to persuade 

 

Writing to discuss 

 

Year 1 & 2 

(KS1) 

Story 

Description  

Poetry   

Recount 

Letter 

Instructions 

Fact File 

  

Year 3 & 4 

(LKS2) 

Narrative 

Description  

Poetry 

Explanation 

Recount/diary 

Biography  

Newspaper 

Letter  

Book Review 

Advert  

Letter 

Poster 

Brochure/Leaflets 

 

 

Year 5 & 6  

(UKS2) 

Narrative 

Description 

Poetry 

Playscript 

Report 

Biography 

Explanation 

Newspaper 

Essay 

Procedural 

Advertising 

Speech 

Campaign 

Brochure  

In/Formal Letter 

Balanced Argument 

Review 

Debate 
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Text Type Progression and Toolkits 

The below text type progression map is to be used to plan teaching objectives across each unit and criteria for formative assessment and 

feedback to children. The ideas and strategies in these toolkits provide important teaching objectives but should not be treated solely as 

success criteria. When assessing a piece of writing, it should be judged on intended effect on the reader and appropriateness to the purpose. 

Progression is cumulative, so teachers are encouraged to incorporate the learning covered in previous years to ensure that it is continuously 

used to build children’s active repertoire of skills and tools as a writer. 

 

Fiction Toolkits 
 

 

Fiction Toolkit: Narrative 

Year 1 Year 2 Year 3 Year 4 Year 5 Year 6 

EYFS:  
Retelling known stories 
Shared composition with adults 
‐ Simple storybook with 

sentences 
‐ Simple character profile 

(adjectives) 

 

‐ Story structure to write about 
own experiences 

‐ Short story using known 
structure 

‐ Character profile/passport 
using phrases 

 

‐ Fables 
‐ Stories with familiar settings 
‐ Adventure and mystery 
‐ Dialogue 
‐ Character in role 
‐ Setting description openers 

 

‐ Myths and Legends 
‐ Stories set in an imaginary 

world 
‐ Play scripts 
‐ Narrative writing from 

different viewpoints 
‐ Character sketches to evoke 

sympathy or dislike 
‐ Story endings 
‐ Alternative ending to a story 

 

‐ Setting description 
incorporating personification 

‐ New scene or character into a 
story 

‐ Stories from other cultures 
‐ Stories which raise issues or 

dilemmas 
‐ Film Narrative 
‐ Diary Writing 
‐ Alternative openers/endings 
‐ Style of a significant author 

 

‐ Stories with a historical 
setting 

‐ Stories with flashbacks 
‐ Narrative pivots 
‐ Narrative from perspective of 

an inanimate object 
‐ Fast-paced action scene 
‐ Pathetic Fallacy to create 

mood 

 

 

Fiction Toolkit: Creating Settings 

Creating settings should be a creative process. The children should be given opportunities to invent new and unusual descriptions, and to create atmospheres that set readers anticipating what 

might happen next e.g. in the calm before a crisis. Children need to spend time collecting ideas, vocabulary, turns of phrases and noticing how writers can hint and lay clues when creating settings 

– like the background music in films; how they are able to show settings subtly by looking at the world through the eyes of a character or, even more subtly, by depicting how characters feel or 

react. A good setting combined with a good characterisation colour in the sketch of the plot. Everything you write in a setting should be relevant in some way to the telling of the story. Working on 

settings often flows naturally from poetry writing; this is a great opportunity to explore and use figurative language – alliteration, personification, similes and metaphors etc. The ideas in the poetry 

guidance above are particularly relevant to this toolkit.  
Nursery and Reception Year One & Year Two Year Three & Year Four Year Five & Year Six 

• Use pictures, experiences and common places 
to choose a setting you know well. 

• Imagine you are the character in the setting. 
What can you see? What can you hear? 

• Use a list of three to build a picture, e.g. tall 
trees, bright flowers and a wooden bench. 

Building on N/YR work: 
 
• Picture it; use places you know and use your 

imagination. 
• Imagine you are the character in the setting. 

Describe what you can see, hear, smell and feel. 

Building on Y1/2 work: 
 
• Choose an interesting name for your setting 

e.g. Hangman’s Woods; Crystal Castle 
• Think about the time of day and the weather. 

Building on Y3/4 work: 
 
• Show the setting through the main character’s 

eyes e.g. Zak could see a bright speck in the sky 
which grew bigger and bigger. What could it be? 
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• Use adjectives to describe. 
• Use similes e.g. a post box as red as a fire 

engine 

• Use adjectives to describe the setting in detail. 
• Use a list of three to build a picture, e.g. blue 

curtains, red carpet and a blazing fire. 
• Use similes e.g. like an icicle 
• Use adverbs e.g. Angrily, the wind whirled 
• Use prepositions to describe different areas e.g. 

above, below, outside etc 

• Use an interesting detail as a ‘hook’ e.g. one 
window was shattered. 

• Change the setting to change the mood e.g. 
comfy – the kitchen was warm; scary – the 
alley was desolate and cold. 

• Use the weather to help you create the mood 
e.g. scary setting – rain and thunder. 

• Use figurative language to create mood and 
highlight your character’s feelings: 

‐ Alliteration 
‐ Onomatopoeia 
‐ Similes 
‐ Metaphors 
‐ Personification 
 
 

• Describe the character’s reactions to show how 
the setting is making them feel e.g. His hand 
gripped the banister till his knuckles turned 
white. 

• Use unexpected detail as a ‘hook’ e.g. It was then 
that he noticed it. Something had been crawling 
in the fine, red dust beneath the largest tower. 

• Change the setting to create atmosphere. 
• Use short sentences to create tension and 

excitement – balance these with longer 
sentences containing detail. 

• Use figurative language to bring your setting to 
life: 

‐ Sounds – alliteration/ onomatopoeia 
‐ Images – similes, metaphors, personification. 
 
 
 
 
 
 
 
 
 

 

Fiction Toolkit: Characterisation & Dialogue  

In fiction, effective characterisation is one of the most important elements to master. As readers we are drawn into stories by the characters that inhabit them. As writers we seek to create 

characters who are believable and who come alive to our audience. Some we emphasise with, others may scare us, some are likeable and others we love to hate. Our reading into writing is vital 

from an early stage as we explore with children both their reaction and response to characters, and then begin to ‘read as a writer’ to unpick techniques and tools we can use as writers to develop 

our own engaging characters. In the early stages of characterisation, young children more generally concentrate on physical description. However, through reading, talk, questioning and drama, 

even at an early stage, we can scaffold a much wider concept of character development which then can be explicitly explored cumulatively as pupils move through the key stages. Appearance 

is important, of course, but this toolkit explores characterisation not just through physical development but through personality and behaviour as well. The role of dialogue is a key tool to use and will 

be explored as an integral part of characterisation as we seek to create characters who are so real they jump off the page! 
Nursery and Reception Year One & Year Two Year Three & Year Four Year Five & Year Six 

• Choose characters from imitation stories and 
wider reading to develop talk and discussion 
using questioning to expand children’s notion 
of character: 

‐ What do you think ___ is thinking? 
‐ How do you think ___ feels? 
‐ Do you like ___? What makes you like them? 
‐ What do you think ___ would say? 
‐ Why do you think ___ behaved like that? 

Building on N/YR work: 
 
• Use character posters, role on the wall, mind 

maps etc. to encourage children to explore both 
appearance and personality when planning and 
developing a character. What does he look like? 
What physical features stand out? What kind of a 
person is he?  

Building on Y1/2 work: 

 
• Use small details to hint at what a character 

might be like and provoke a response from the 
reader. Use this as a jumping off point for 
discussion about stereotypes: 

‐ a character who spits on the ground, wipes 
his nose on his sleeve, smells can provoke an 
initial response of dislike or disgust 

Building on Y3/4 work: 

 
• Through wider reading explore characterisation 

through genre and begin to build a store of 
characters with children to reinforce 
confidence when moving between genres in 
writing 

• Explore how a character’s personality and 
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• Use adjectives to describe the character e.g. tall, 
scruffy, sad, lonely, old  

• Use simple noun phrases to help describe your 
character e. g. the angry bear, the red witch, a 
glass carriage 

• Use simple adverbs of manner to describe a 
character’s actions and movement e.g. slowly, 
happily, angrily 

• Use emotions images to explore a character’s 
feelings e.g. sad, happy, worried, scared  

• Introduce the idea of a simile to help the reader 
visualise your character e.g. the giant’s head was 
as large as a dustbin 

• Begin to collect and explore synonyms and 
antonyms for key areas of vocabulary: 

• moving verbs:  went / saw / walked 
• powerful verbs: gobbled/nibbled/gulped 
• feelings: happy/sad, good/wicked 
• Save them in a whole class writing journal and 

display on working walls; 
• When inventing stories orally use questioning to 

model developing character profiles and explore 
back stories: 

‐ What do you think the witch was wearing? 
‐ What did her hat look like? 

‐ What colour was her hair? 
‐ How would you describe her nose? Big? Pointed? 

Long? Thin? Bulbous? 

‐ Where do you think she lives? 
‐ Does she have a pet? 

‐ Is she a kind witch? 
‐ What do you think she might say to you if you 

met her for the first time? 
• In shared writing always emphasise capital 

letters for character’s names. 

• Use drama and role play to begin to explore 
character’s speech in stories. 

• Introduce speech bubbles and thinking bubbles 
as visual aids to help focus talk on what a 
character is saying and thinking. 

• Use drama and hot seating to explore a 
character’s back story: Where do they live? Do 
they have any brothers and sisters? What is their 
favourite hobby? 

• Expand and group collections of adverbs for 
description e.g. 

• feelings: anxiously, cautiously, angrily, excitedly, 
• appearance: scruffily, shabbily, smartly  
• sound: noisily, loudly, softly, 
• Use pronouns effectively when describing a 

character. John Henry went outside cautiously. He 
caught sight of....etc. 

• Expand the use of noun phrases both in front of 
the noun and after or a mixture of both. e.g. The 
grey knight strode forward (before); The knight 
with the gleaming sword strode forward (after); 
The grey knight with the gleaming sword strode 
forward (both!) 

• Explore feelings and character traits when 
building a profile and collect vocabulary in 
journals and on working walls e.g. traits: absent 
minded, day dreamer, trouble maker 

• Explore how the choice of a character name can 
be an effective tool to hint at personality; think:  
Miss Trunchbull v Miss Honey 

• Practise and apply the use of ‘show not tell’ to 
reveal how your character is feeling using drama 
and shared writing e.g. rather than say The 
teenager was angry, try to show how he feels, The 
teenager clenched his fists, his cheeks began to 
turn red and steam flowed from his ears… 

• Use action to develop characterisation. e.g. Jonas 
shrugged his shoulders and quietly shut the door 
behind him..;.  Jonas shot a look of dagger at his 
dad and slammed the door with all his might 

• Join sentences together for effect in description 
e.g. The bright green dragon was tired but he was 
still furious with the princess.  

• Use ‘sentences of 3’ for description e.g. The alien 
had green hair, an enormous nose and seemed to 
be completely confused.  

• Use commas in a list effectively.  
• Develop the use of simile and metaphor to help 

visualise and give insight into a character’s 

‐ A character might have his shoelaces untied, 
his jumper on inside out – is he disorganised? 

• Use comparatives and superlatives in character 
description. e.g. He was taller than the Empire 
State Building…, He was the bravest knight in 
the whole eight kingdoms… 

• Use drama activities (thought tracking, 
conscience alley etc.) to further explore a 
character’s own thoughts, feelings, actions and 
dilemmas and use this to inform consistency in 
writing 

• Use subordination for effect in description. e.g. 
Exhausted by his busy night, the boy collapsed into 
bed/ The young girl, who longed for a little 
attention, smiled at the old woman… 

• Vary the length of sentences for effect when 
writing.  Longer sentences for descriptive 
passages and short sentences for impact or effect  

• Explore how the reactions and thoughts of other 
characters towards a main character can reveal 
much to the reader e.g. Jamie stared at his friend, 
shaking his head sadly. What does Jamie think 
about his friend’s action? 

 
• Use effective description of a setting and how it 

impacts on a character to show how a character 
is feeling e.g. the forest seemed to close in on 
Jade. The moon faded behind the clouds and 
darkness truly fell. She pulled her jacket tightly 
around her and a shiver ran down her spine.  

• Use dialogue punctuation effectively and 
develop use and movement of speech verbs.  
“Well, I’m not that cold,” shivered Freddy. 
Freddy shivered, “Well, I’m not that cold.” 
“Well,” shivered Freddy, “I’m not that cold.” 

 

• behaviour can impact on the plot e.g. a moral 
flaw or a deep-seated fear will mean that when 
you put your character in that situation you 
know how he/she will react 

• Use emotion and relationship graphs to track 
character development and consistency 
throughout stories. 

• Explore use of contrasting characters to 
develop conflict in narrative. Two siblings – 
one shy and withdrawn and the other 
adventurous find themselves at a crossroads 
in the narrative - who prevails? At what cost? 

• Develop the use of internal voice and rhetorical 
questions to enhance character description e.g 
Sarah stopped in her tracks. Did I really see a 
shadow she thought to herself? What on earth 
was it? 

• Explore using a different viewpoint and how it 
affects the characterisation 

• Consider the quality of dialogue by limiting the 
use of adverbs 

• If your dialogue is good it tells the reader what 
they need to know without the adverb e.g.:  
“Come inside, it’s nearly dark,” shouted his 
mum angrily. / “How many times have I told 
you? Enough is enough! Come inside this VERY 
minute,” shouted his mum. 

• Use a range of strategies to develop 
sophistication in controlling dialogue. NB 
Children are often tempted to write a string of 
dialogue. Despite accurate punctuation and use 
of new speaker / new line, this can result in poor 
writing. 

• Use a range of techniques to break up speech 
when writing:  

• add in subordination, extra details of 
description and action 

• show how the other character reacts to the 
dialogue 

• in filmic style, state what is going on in the 
background 
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personality e.g. The old man was as hungry as a 
lion stalking his prey.  

• Use alliteration for effect in description e.g. the 
cruel, cackle of the witch… 

• Begin to explore how dialogue can help describe 
your character effectively. e.g. “Clear off!” yelled 
Fred. “ Just leave me alone can’t you! – How is 
Fred feeling? How do you know?  

• Introduce and practise the basics of writing 
dialogue 

• move from speech bubbles to speech marks 
around the spoken words 

• new speaker – new line 
• start spoken words with a capital letter  
• separate words spoken from speech verbs by 

using a comma ( unless using ! or ?)   
• Develop the use of speech verbs and adverbs to 

reveal more about your character e.g. Stop right 
there! Jake screamed wildly.   
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Fiction Toolkit: Suspense & Action 

Most young writers want to write stories that are exciting and sound real. This means that they will have to pay attention to finding out about writing suspense and action. Both are elements of most 

of the stories children will write. For example, suspense and action paragraphs are needed at points where problems occur or when something awful is about to happen or when there is a conflict, 

a chase or an escape. There may be more than one point in a narrative where we will need to build up suspense or dramatic action. When children begin writing suspense, they often want to tell 

the reader how to feel instead of showing them how the scene appears through the characters’ eyes. Similarly, when writing action, they often try to do it through dialogue alone like a script with 

no stage directions. To bring action alive, children need to learn how to let the reader see and hear what is happening. To add to the suspense and keep your reader’s attention, questions and cliff-

hangers are useful at the end of a section. They can leave characters in tricky positions that remain unresolved so that the reader has to read on to find out what happens. As with other toolkits, it is 

important to spend time looking at other quality examples of both these kinds of writing, alongside your model text, to explore extracts in detail and see how writers achieve these effects through 

their choice of words and sentence patterns. 
 Nursery and 

Reception 

Year One & 

Year Two 

Year Three & Year Four Year Five & Year Six 

S
u

sp
e

n
se

 

  • Put your character in a lonely place e.g. Hal could just see 
across the deserted car park to the old bottle factory… 

• Put your character in the dark e.g. In the dim light, everything 
seemed quiet 

• Use a dramatic connective e.g. At that moment… 
• Introduce scary sound effect e.g. All was quiet except for an 

occasional buzzing somewhere above them… 
• Use ‘empty’ words e.g. something/someone/no-one   
• Introduce a sound effect e.g. a creaking door. 

Building on Y3/4 work: 

 
• Lull the reader into a false sense of security then introduce an element of unease e.g. 

Bessie awoke, sat up slowly and gazed around her. What was that on the edge of the 
wood? 

• Let the reader glimpse the threat e.g. Something darted behind the tree. 
• Use the senses e.g. The bushes rustled and a shiver went down her spine. 
• Show the character’s reactions through what is said or done e.g. Her heart pounded.  
• Choose words and phrases to slow the action down to increase tension and anticipation 

e.g. gradually…, sticking close to the wall, they crept…, cautiously…, ..bit by bit… 
• Select verbs carefully to build tension e.g. edged, grabbed, scrabbled, whispered, hissed, 

brushed against 
• Use a rhetorical question e.g. Could they still hear the dog barking?  Would it ever get 

light again? 

A
c

ti
o

n
 

  • Use a widening range of dramatic adverbials to open 
sentences e.g. But..., All at once…, Without warning…, 
Suddenly… No sooner than…  

• Let the reader see how a character is reacting e.g. He 
doubled up in pain… 

• Use three actions for impact e.g. He darted forwards, ran 
down the alleyway and slid through the open gate… 

• Use short sentences to convey pace and dramatic impact e.g. Tom fled. Behind him he 
could hear the thud of the boys’ feet…, His heart was pounding. They were closing on 
him. 

• Describe a few actions with well-chosen verbs. 
• Describe the sounds around the action e.g. Beyond the stream, Kate thought she could 

still hear something groaning like…  
• Use some alliteration to increase the effect e.g. Someone grabbed his shoulder, gripping 

him so hard that he cried out 
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Fiction Toolkit: Creating Plots and Paragraphs  

Creating plots is fundamental to story making but is often a challenge for young writers. Without a structure in mind to map a story out, the writing is likely to be directionless wandering from event to 

event with no way of drawing it to a conclusion. Stories, typically, have a five-part structure: introduction -> build-up -> dilemma or crisis -> resolution -> conclusion or ending. Knowing about this 

structure from stories learned is a big help. Knowing about different generic story types and how they work helps even more e.g. cumulative stories, warning stories, losing and finding stories, journey 

and quest stories, defeating monsters and portal stories… Story mapping and boxing up are key strategies for children at every age to help them construct an overview of their story which gives them 

a helicopter view of where they are going, as they write. Plot-making should be linked to work on paragraph types below because paragraphing is the principle way in which the architecture of a 

plot is laid out.  

Work on paragraph types links, of course, to the toolkit on creating plots above, since many of these paragraph types mark changes of scene as the story moves through the phases of the plot. 

Paragraphs are not used only to mark the big changes as a plot moves on and, as children grow in sophistication, we should expect them to write several paragraphs to narrate each phase of a 

plot, moving towards creating mini-chapters. Boxing-up is a fundamental strategy to structure work on paragraph writing and work arising from the Language Features Progression on sentence 

structure (e.g. sentence types, openings, voice, levels of formality etc.) is particularly relevant. Good paragraph writing is characterised by the range and variety of sentences used, and how they 

flow into one another. Equally important is knowing when to start a new paragraph and finding engaging connectives (words and phrases) which draw readers in and hook the paragraphs together 

with opening sentences that raise expectations, lay clues, put the reader in the right time and place etc., a following section on changing paragraphs draws attention to this.  

Changing paragraphs: knowing when and why to change paragraphs should grow out of the work above and the final part of this section is a reminder for teachers, especially for more confident 

independent writers launching into their own inventions.   
 Nursery and Reception Year One & Year Two Year Three & Year Four Year Five & Year Six 

C
re

a
ti
n

g
 P

lo
ts

 

• Plan your story on a story 
map  

• Choose your main 
character; who are they?  
What is he/she doing?  
What is going to go 
wrong?  How will it be 
sorted out? 

• Tell your story using: Once 
upon a time, 
Suddenly/Unfortunately… 
luckily…. Finally… happily 
ever after 

Building on N/YR work: 
• Choose your plot: overcoming a 

problem; quest/journey; conquer the 
monster; changing (sad-happy, poor-
rich); traditional pattern 

• Choose your main character; who are 
they?  What is he/she doing?  What is 
going to go wrong?  How will it be 
sorted out? 

• Make sure your story has a beginning, 
middle and end  

• Use a plan to help you write your 
story:  storyboard; story map; story 
mountain 

• Use speech to move the story forward 
• Use connectives to link paragraphs 

e.g. Once upon a time, first, 
unfortunately, after that, luckily, 
happily ever after. 

Building on Y1/Y2 work: 

• Choose your plot: overcoming a problem; quest/journey; 
conquer the monster; character flaw; warning; lost and 
found; suspense; wishing; catastrophe; magical; story with 
a moral; changing (sad-happy, poor-rich); traditional 
pattern 

• Use a plan to help you write your story:  flowchart; timeline; 
storyboard; story map; story mountain 

• Develop each part of the story properly – don’t rush it! 
• Use dialogue – but not too much!   
• Show what the main character is like by what they say and 

what they do 
• Write an ending that shows how the main character feels, 

or what has been learned 
• Use connectives to link paragraphs e.g. one day, suddenly, 

finally  
• Stay in the same tense 
• Stay in the same person:  I/we, you, he/she/it/they… 

Building on Y3/Y4 work: 

• Choose your plot: overcoming a problem; quest/journey; conquer 
the monster; character flaw; warning; lost and found; suspense; 
wishing; catastrophe; magical; story with a moral; changing (sad-
happy, poor-rich); traditional pattern  

• Follow a plan: flowchart; timeline; storyboard; story map; story 
mountain   

• Use controlled dialogue to move the story on 
• Balance action, dialogue and description 
• Create different atmospheres with different settings 
• Show what the main character is like by what they say and what 

they do 
• Write an ending that shows how the main character feels, or what 

has been learned 

• Use connectives to link ideas, sentences and paragraphs 
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A good opening will catch the reader’s interest and make them want to read on. 

O
p

e
n

in
g

 P
a

ra
g

ra
p

h
 

In oral retelling:  

 
• Use language from 

traditional tales e.g. Once 
upon a time…, Long, long 
ago…  
• Use time connectives e.g. 

‘Yesterday….’ 

Building on N/YR work, through 

oral retelling and writing:  

 
• Use a wider range of language from 

traditional tales e.g. In the dim and 
distant past… 
• Increase the range of adverbial 

openers e.g. One day…, First…, 
When…,  
• Introduce the main character by name 

e.g. Lizzie Springstein ran down the 
main street as fast as her legs would 
carry her.’   

Building on Y1/2 work, through writing:  

 
• Use adverbial openers: One wintry evening…  
• Weave in background information.  
• Use different types of opening sentences: 
‐ introduce a problem e.g. When Bill Simpson woke up on 

Monday morning, he found he was a girl. (Bill’s New Frock 
– Anne Fine) 

‐ start with a question e.g. “Can I go and play by the canal?” 
asked Sam 

‐ Start with dialogue e.g. Let’s head for the river! yelled Jake. 
‐ Start with a warning e.g. “Don’t take the short cut through 

the woods,” warned Mum. 

Building on Y3/4 work, through writing: 

 
• Weave in background information 
• Introduce the main character and the problem.  
• Intrigue and tease the reader – raise questions in the reader’s mind 
• Hint that something is going to happen e.g. ’The dog barked only once 

and then it bit little Jazzy on the leg. She screamed but no-one came.’ 
• Create atmosphere – often a good way to open a story:    
• portray a character e.g. Jim Jarvis. Want to know who that is? It’s me! 

That’s my name. Only thing I’ve got is my name…, (Street Child – Berlie 
Doherty)  
• create a setting e.g. ‘At the end of the lane stood an empty house.’  
• describe an event or action e.g. The bomb exploded in the very place 

he had been standing moments earlier…, 
• Use speech e.g. “I’m starving,” groaned Tommy… 

Bridging the opening and leading up to the problem. 

B
u

il
d

-U
p

 P
a

ra
g

ra
p

h
 In oral retellings: 

 
• Use story language or a 

time connective to move 
the narrative forward, 
followed by an action e.g. 
Early one morning Baby 
Billy Goat Gruff woke up 
and looked all around 
him…Next 

Building on N/YR work, through 

oral retelling and writing:  
 
• Get your characters to do something 

e.g. set off on a journey. 
• Increase the range of adverbial 

openers used e.g. ‘As soon as….’ 
‘Later…..’  

Building on Y1/2 work, through writing:  

 

• Move characters to where the action is going to take place 
e.g. ‘Stamping his feet angrily, Joe marched across the field 
to the weir 

Building on Y3/4 work, through writing: 

 
• Get your characters to do an ordinary/everyday activity, not 

knowing that things might go wrong. 
• Give further information about the characters to establish the 

types of people they are. 
 
 

Every story has a problem and sometimes more than one. The problem needs to be something that needs to be solved in the following part of the story. 



13 | P a g e  
 

P
ro

b
le

m
s 

o
r 

D
il
e

m
m

a
s 

• Introduce the problem, e.g. 
Unfortunately, inside the 
cave lived a dragon. 

• Describe the problem using 
simple adjectives or 
adverbial phrases, e.g. But in 
the forest lived a huge, hairy 
troll!   

• Explain why it is a problem, 
e.g. The wolf was very 
hungry. 

• Use adverbial openers to 
signal that there is a 
problem, e.g. But… 
Unfortunately… 

Building on N/YR work, through oral 

retelling and writing:  

 
• Introduce the problem e.g. Unluckily, the 

wizard heard about Asif’s amazing 
magical powers and was extremely 
jealous. 

• Describe the problem using repetition, 
e.g. a crazy troll, a lazy troll or a list for 
description, e.g. The alien had six arms, x-
ray eyes and was wearing green armour.  

• Describe the problem using adjectives, 
adverbial phrases and similes e.g. Under 
the tree lived a terrible witch with eyes as 
sharp as knives.  

• Explain the problem, e.g. Charlie was 
stuck in the magic box and there was no-
one to help him escape.  

• Use adverbial openers which signal that 
there is a problem, e.g. Unluckily…, 
Suddenly…, At that moment… 

Building on Y1/2 work, through writing:  

 
• Experiment with introducing the problem in different ways:  
• Change and then describe the setting, time of day, weather first 

e.g. It was dark in the forest and the knight couldn’t see the road 
at all.  

• Use a dramatic starter, e.g. Without warning the Dalek appeared.  
• Describe what the character feels about the problem, e.g. brave, 

scared 
• Describe the action using a sentence of three, e.g. Finn ran 

towards the glowing door, tripped over the Viking’s shield and fell 
headfirst into a gigantic pit… 

• Use short sentences for impact and action, e.g. They ran! 
• Explain what the implications of the problem are, e.g. She was 

stuck. Nobody could help her now. No one could hear her. 
• Use a greater range of adverbial openers which signal that there 

is a problem, e.g. Without warning…, All of a sudden…, To her 
amazement…, Just then… 

Building on Y3/4 work, through writing: 

 
• Use a greater variety of methods to introduce the problem: 
• Describe the mood or atmosphere first, e.g.  As darkness fell mist poured 

over the edge of the crater, hiding the entrance to the Beast’s lair.  
• Shock the reader with a sudden surprise 
• Change the mood e.g. familiar – unfamiliar; calm – dangerous 
• Use a question starter, e.g. Was she going the right way? She hoped so…, 
• Use dialogue   
• Suggest the character’s attitude towards the problem, e.g. Grasping his 

sword tightly, Theseus strode into the darkness of the labyrinth. 
• Hint at how the character might solve the problem, e.g. He would not be 

seeing his friends again, unless he could think of a way to escape.  
• Show what the character is feeling and thinking by using ‘outside-inside’ 

e.g. Gemma could hear the footsteps getting closer. She wondered how 
long she could stay hidden.  

• Use a variety of sentences to create effect - short to describe action or 
suspense then longer to add details 

• Use a more sophisticated range of adverbial openers which signal that 
there is a problem, e.g. In a flash…, Out of the blue…, With a scream…, 
Silently…, Nobody saw… 

The resolution is how the problem is solved by the main character/s. 
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• Explain simply how the 
problem is sorted out, 
e.g. After a lot of pulling 
the turnip came out of the 
ground. 

• Use adverbial openers to 
signal that the problem 
has been solved, e.g. 
Then…., Luckily…., So…. 

Building on N/YR work, through 

oral retelling and writing:  

 

• Describe how the problem is sorted 
out, e.g. As soon as the giant was 
asleep, Jake ran out the door and all 
the way home. 

• Use a sentence of three to show how 
the character returns home, e.g. The 
mermaid swam out of the goblin’s 
cave, through the seaweed forest 
and back to her pearly grotto. 

• Use adverbial openers which signal 
that the problem is about it be 
sorted out, e.g. After a while…., 
Fortunately…., As soon as…., 
Eventually…, 

Building on Y1/2 work, through writing:  

 

• Experiment with how the problem is resolved: 
‐ Use a dramatic starter, e.g. It was now or never! 
‐ Use dialogue, e.g. ‘I’m over here – come and get me!’, 

shouted the prince.  
‐ Use –ly as starters, e.g. Carefully, the wizard cast his spell. 
‐ Use –ing clauses as starters, e.g. Creeping out from behind 

the rock, the astronaut activated his teleporter. 
• Describe what your character does to resolve the problem 

and how they feel about it, e.g. Immediately, the knight 
leapt bravely from his horse. 

• Describe what your character can see, touch, smell and 
hear, e.g. As Kit moved slowly towards the cave, he could 
hear the sound of bones crunching. 

• Use a greater range of adverbial openers which signal that 
the problem is about to be resolved, e.g. As…, 
Immediately..., Although…, While…, Just as…, 

Building on Y3/4 work, through writing: 

 

• Use a greater variety of methods to resolve the problem: 
‐ Introduce a twist, e.g. The cave was empty – there was no dragon, 

no beast to fight. 
‐ Use –ed clauses as starters, e.g. Exhausted, the warrior fell to the 

ground.  
‐ Show character’s reaction first, e.g. Clare sighed. She knew what she 

must do.  
• Build up the resolution a ‘frame’ at a time – don’t rush. 
• Move the story by adding description, e.g. In the distance, Kit could 

hear still hear the sound of battle, but his own was over. 
• Use a more sophisticated range of adverbial openers to signal 

that the problem is about to be resolved, e.g. Meanwhile…, 
Despite..., A few moments later…   

Shows what the main character has learned or how they have changed. Sometimes includes a moral and often refers back to the opening. 
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• Explain what happens to 
the characters at the end 
of the story, e.g.  
Goldilocks ran all the way 
home and the Three Bears 
never saw her again. 

• Use story language to 
finish the story, e.g.  
….and they lived happily 
ever after 

Building on N/YR work, through 

oral retelling and writing:  

 
• Describe what happens to the 

characters at the end, e.g. they go 
home.  

• Say something about the story or the 
characters, e.g. …and the little 
mermaid never felt unhappy again. 

• Use adverbial openers which signal 
that the ending is about to happen, 
e.g. In the end….., Finally…., 

Building on Y1/2 work, through writing:  

 

• Plan your ending so that you know how your story will 
finish 

• Take the main characters back home 
• Experiment with ways to end a story:   
‐ Include a comment on what has happened, e.g. The two 

boys would never be so stupid again.  
‐ Make a connection back to the beginning of the story, e.g. 

Now every time the cat looked at the milk jug he felt 
happy.  

‐ Use dialogue 
• Show what your character has learned, e.g. He would 

never pretend that he had lots of money ever again. 
• Use a greater range of adverbial openers, which signal the 

ending, e.g. After all…, At the end of… 

Building on Y3/4 work, through writing: 

 

• Use a greater variety of methods to end the story:  
‐ Make your character comment on what has happened, e.g. I’m 

never doing that again, replied Sian.  
‐ Use And…, at the start of a sentence for effect, e.g. And this time 

she meant it.  
‐ Have an adult character make a comment, e.g. “I think it might 

be best if I keep the key in future…” suggested the headmaster.  
‐ Mention an object or detail from the opening, e.g. The time 

machine was waiting. Until the next time… 
‐ Introduce a twist, e.g. But there it was again – the knocking… 
‐ Use a question, e.g. But how long for? wondered Billy.  
‐ Use a ‘new beginning’, e.g. “It looks like we have another problem 

on our hands now…” said Sam. 
• Show how your character has changed, e.g. …stopped being a 

bully… 
• Use a more sophisticated range of adverbial openers which signal 

the ending, e.g. Nevertheless..., And so it was that…, After 
everything that had happened…, Even though… 

Fiction Toolkit: Changing Paragraphs 

When to start a new paragraph: Why? Example: 

Change of person  To introduce a new person or to move the attention to a different character 
• In walked….  
• The stranger….  
• Zak dashed in…. 

Change of place To show that the action has shifted to another place 

• On the other side of town….  
• Behind the distant hill… 
• At the top of the stairs… 
• The room they had entered was… 

Change of speaker To show that it is a different speaker • “Hello”, said a strange voice….  

Change of mood 
To show that the mood has changed. A change in mood can also be shown by 
introducing a different sort of weather, or by altering the time of day.  

• The clouds darkened… 
• The morning sun cast a shadow over… 

Change of time  
 

To let the reader know that time has passed • The next morning….. Later that day…… At that very moment…… 

Change of event  
 

To introduce a new event 
• There was a sudden….  
• The phone rang…  
• There was a knock at the door…. 

Showing viewpoint  
 

To reveal the thoughts of a different character, or to show events from a different 
character’s point of view 

• Harvey, however, had a different idea…  
• The wizard thought carefully…  

Introducing a problem or surprise  To introduce the problem or a dramatic or unexpected event 
• There was a crash and…  
• Without warning…  
• Suddenly…. 
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Fiction Toolkit: Poetry 

Poetry not only helps evolve pupils reading, writing and speaking and listening skills, but is also used as an art form and outlet for expression and emotion. As well as 

emphasizing and refining speaking and listening skills, producing and performing poetry in the classroom can foster trust and empathy. Poetry becomes a powerful outlet to 

hone in on vocabulary choices, grammar and literary devices, pace, theme and meaning. 

Year 1 Year 2 Year 3 Year 4 Year 5 Year 6 

‐ Simple rhyming sentences 
‐ Simple riddles 
‐ Acrostic 

‐ Simple poetry structure for own 
ideas 

‐ Humorous verse (nonsense 
sentences) 

‐ Shape poetry/Calligrams  
‐ Diamantes 
‐ Clerihews 
‐ Free Verse  
‐ Sound poems to create effect 

(onomatopoeia, alliteration, 
distinctive rhythms) 

‐ Limerick 
‐ Haikus 
‐ Kennings 
‐ Tetractys 
‐ Language play 
 

‐ Narrative Acrostics (mood) 
‐ Haikus/Senryus 
‐ Renga 
‐ Kennings 
 

‐ Haiku/Senryus 
‐ Ottava Rima 
‐ Iambic Pentameter (in the 

context of reading 
Shakespeare) 

‐ Narrative Poetry 
‐ Monologues/Soliloquy 
‐ Free Verse: Remembrance 

Poetry 

 

Type of Poetry Features Challenging Criteria (Ensuring challenge for all) 

Acrostics • The first of last letter in each line spell out a word. Most commonly, it is the first 
letter that spells out the word.  

• The acrostic links to a given theme, e.g. winter. 
• Lines usually end with commas. 

• Ask children to spell out a word using the last letter of each line.  
• Ask children to include a rhyme.  
• Ask children to add further description within their poem. 

Riddles • The poem describes a noun (usually an object), but does not name it, i.e. it may 
describe a tiger as striped and furry.  

• The last line usually directly addresses the reader and uses a question, e.g. 
‘What is it?’ or ‘Can you guess what I could be?’ 

• The mood of the poem is light-hearted. 

• Ask children to write a riddle in either first or third person.  
• Ask children to use rhyming couplets. 

Shape Poems/Calligrams • The poem usually describes an object. 
• The poem is presented in the shape of the object which it is describing. 
• The layout may either be with the words inside a shape or around the outline of 

the shape. 

• Ask children to have a consistent number of syllables in each line.  
• Ask children to include language devices, such as similes, 

metaphors and alliteration 

Clerihews  
E.g.  
Mr Smith wears a wig,  
But for his head it’s rather big.  
In windy weather he was careless.  
Now Mr Smith’s head is hairless. 

• A clerihew is four lines in length and includes rhyming couplets (AABB).  
• The subject of the poem is typically a character who is named on one of the 

lines.  
• The mood of this type of poem is comic. 

• Ask children to vary the rhyme scheme to either ABCB or ABAB. 
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Diamantes 
 E.g.  

Bike  
Shiny, quiet,  

Pedalling, spinning, weaving  
Whizzing round corners, zooming  

along roads  
Racing, roaring, speeding  

Fast, loud, 
 Car 

• The poem is presented in the shape of a diamond.  
• The line structure is as follows:  
‐ Line 1: Beginning subject;  
‐ Line 2: Two adjectives about line 1;  
‐ Line 3: Three verbs or words ending ‘-ing’ about line 1; 
‐ Line 4: A short phrase about line 1, a short phrase about line 7; 
‐ Line 5: Three verbs or words ending ‘-ing’ about line 7;  
‐ Line 6: Two adjectives about line 7; 
‐ Line 7: End subject. 
• Precise verbs and adjectives are used in the relevant lines indicated above. 
• Each line starts with a capital letter; commas are used between verbs and 

adjectives; no punctuation at the end of lines 

• Children use increasingly precise adjectives and verbs in their 
verse. 

Haikus (or ‘Hokku’)  
E.g.  
The sky is so blue. (5)  
The sun is so warm up high. (7)  
I love the summer. (5) 

• The haiku Originates from Japan and is similar in structure to a Tanka poem. 
• The mood of a haiku is generally serious, and can relate to many themes, 

including nature or love. 
• The line structure is as follows: 
‐ Line 1: 5 syllables;  
‐ Line 2: 7 syllables;   
‐ Line 3: 5 syllables. (14 in total).   
• Each line starts with a capital letter 

• Ask children to select rhyming words to end lines 1 and 3. 

Limericks 
E.g.  
There was an old man with a beard,  
Who said, 'It is just as I feared,  
Two owls and a hen  
A lark and a wren  
Have all built their nests in my beard! 

• The poem is five lines in length and follows the rhyme scheme AABBA.  
• The line structure is as follows:   
‐ Line 1: 7-10 syllables;  
‐ Line 2: 7-10 syllables;  
‐ Line 3: 5-7 syllables;  
‐ Line 4: 5-7 syllables;  
‐ Line 5: 7-10 syllables.  
• The first line usually begins with ‘There was a…’ and ends with the name of a 

person or place.  
• The last line should be rather unusual or far-fetched.  
• Each line starts with a capital letter. Lines often end with a comma.  
• The mood of this type of poem is comic, and it can even be nonsense. 

• Provide scaffolding with gapped words for lower attainers.  
• Ask children to write in nonsense style, considering how their 

nonsense words could be similar to real words to suggest 
meaning.  

• Ask children to devise a limerick around a given theme. 

Tetractys  
E.g.  
I (1)  
Am four (2)  
And I go (3)  
To big school where (4)  
I learn to read and write and spell my name. (10) 

• The poem is five lines in length.  
• The line structure is as follows:  
‐ Line 1: 1 syllable;  
‐ Line 2: 2 syllables;  
‐ Line 3: 3 syllables;  
‐ Line 4: 4 syllables;  
‐ Line 5: 10 syllables.   
• There is no set rhyme scheme.  
• Each line starts with a capital letter and only the last line ends with a full stop 

• Ask children to write a double tetractys which follows the 
following line structure:  

‐ Line 1: 1 syllable;  
‐ Line 2: 2 syllables;  
‐ Line 3: 3 syllables;  
‐ Line 4: 4 syllables;  
‐ Line 5: 10 syllables;  
‐ Line 6: 10 syllables;  
‐ Line 7: 4 syllables;  
‐ Line 8: 3 syllables;  
‐ Line 9: 2 syllables;  
‐ Line 10: 1 syllable 
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Kenning Poems  
E.g.  
My Sister  
Dummy-sucker  
Teddy-thrower  
Anything-chewer  
 
Kiss-giver  
Slave-employer  
Dolly-hugger  
Calm-destroyer 
 
Milk-drinker  
Nappy-leaker  
Peace-breaker  
Scream-shrieker  
Unlike any other  
My sister. 

• A ‘kenning’ is a two-word phrase which describes an object, often using a 
metaphor to do so.  

• Kenning poems are a type of riddle which use kennings to describe something 
or someone.  

• Each line consists of one kenning. There is no set number of lines in each verse.  
• The kennings should be ordered within the poem with consideration of the 

impact on the reader 

• Ask children to make precise word choices.  
• Encourage children to use language devices, such as metaphors 

and alliteration. 

Senryus • The structure of a senryu is identical to that of a haiku.  
• It is three lines in length.  
• The line structure is as follows:  
‐ Line 1: 5 syllables;  
‐ Line 2: 7 syllables;  
‐ Line 3: 5 syllables. (14 in total).  
• Each line starts with a capital letter.  
• The last line ends with a full stop; no other punctuation is necessary.  
• Where senryus differ from haikus is in their subject. Senryus are typically about 

humans rather than concepts such as nature of love. 

•  

Renga (‘linked poem’)  
E.g. 
The final leaf falls (5)  
The tree branches are so bare (7)  
Autumn has arrived (5)  
Remember Summer's warm kiss (7)  
So gentle, it will be missed. (7) 

• Renga poems are written by more than one poet. Poet A would write three 
lines following the structure below. Poet B would then write the last two lines 
of the verse following the given structure. This is repeated within a pair or small 
group until the poem is complete. 

• The line structure is as follows:  
‐ Line 1: 5 syllables;  
‐ Line 2: 7 syllables;  
‐ Line 3: 5 syllables;  
‐ Line 4: 7 syllables;  
‐ Line 5: 7 syllables.  
• There is no set rhyme scheme.  
• The themes within a verse need to be consistent.  
• Each line starts with a capital letter and the last line of each verse ends with a 

full stop 

• Ask children to approach a range of themes with different 
opinions, i.e. a verse from the perspective of someone who 
dislikes autumn, followed by a verse by someone who likes 
autumn. 

• Ask children to mirror the structure with a syllable pattern of 
their choosing, e.g. 6, 8, 6, 8, 8. 
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Ottava Rima  
E.g.  
Quickly did the tiger begin his fast run  
Over hilly ground you see him fly and leap 
The passive prey laying grazing in the sun 
Suddenly its life that it wanted to keep 
Tiger pounces, quickly getting the job done 
The prey collapsing in a really big heap 
Tiger sleeps as night takes over from the day  
Will we ever see the hunter become prey? 

• It is an Italian style of poetry.  
• It is eight lines in length; each line consists of eleven syllables.  
• The rhyme scheme is ABABABCC.  
• Each line opens with a capital letter.  
• It is optional whether lines end with commas or not.  
• A poem may consist of several verses following the structure above.  
• The last line of the poem may end with a question mark or a full stop. 

• Ask children to consider the precision of their vocabulary choices. 
They should use a thesaurus to develop this (linked to Y5 and Y6 
writing curriculum objective). 

Iambic Pentameter  
E.g 
Two households, both alike in dignity,  
In fair Verona, where we lay our scene, 
From ancient grudge break to new mutiny, 
Where civil blood makes civil hands unclean.  
From forth the fatal loins of these two foes 
A pair of star-cross'd lovers take their life. 

• Unlike other taught styles, Iambic Pentameter refers to the way in which 
individual lines are constructed. There are no particular rules about verse 
length. 

• It is a sequence of ten alternately unstressed and stressed syllables.  
• Children should be encouraged to hear the effect of lines being constructed in 

this style. 
 

• Ask children to consider why characters such as the witches in 
Macbeth do not deliver their lines following this meter: what 
does this suggest about the presentation of character? 

Free Verse Free verse does not follow a set syllable pattern or rhyme scheme. It may be written on a range of themes. Refer to the KS1 and KS2 key objectives and 
writing curriculum content for each year group. 

 

Non-Fiction Toolkits 

Non-Fiction Toolkit: Recounts 

Recounts are one of the easiest text-types to learn because recounts are narratives. They focus on re-telling what happened, they have many of the same key ingredients as stories. The main 

difference is that, whereas stories are imagined, recounts tell or, purport to tell, events that actually happened, in the first person if it is a personal recount or third person if the events happened to 

others. Recounts are a common form non-fiction writing with applications throughout the school and in most areas of the curriculum, ranging from formal and accurate reporting to anecdotes and 

jokes. Like narrative, effective recounting relies on the ability of the writer to relate events in interesting ways. Like all text types, variants of recounts can occur and they can be combined with other 

text types. For example, newspaper 'reports' on an event often consist of a recount of the event plus elements of explanation or directions, information from other text types. The recount toolkit 

ideas below can used in conjunction with ideas drawn from the fiction toolkits e.g. to develop character, settings plot, suspense etc. where they may be equally relevant depending on the topic 

and the audience. 
Nursery and Reception Year One & Year Two Year Three & Year Four Year Five & Year Six 

• Imitation: learn and retell simple recounts based 
on real experiences that all children in the class 
have shared 

• Using maps and props, adapt model(s) to retell 
other experiences in sequence  

• Use complete sentences in sequence  
• Use past tense 
• Use some simple time connectives e.g. first, then, 

after that, finally 
 

Building on N/YR work: 

 
• Organise recounts in sequence: 
‐ Opening to describe When? Who? What? 

Where? to create introductory sentences which  
capture the main event e.g. Last Thursday 
afternoon Mrs James took us to the fire station to 
see the fire engines. 

‐ A middle section to expand opening and describe 
events in detail, e.g. We went by coach after 

Building on Y1/Y2 work: 

 
• Create well-crafted openings using complex 

sentences to capture reader’s attention 
• Organise text into paragraphs introduced with 

topic sentences   
• Link paragraphs appropriately with a range of 

connectives to steer readers through the 
sequence, and provide hooks inviting them to 
read on e.g. to:  

Building on Y3/Y4 work: 

 
• Create recounts for a wide range of purposes 

with varying degrees of formality e.g. letters to 
friends; reporting facts accurately to inform 
others; an official police report   

• Use recounts to explore alternative points of 
view e.g. from stories or linked to other subjects 
of the curriculum, writing in role as a character 
e.g. as an evacuee, a Roman soldier etc.  
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lunch. The fire officer, who was called Mr Bunday, 
showed us the fire engine. I sat in the driver’s seat 
then…. Next we looked at the ladders and 
hoses…Luckily there were no fires so… etc.  

‐ A conclusion to round it off, and show how it felt 
e.g. When we got back to school my mum was 
waiting. I liked the blue flashing light and the siren 
but…etc  

• Use first person consistently: we, us for shared 
experiences; I, me for personal experiences.  

• Use past tense consistently and correctly 
• Use a range of time connectives and conjunctions 

to sequence sentences 
• Use technical vocabulary for accuracy e.g. 

windscreen, siren, valve 
• Choose adjectives and similes to add detail and 

precision e.g. brass nozzles, flashing blue light, as 
high as…  

• Add information using who/which clauses: The 
fireman, who showed us his helmet, said… 

‐ Sequence events: firstly, secondly, later, etc. 
‐ Add information: also, additionally, 

furthermore, not only 
‐ Change direction: but, however, although etc.  
‐ Conclude and summarise: finally…, in the 

end…, at last…, etc.   
• Use past tenses verb appropriately e.g. We 

climbed up the slope… (simple past); While we 
were climbing up the slope,… (continuous past); 
when we had climbed up the slope…(past 
perfect);  We had been climbing up the slope 
while…(past perfect continuous); - NB no need 
to name these   

• Create 1st person recounts based on individual  
and shared experiences, show how you feel – 
your emotions and attitudes by describing 
settings, people, objects so the reader can see 
through your eyes.  

• Create 3rd person recounts for specific 
audiences e.g. newspaper reports police 
reports  

• Use sentences of different types and lengths to 
vary the pace, combine information, create 
emphasis, effect e.g.  

‐ Long and short sentences: We left the house 
full of energy and looking forward to trying out 
the raft for the first time… ‘Got it’, he 
shouted… etc.  

‐ Sentences with ‘drop-in’ phrases and clauses 
e.g The beaver, with the rope between his 
teeth, was heading for the weir. 

‐ A variety of sentence openers: The beaver 
began chewing hungrily/Hungrily, the beaver 
began chewing 

‐ Questions and exclamations: Why would he 
swim so close to the raft? we wondered. Look 
out, or he’ll start eating the rope! 

• Use 1st and 3rd persons to recount and report, 
and as well as using past tense for narrating, 
experiment with using present tense, as in a 
sports commentary – explore the effects of 
changing from one tense to another.   

• Create and use banks of specific and technical 
vocabulary (nouns, verbs, adjectives, 
subordinate clauses) to make meaning precise 
and accurate e.g. The tractors ran on diesel fuel 
and had specially designed caterpillar tracks to 
climb the steep inclines left by the quarrying…   

• Use direct and reported speech appropriately:  
‘Don’t put your fingers near the machinery’, said 
our guide; (direct) …our guide told us to keep our 
fingers away from the machinery… 
(indirect/reported) etc.  

• Vary sentence structure, length and type e.g.  
‐ Complex sentences to combine information 

effectively: we decided, without thinking about 
what might be inside, to force open the lid… 

‐ Sentences with lists of three: …then the box, the 
shelf and the chair all came crashing down… 

‐ Active and passive voices: Jack left the ladder 
where it was… but the gate had been fastened 
with a piece of wire… 

‐ Conditional and hypothetical (if…then) 
sentences e.g.: If we had wanted (Had we 
wanted…) to take the dog with us, we could not 
have gone on the bus…  

‐ Varied sentence openers 
‐ Questions and exclamations 

 

 

Non-Fiction Toolkit: Instructions 

Instructional language is a familiar part of school and family life from an early age. The basic organisation of an instruction text is straightforward. The paradigm is a simple 

recipe with an introduction, some sequenced steps and a conclusion - mostly written with ‘bossy’ verbs. It is an important and challenging task to get this work effectively 

started with young children. However, a rather simplistic conception of instructional writing has led some believe that it has only limited potential for older children – what’s the 

point of carrying on writing recipes? They are wrong. Instructional forms of learning and writing should play a vital part in developing logical understanding especially in maths, 
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science and technology where processes and procedures are at the heart of understanding these subjects. Also, instructional texts, more than most other text-types, 

frequently depend on graphics: pictures, symbols, diagrams, flowcharts etc. to make processes clear, and this should be an additional challenge.   
Nursery and Reception Year One & Year Two Year Three & Year Four Year Five & Year Six 

• Based on a real experience, discuss and list 
what is needed to tell someone how to do 
something and what steps need to be 
taken e.g. a class cooking activity, cleaning 
my teeth, How to get to another part of 
the school to another etc.  

• Make a map to show a process getting the 
steps in the right order  

• Use the map to learn and retell 
instructions with a few simple steps, with 
appropriate actions emphasising use of 
language features: 

‐ A title which should explain what is to be 
done e.g. Getting to the hall from Red 
Class; Making peppermint Creams 

‐ Numbers, numerical or time  conjunctions 
e.g. 1,2,3; first second; then, next, after 
that etc. as for recounts. 

‐ Short, clear direct sentences 
‐ Imperative (bossy) language e.g. Put the 

flour in the bowl, then add some water, 
mix them together etc.  

• Use shared writing to invent and retell 
new instructions by changing the map. 
These can be imagined and creative to 
practice and learn the structures above 
e.g. How to get to the moon; How to 
make baby bear happy; How to make 
soup for a giant etc. 

Building on N/YR work: 
• Expand the range and scale of instructions using 

exemplar texts, building in language features from N/YR: 
‐ Title 
‐ Sequential connectives 
‐  Short clear sentences 
‐ Imperative language  
• e.g. recipes, directions to get somewhere, simple 

instructions for games, how to make a scary mask, how 
to grow butter beans.  

• Use shared writing to invent new instructions by 
changing the map; these can be inventive and creative 
to practice and learn the structures above e.g. How to 
get to the moon; How to make baby bear happy; How to 
make soup for a giant etc., leading to independent 
writing based on the structure with new invented 
content  

• Extend range of connectives used to include: number 
first second, firstly, secondly; coordinating conjunctions 
and, but, so; time connectives before, after, when, 
finally; linking words who, which, that, etc.  

• Use a range of prepositions appropriately to indicate 
place, position and time accurately e.g. in front of, 
behind, beside, while etc.    

• Use appropriate punctuation: commas for lists, bullet 
points, new lines to frame the sequence for readers  

• Keep sentences short by choosing precise nouns and 
verbs (words and phrases) e.g. whisk; select, twist, 
arrange, the red door by the entrance, the top shelf, a 
cold dark cupboard etc.  

• Use adverbs and adjectives sparingly and only to add 
precision e.g.  stir carefully, press hard 

• Use comparatives and superlatives: green–er, green-est 
• Use adjectives of degree: boiling – warm -  tepid; 

quarter-half-three quarters; dark-pale-light etc.   
• Use diagrams, arrows, pictures etc. alongside text, 

where it helps to make instructions clear.   

Building on Y1/Y2 work: 
• Expand the range and scale of instructions e.g. 

recipes, directions to get somewhere, simple 
instructions for games, how to make a scary mask 
etc. using exemplar texts, building in and extending 
language features from Y1/2: 
‐ An interesting title –to grab reader’s attention 
‐ Extended range of connectives 
‐ Short clear sentences 
‐ Imperative language 
‐ Precise nouns and verbs 
‐ Sparing use of adverbs and adjectives for brevity 
and precision 
‐ Varied sentence order and openings for 
emphasis and effect e.g. Carefully, place them on 
the board before … 
‐ Diagrams alongside text to clarify meaning  

• Include introductions to interest or hook the reader 
e.g. Have you ever been bored by…Well this game 
will give you hours of fun…  

• And conclusions to wrap up and summarise e.g.  
Follow these directions carefully and you will never 
need to…, These simple instructions should enable 
anyone to…   

• Use appropriate punctuation: commas for lists, 
colons and bullets, for points and sub-points, new 
lines and paragraphs etc. to frame the sequence for 
readers.  

• Use a range of add-on and drop-in phrases/clauses 
to advise and warn e.g. Without spilling it, transfer 
the powder to… 

• Through shared writing and invention, practice and 
use the tools above to create imagined instructions 
and directions which practice using the structures 
so they become transferrable e.g. How to tame a 
house goblin… The popular new game Crunket: How 
to cross a river with no bridge, without getting wet…  

 

Building on Y3/Y4 work: 
• Other subjects in the curriculum should provide rich 

content for instruction writing, which can be taken 
to challenging levels.  

• Increase the complexity of topics and steps to 
include: 

‐ Explanations e.g. who the instructions are intended 
for; to introduce technical language; to guide 
readers on how to use the instructions; to 
describe/define outcomes  

‐ Multiple prior or parallel steps e.g. Before this can be 
done, the ends should be tied off so that …While the 
glue is setting, cut the wires to fit round …  

‐ Options e.g. at this point you can either (a)…or (b)…  
‐ Advice e.g. You may need another pair of hands to 

help you do this…  
• Decide whether it will help to use symbols, 

diagrams, pictures, flow charts etc. to support the 
text.    

• Vary the tone and formality e.g. to make 
instructions to sound authoritarian with 
uncompromising imperatives e.g. Leave the building 
quietly, Do not leave the area until… or more 
friendly and reasonable by using modal verbs (may, 
might, should, could, would) and phrases like 
provided that…, so long as…  
• Speak to a general audience e.g. These regulations 

are intended for the use of…  or to an individual e.g. 
To get the best results, take a few minutes to… 
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Non-Fiction Toolkit: Information (Non-Chronological Reports) 

Information texts are sometimes called non-chronological reports to distinguish them from newspaper-type reports, which tend to be narrative in form and more like recounts.  Non-chronological 

reports are typical of encyclopaedia entries – almost every page of Wikipedia is written in this form. They generalise about a subject, to inform people objectively and are usually written in the 

present tense, which is why we call them information texts. Young children need to encounter this text-type in the classroom because, unlike recounts and instructions, it is not a common style in 

everyday language. The language and vocabulary used to structure information writing, shifts their thinking from the particular to the general, and from concrete towards more abstract ideas. 

Information reading, and writing should be a pervasive feature of work at every stage in children’s progress. As with all text types, non-chronological reporting is not a discrete form; elements of 

information writing may well be required in writing recounts, instructions, explanations, persuasive or discussion texts – and vice versa. 

Nursery and Reception Year One & Year Two Year Three & Year Four Year Five & Year Six 

• Imitation: learn and retell simple information 
texts based on real experience. 

• Use shared writing to create a simple text e.g. 
‐ A title and simple introductory topic sentence: 

Tractors are very big, they plough fields and pull 
heavy loads 

‐ List points, re-read, extend as discussion 
develops: Tractors have enormous wheels to 
drive over rough ground; Some tractors have a 
cab to keep the driver dry in the rain. 

‐ A conclusion with a more personal touch: We 
have a toy tractor in our play area with two 
trailers. 

• Emphasise use of classifying words and turns of 
phrase e.g Some cars are red…, All cars have 
steering wheels, Windscreen wipers  (i.e. in 
general) help you see in the rain  

• Develop a repertoire of key generalising and 
classifying terms: most some, a few, every, 
always, sometimes, never etc.  

• Use complete sentences with correct 
punctuation and simple conjunctions and, so, 
but etc. to join and add information  

• Make shared writing into big books, reading 
walls etc. with pictures, photographs etc.   

• Have children make individual books on topics 
of special interest to read independently and 
share with parents  

 

Building on N/YR work: 
• Learn and retell simple information texts with a three-part 

structure in sentences or short paragraphs: 
‐ An opening that introduces reader to the topic e.g. Guinea 

pigs are small friendly creatures that some people keep as 
pets… 

‐ A number of chunks of information about the topic e.g. 
Guinea pigs come from South America…, They are and are not 
really pigs at all…., They eat grass and hay…  

‐ A conclusion with an amazing fact e.g. Buttercups are 
poisonous to guinea pigs, so be careful if you keep your pet in 
the garden.  

• Use this framework to create new texts by simple substitution 
and addition. Collect and use known facts or invent facts. 
Organise facts into a sequence for writing following the three 
stage framework. 

• Create clear topic sentences to introduce readers to the 
subject. These normally take the form of a definition: 
Ambulances are emergency vehicles for carrying sick people to 
hospital 

• Consolidate and extend the use of generalising and classifying 
words from N/YR to show that you are writing about groups, 
classes, types, genres of things rather than things in particular 
e.g. all, most, many, some, a few, every, always, sometimes, 
never etc. Experiment with using them, to see how they alter 
the meaning of sentences   

• Generalisation is also achieved by omitting articles e.g. Cats are 
carnivores …, or using ‘the’ as a category word e.g. The cat 
has…, (meaning all cats instead of any particular cat) has 
retractable claws 

• Use connectives to link and add information e.g. and, also, as 
well as etc. 

• Use complete simple and compound sentences to give 
information clearly and objectively, with well-chosen adjectives 
to denote size, colour and behavior 

• Use prepositions where appropriate to show position and 
direction: behind, above, towards etc.  

• Use correct sentence punctuation and, for an amazing fact, an 
exclamation mark!  

• Write in the present tense and usually 3rd person to give text 
an impersonal and objective voice 

Building on Y1/Y2 work: 
• Where possible, information text writing should draw on 

other subjects in curriculum 
• Collect and organise ideas developing the three part 

structure (Y1/2) ‘boxing-up’ information to plan the 
writing sequence with: 

‐ A topic sentence to capture interest and define subject. 
‐ A reason and/or invitation to read on 
‐ More detailed definitions e.g. of type, appearance, 

where found, habitat and diet for creatures, purposes 
and uses for materials etc. 

‐ A range of interesting facts and ideas about the topic in 
a sequence, which builds up information logically 

‐ A conclusion leaving an amazing, unexpected and 
memorable fact to leave the reader thinking.  

• Sections may have one or more paragraphs, to mark new 
information, subsections etc. 

• Use a more sophisticated range of generalisers and 
conjunctions: 

‐ generalisers e.g. all, many, the majority, typically, like 
most, always, often, sometimes, usually 

‐ to add information: as well as, furthermore, additionally, 
moreover,  not only 

‐ Showing cause and effect: because, so, as a result, due 
to, this means that 

‐ To compare: like the, similarly, as with, equally, in 
contrast to 

‐ For emphasis: most of all, most importantly, In fact, 
without doubt. 

• Use correct punctuation: commas  to mark clauses in 
sentences, commas for lists, colons and bullets for lists 
where appropriate  

• Use mostly present tense, 3rd person in formal style for 
an unknown audience 

• Collect and use specialised and technical vocabulary 
linked to the topic 

• Use complex sentences to combine information clearly 
and precisely, and vary sentence style and length to keep 
the reader interested e.g. Dormice are small, nocturnal 
rodents who can hibernate for up to 6 months each year, 
while the weather is cold.  

Building on Y3/Y4 work: 
• Writing information texts should be well established by 

Y5/6 and there should be increasing emphasis on applying 
these skills in other subjects across the curriculum  

• Consolidate and extend use of information text structure 
from Y3/4 to include: 
‐ Expanding the range of connectives and generalisers 
‐ Use of provisional statements with words and phrases 

like usually, seem to be, tend to  
‐ Opinions as well as facts e.g. Some people still believe 

that… It used to be thought that…  
‐ Technical vocabulary to add precision e.g. spine, 

compression, glucose 
‐ References to sources of evidence to add authority e.g. 

Most people now believe…, However, last year, a new 
variety was discovered…   

• Write reports for different audiences and purposes e.g.  
‐ To interest or attract e.g. The best thing about Stroud on 

a Saturday morning is the Farmers’ Market 
‐ To warn e.g. Some people think that mushrooms are 

edible and toadstools are poisonous.  
‐ To report objectively e.g. The bicycle, usually called a bike, 

is a human-powered vehicle with two wheels attached to 
a frame 

• Collect interesting nuggets of information to conclude 
texts and sustain the reader’s interest e.g. The Romans ate 
dormice as a dessert dipped in honey and poppy seeds.   

• Vary sentence structure, length and type e.g.   
‐ Complex sentences to combine information clearly and 

precisely, and vary sentence style and length to keep 
the reader interested e.g. Dormice are very small, 
nocturnal rodents who can hibernate for up to 6 months 
each year, while the weather is cold 

‐ Sentences with lists of three e.g. Dormice are fast, agile 
and extremely well adapted to climbing 

‐ Active and passive voices 
‐ Conditional and hypothetical (if…then) sentences 
‐ Exclamatory sentences 
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Non-Fiction Toolkit: Explanation Texts 

An explanation generally answers 'how' or 'why' questions and includes causes, motives, reasons and justifications. The verb 'explain', however, is often loosely used to mean 'report', for example 

'Explain what you did' generally means 'tell me or describe what you did' and may not have any reasons attached to it. Explanations are often similar in structure and purpose to information texts 

and sometimes sound more like instructions or directions than explanations; there is frequent overlap. The difference lies more in the purpose than in the organisation and structure of these texts i.e. 

shifting attention from describing what to explaining why. The similarity between these text-types means that some tool-kit elements are common to both. Despite this however, the cognitive 

difference between describing and explaining is important and often challenging, especially for younger children. In preparation for writing explanations teachers need to invest time in discussion 

about reasons, motives, causes related to the topic. The logical and causal thinking and speaking required are an essential foundation for progress in many subjects of the curriculum. 

Year One & Year Two Year Three & Year Four Year Five & Year Six 

• Learn and retell simple explanatory texts with a three-part 
structure in sentences or short paragraphs. These may be 
based on:  
‐ real experiences or processes e.g. Why bees are 

important…, How our hamster escaped…  
‐ familiar stories e.g. Little Red Hen  
‐ play and invention e.g. Why bananas are curly… 

• The structure should comprise:  
‐ A title which sets up expectations for the reader e.g. 

Why we must look after our bees, Why wouldn’t Little 
Red Hen share her bread? 

‐ An opening that introduces reader to the topic and 
signals the purpose of the text e.g. Bees are important 
because they can make honey 

‐ An ordered list of events or reasons leading up to the 
outcome signalled in the title e.g. First, she asked all the 
animals to help plant the seeds but they all said ‘No’, so 
she did it herself.  

‐ A conclusion which follows from the reasons listed in 
section 2 and links back to the title e.g. Because no one 
would help her… she kept the bread for herself 

• Where appropriate, use generalising words e.g. most, 
many, some, few  

• Use conjunctions for: 
‐ time and sequence: then/before/when/first/second etc. 

to sequence information leading towards the conclusion 
‐ cause and effect to link reasons/motives and 

conclusions: so/so that/because/in order to/ that’s why  
• Use complete simple and compound sentences to give 

information clearly and objectively, with well-chosen 
adjectives to denote size, colour, behaviour etc.  

• Use prepositions to show position and direction: behind, 
above, towards etc.  

Building on Y1/Y2 work: 
• Explanation texts are sometimes hard to provide because explanations involve 

manipulating complex ideas. Suitable topics might include:   
‐ Plants and animals e.g. What do plants need to grow? Why are foxes coming into 

our gardens? Why trees don’t fall over.  
‐ Health and diet e.g. Why are vegetables good for us? 
‐ Staying safe e.g. how to treat a cut  
‐ Familiar physical processes e.g. how does a bicycle etc. work 
‐ Simple moral questions e.g. Why a character in a story should have told the truth.  
‐ Play and invention e.g. Why rainbows don’t wobble in the wind 

• Extend use of three-part text structure, boxing up the text:  
‐ General statement to introduce the topic, e.g. in the autumn, some birds migrate 
‐ A series of logical steps explaining how or why something occurs, e.g. because 

the days get shorter and there is less light… 
‐ Steps continue until the explanation is complete.  End with a summary 

statement or memorable piece of information e.g.  a result, Dinosaurs quickly 
became extinct along with about 50% of other animal species.  

• Interest the reader with: 
‐ A title that captures the text  
‐ An exclamation  
‐ Questions 
‐ Tempting turns of phrase e.g strange as it may seem, not many people know 

that, interestingly… 
‐ Add extra, interesting bits of information e.g. the first balloons were made from 

animal intestines 
• Explore options for organising and reorganising sentence order which lead most 

effectively to the conclusion 
• Collect and use a range of conjunctions and generalisers to link sentences and add 

interest for readers:  
‐ for cause and effect: this means that, as a result, owing to, in order to, leading 

to, where, when, therefore, consequently 
‐ to add information: as well as, furthermore, additionally, moreover,  not only 
‐ to compare: like the,  similarly,  as with, equally, in contrast to 
‐ for emphasis: most of all, most importantly, in fact, without doubt 

Building on Y3/Y4 work: 
• The framework for explanatory writing introduced in Y3/4 should 

be practised and consolidated in Y5/6, with emphasis on 
explanatory writing across the curriculum e.g. in: 
‐ Science, technology, geography explaining processes in the 

natural world e.g. Why do trees have bark? How are rainbows 
formed? Why does it get colder when you climb up a mountain? 

‐ History and literature to explore motives and reasons, e.g. Why 
didn’t Edmund tell Lucy about meeting the White Witch? (Lion, 
Witch and Wardrobe)  

‐ Play and invention e.g. Why dragons became extinct; How the 
elephant got it trunk. 

• Help readers to understand explanations through:  
‐ Introductions that link to their experiences e.g. No doubt you 

will have seen a suspension bridge, and it's almost as likely that 
you've travelled over one 

‐ Giving examples e.g. other mammals, such as flying squirrels 
and gliding possums, can only glide for short distances 

‐ Inventing similes to illustrate points e.g. a tree’s bark is like our 
skin…, the cables of a suspension bridge are stretched under 
tension like a spring.., 

‐ Possible use of diagrams, charts, illustrations or models 
• Consolidate and extend the explanation text structure  from Y3/4 

to include: 
‐ Expanding the range of conjunctions and generalisers, 

particularly those showing cause and effect (see Y3/4) 
‐ Use of provisional statements with words and phrases like 

usually, seem to be, tend to 
‐ Opinions as well as facts e.g. Some people still believe that… It 

used to be thought that… 
‐ Technical vocabulary to add precision e.g. spine, compression,  

glucose 
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• Write in the present tense and usually 3rd person to give 
text an impersonal and  objective voice  

• Use correct sentence punctuation 
 

‐ to generalise: all, many, the majority, typically, like most, always, often, 
sometimes, usually 

‐ to conclude: finally, so, thus, in conclusion, to sum up, which explains why  
• Use technical language, explaining what it means where necessary 
• Use descriptive language to illustrate key points and help the reader build a picture 

of what is being explained  
• Use mostly present tense, 3rd person in formal style for an unknown audience 
• Use correct punctuation for sentences, clauses, questions, exclamations 

‐ References to sources of evidence to add authority e.g. Most 
people now believe…, However, last year, a new variety was 
discovered…   

• Vary sentence structure, length and type e.g.  
‐ Complex sentences to combine information effectively: The 

Outer bark keeps a tree from losing too much water, which could 
happen easily in a plant so large  

‐ Sentences with lists of three e.g. Pulleys are used on boats to 
hoist sails, in garages to lift engines and in cranes for shifting 
heavy weights 

‐ Active and passive voices 
‐ Conditional and hypothetical (if…then) sentences 

 

Non-Fiction Toolkit: Persuasion Texts 

Persuasion texts present a single point of view designed to encourage, persuade, cajole, sell or warn. Persuasion can be more or less objective and rational depending on the writer’s purpose and 

the intended audience. For example, it would be pointless to try convincing the local council to approve a planning application using language typical of an advertisement.  Nevertheless, 

informal, direct, idiomatic and figurative language, with opinions dressed up as facts are common elements in persuasive writing, where grabbing attention and securing commitment from the 

reader is of greater priority than with other text-types. A particular benefit of working on this text-type is that it raises critical awareness of how language can be used to manipulate our thoughts, 

feelings and actions. Persuasion is common currency in advertising, publicity, invitations, complaints, journalistic commentary, political debate and estate agency. The structure of persuasive writing 

is relatively straightforward but its content is often rich in figurative language which is where much of the teaching needs to be directed. Persuasive writing is also a useful preparation for writing 

discussion texts which are designed to balance two sides of an argument and are generally more objective and rational.  Like other text types, persuasive writing is not a discrete category. 

Depending on purpose and audience, persuasion is likely to include elements of: recount and anecdote to relate it to the reader’s experience or give examples, information and explanatory 

writing to inform and justify, and directions or instructions to give it some imperative force. Neutrality is alien to persuasion so what it is not likely to contain is a balanced discussion of pros and cons. 

 

Year One & Year Two Year Three & Year Four Year Five & Year Six 

• Learn and retell simple persuasive texts linked to 
children’s experience with a three-part structure in 
sentences or short paraphrased points to promote 
e.g. 
‐ School events or products e.g. concerts, sports 

days  fetes, biscuits baked in school  
‐ Favourite stories, TV programmes, food, games 

etc. 
‐ Special clothes, toys, places to visit etc.  

• The structure should comprise: 
‐ A catchy title naming the product or event  
‐ An opening sentence or two inviting readers  
‐ A series of positive points to recommend the 

event or product e.g. You will really like our 
biscuits because: They are really crispy and 
delicious…, they are perfect for a quick snack… 

Building on Y1/Y2 work: 
• Consolidate and extend the text structure introduced in Y1/2 with:  
‐ A title to hook the reader and capture the topic clearly e.g. The Mary 

Rose – an unmissable experience 
‐ An introduction which:   

(a) Invites the reader directly e.g. Have you ever wondered…?,  If you 
enjoy… don’t miss…, What could be easier than to…?  

‐ (b) uses a punchy topic sentence to make clear what is being promoted 
e.g. The New Mary Rose exhibition could be just the place to visit this 
weekend 

‐ A main section setting out the points in favour in a connected sequence:   
‐ as a list with numbers, numerical connectives or bullets 
‐ as a connected paragraph, or series of paragraphs. Introduce points with 

a topic sentence e.g. The sky tower gives you…, or an invitation e.g. See 
things differently from the top of the sky tower…  

‐ Add information to tempt and entice e.g. In the old mill, where they still 
grind flour… 

Building on Y3/Y4 work: 
• The framework for persuasive writing introduced in Y3/4 should be extended 

in Y5/6, with increasing emphasis on applying persuasive writing across the 
curriculum with more emphasis on reasoned persuasion to complement 
discussion writing at this stage. Opportunities can be exploited in most 
subjects e.g. through writing advertisements, letters, short articles etc., which 
plead, complain, support, object, persuade on issues arising from:  
‐ History e.g. Plead for better the treatment of children; Make a case for 

proper sewerage in cities; Write in support of the abolition of slavery; argue 
for importance of free education for all children, write a publicity brochure 
for the Great Exhibition etc.  

‐ Geography e.g. Convince authorities that we need to keep our rivers clean, 
Argue that cars should be banned in towns etc. 

‐ Science e.g. Argue that smoking should be made illegal 
‐ Complain about loss of hedgerow habitats for wild birds.  

• When assembling arguments:  
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‐ A conclusion drawn from the points e.g. you are 
sure to enjoy these great biscuits, so come to our 
class and buy some today 

• Focus on a few essential connectives to join ideas 
and structure the argument:  
‐ Numerical: firstly, secondly…, to list points 
‐ Conjunctions and, but, because, as, when to add 

information and extend ideas  
‐ If…then…, to persuade e.g. If you enjoy biscuits, 

then you will really enjoy...  
• Use a version of this as a framework for discussion 

and shared writing on new topics, substituting new 
persuasive points. Keep ideas simple and 
straightforward to focus on remembering and 
applying the structure  

• Magpie and save adjectives which enhance 
persuasive impact Use simple comparatives and 
superlatives: best, fastest, lighter, tastier etc.    

• Use complete simple or compound sentences with 
correct punctuation.  

• Use the present tense and usually 2nd person 
(you) to talk directly to the reader 

‐ A conclusion to round off e.g. At the end of your visit why not enjoy…, 
you can have all this and more for the price of…, Book now. Tickets are 
available 

• Invest time in shared reading a variety of persuasive texts –adverts and 
publicity - to understand how they are organised. This has the added 
benefit of improving comprehension and critical reading at a key point in 
children’s reading development. Use this to magpie a bank of persuasive 
devices:  
‐ Use of informal language: Join us for a great day out…  
‐ Imperative, direct forms of address: Don’t forget to ride on the train…  
‐ Repetition: Find us, find the fun…, 
‐ Boasting and exaggeration: The highest tower in the south of England…, 

The UK’s first…, breathtaking.., stunning…,  
‐ Short sentences: Don’t wait…try it now…,  
‐ Patterns of three: Make your own T-shirt in 15  minutes: design it, print 

it, wear it. 
• Use complex sentences to combine and compress information, create 

emphasis and make the text more interesting for the reader:  
‐ Relative clauses e.g. This walkway, which has the one of the longest…  
‐ Subordinate clauses e.g. On the train ride, as you cross the bridge, a red 

signal will…   
• Use a wider range of connecting words and phrases to:  
‐ Address and invite readers: See the new…, Have you ever been… etc.  
‐ Add information: as well as…, additionally…, etc. 
‐ Mark time and sequence: when, after, as soon as…, etc. 
‐ Change of direction: but, however, although, etc.  

• Use correct punctuation for sentences, clauses, questions, lists and 
exclamations. 

‐ Try to support views with reasons or evidence e.g. According to the Daily 
Mail, more than 10,000 homes could face demolition if a proposed third 
runway is built at Heathrow. 

‐ Offer and refute some counter arguments e.g. Now some people might 
object that… 

‐ Disguise opinions to sound like facts e.g. In fact…, The truth is…, in what 
some would call the most important moment in..., It has frequently been 
claimed that…   

‐ Try to get the reader interested and on your side - appear reasonable.  
‐ Make your reader think that the rest of the world, agrees with you e.g. 

Everyone agrees that…, We all know that… 
‐ Use humour as it can get people on your side.  

• Express possibility, speculation and conditionality, using modal verbs (may, 
might, should, could, would) and adverbs (perhaps, surely, possibly) 

• Draw on persuasive devices from Y3/4 plus others e.g.  
‐ Extreme adjectives and superlatives e.g. ghastly, appalling, fantastic, the 

coolest, hideous, fabulous…,  
‐ Exaggeration e.g. …the biggest single change to our town for fifty years…, 

Vast numbers of people…,  
‐ Emotive language e.g. No-one would believe that the…, Just imagine the 

effect that…, 
‐ Language that claims authority disguising opinions to sound like facts e.g. In 

fact…, It is said that…, there can be no doubt that… 
‐ Rhetorical questions e.g. Should we all be expected to…? Who would believe 

that…? 
‐ Alliteration  
‐ Persuasive language e.g. Surely…, It wouldn’t be difficult to…, is bound to 

be…, there can be little doubt 
‐ Pandering and condescension e.g. Naturally it will take time for people to 

realise… 
‐ Similes and metaphors e.g. … like a desert at night…, …the whole idea is a 

joke!....  
‐ Sarcasm, used sparingly, e.g. the government is likely to support that…, 

(implying the opposite).  
• Vary sentence structure, length and type e.g.   
‐ Complex sentences to combine and compress information e.g. Although a 

decision is yet to be taken,  there is already evidence showing that a new 
runway could damage the health of local residents. 

‐ Short sentences for effect e.g. No-one wants this. 
‐ Sentence openers: interestingly, from our point of view, Indeed, there could 

even be… 
‐ Passive voice to sound more formal 
‐ Conditional and hypothetical (if…then) sentences using the subjunctive 

‘were’ 
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Non-Fiction Toolkit: Discussion Texts 

Discussion texts involve presenting a reasoned and balanced over-view of an issue or controversy. Discussion writing is highly prized because it involves presenting both sides of an argument, 

weighing up evidence and points of view and coming to a reasoned conclusion. One essential feature, which distinguishes this from other forms, is the need to be able to switch viewpoint as you 

write. This is a challenge for many younger writers which needs to be carefully managed, for example by choosing issues with clear opposing sides and focussing on each side of an argument 

separately before trying to bring the two together. Discussion writing is the foundation of more formal and discursive, essay-type, writing. Conquering this form with confidence by the end of the 

primary school will stand children in good stead for future success in the school system. Discussion contrasts with persuasion, which develops only one viewpoint (usually the writer's own) and may or 

may not be based on preference, prejudice or other nefarious motives. Discussion, on the other hand, should be balanced, objective and reasoned. Discussion writing is not limited to controversial 

issues - although polarised views may make it easier to teach. Discussions can equally well be evaluations e.g. points of view about a film, a book or a product; or considerations of the pros and 

cons of a proposed course of action; or  interpretations of outcomes, for example of a science experiment which lends itself to competing explanations. Because of its nature, discussion writing is 

often more cognitively demanding than other text-types, requiring a degree of hypothetico-deductive reasoning i.e. imagining possibilities then exploring the consequences. It needs to be carefully 

introduced from Y1 onwards but should have a major emphasis along with persuasive writing in Y5 and Y6. As with other text-types, discussion writing is not a discrete form and may well incorporate 

elements of recount and anecdote, instructions, explanations, and frequently, the use of persuasive language and argument. 

 

Year One & Year Two Year Three & Year Four Year Five & Year Six 

• Invest time in structured discussion before 
attempting to learn a model text. Choose familiar 
issues, close to children’s experience, with clear 
opposing points e.g. Should we be allowed to keep 
animals in the classroom? Should we eat crisps at 
playtime? Or choose a story with a simple dilemma 
e.g. Should Goldilocks have eaten the porridge? 
Discuss and note points on each side of the issue 
separately;  

• Orally rehearse the arguments on each side, 
separately and list them  

• Learn and retell prepared text on the issue that you 
have been discussing with 
‐ A title: Should we keep a animals in the classroom? 
‐ An opening sentence to introduce the issue e.g. 

We have been discussing whether we should… 
‐ List points in favour e.g. Some of us think we 

should keep animals in the classroom, Our reasons 
are…   

‐ Use numerical connectives e.g. firstly, secondly  
then change viewpoint e.g. On the other hand…, 
and list points against 

‐ An ending e.g. In conclusion/so, we think that…etc.  
• Use this as a framework for discussion and shared 

writing of a different issue substituting new reasons. 
Keep ideas simple and straightforward to focus on 
balancing the argument.  

• Use complete simple or compound sentences with 
correct punctuation.  

• Write mostly in the present tense 1st person (I or 
We) 

Building on Y1/Y2 work: 
• Draw on a wider range of topics but still well within children’s interests 

and experience e.g. from their own concerns e.g. What’s the point of 
wearing school uniform? Should children have mobile phones? from 
fantasy topics Do giants exist?; from stories Should Daleks be allowed to 
live on earth?  

• Develop the framework from Y1/2, boxing the text up,  to create 
connected paragraphs in place of simple sentences and lists:  
‐ opening paragraph to interest the reader in the topic e.g. Since the 

arrival of the Daleks, there has been much discussion about whether…  
‐ a series of points in favour in a connected paragraph, 
‐ a series of points against in a connected paragraph  
‐ a reasoned conclusion which can be justified by the arguments   

• Use complex sentences to combine information, create emphasis and 
make the text more interesting for the reader:  
‐ relative clauses e.g. Daleks, who are fearless and hardworking, are 

also…,   
‐ subordinate clauses e.g. While many people think this is a good thing, 

others believe…   
• Use generalised language to depersonalise and objectify the writing: 
‐ Generalisers e.g. some, most, everyone 
‐ Category nouns e.g. people, animals, food, vehicles, vegetables  

• Use a variety of connecting words and phrases to guide the reader through 
the argument: 
‐ To set out alternatives and set the scene e.g.to decide …whether or not/ 

if we should/ where the/ either 
‐ To add on and sequence ideas e.g. The first reason…, also.., 

furthermore…, moreover… 
‐ To introduce a different viewpoint e.g. However…, On the other hand…, 

many people also believe that… 

Building on Y3/Y4 work: 
• The framework for discussion writing introduced in Y3/4 should be practised 

and extended in Y5/6, with increasing emphasis on discussion writing across 
the curriculum. These are likely to be more abstract and outside children’s 
immediate experience. Key areas include:  
‐ PHSE e.g. Should bullies be punished? Should boys and girls be taught 

separately?  
‐ History e.g. Should children have been evacuated in World War 2? Was King 

Alfred a hero or a bully? 
‐ Geography e.g. Should we burn wood for electricity? Is recycling a good 

idea?  
‐ Science e.g. Why should we have a balanced diet? Should we reduce air 

travel? Should we turn off street lights to save electricity?  
‐ From stories - moral dilemmas e.g. Should Danny help his father to take the 

pheasants?  
• When assembling arguments:   
‐ try to support views with reasons or evidence 
‐ or make clear that these are your opinions e.g. I think..,  in my opinion… 
‐ or try to persuade – see below. It is important to know the difference 

between these ways of arguing.  
• Write openings to introduce the reader and explain why you are discussing an 

issue e.g. Since last summer, people have been arguing about whether or not 
to build a new supermarket next door to our school. We think everyone should 
be clear about the reasons before a decision is made.  

• Give examples, which move from the general to the specific: Most shoppers 
would agree that … One lady who has shopped in the town for many years told 
us…  

• Use indirect, reported speech e.g. It has been said that…, the local policeman 
told us that…  

• Vary sentence structure, length and type e.g.  
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• Focus on a few essential conjunctions to join ideas 
and structure the argument:  
‐ Whether (or not)…, to set out alternatives. 
‐ But, although, on the other hand etc. to mark 

change of viewpoint;  
‐ If…then…, to show consequences e.g. If we keep 

animals in the classroom, someone will have to 
look after them at the weekend 

 

‐ To conclude e.g. In conclusion…, Having considered the arguments…, 
Looking at this from both sides…  

• Use correct punctuation for sentences, clauses, questions, exclamations.  

‐ Complex sentences to combine and compress information: e.g. Although 
the new store will be easier to drive to, it will cause traffic congestion around 
the school and increase the likelihood of accidents to children.   

‐ Short sentences for effect e.g. No-one wants this. 
‐ Sentence openers: interestingly, from our point of view, Indeed there could 

even be… 
‐ Passive voice to sound more formal 
‐ Conditional and hypothetical (if…then) sentences using the subjunctive 

‘were’  
• Use persuasive devices to press points - see toolkit guidance for persuasive 

texts  
• Address readers directly from time to time to hold attention and draw them 

in to the arguments:   
‐ Inviting them to speculate e.g. You may be wondering why…, 
‐ Asking questions e.g. How would you like to meet one  of these creatures on 

your way home? 
‐ Using exclamations  

• Extend the range of conjunctions given in Y3/4 to link sentences and 
paragraphs interestingly, coherently and effectively. Including:  
‐ Addition: also, furthermore, moreover 
‐ Change of direction: on the other hand, however, although, unfortunately, 

despite 
‐ Cause and effect: so that…,, owing to…,, due to…, etc.  
‐ Uncertainty: perhaps, it is possible that…, another possible reason…  
‐ Comparison: equally, similarly, just as…, in contrast, whereas 
‐ Emphasis: most/least of all…, importantly.. 

• Make views sound more reasonable through use of modal verbs e.g. 
might/may/could be, and words and phrases that leave room for alternative 
views or contrary facts e.g. often/usually/commonly/mostly/tend to/are likely 
to…    

• Use a variety of phrases for drawing conclusions e.g. In conclusion…, to sum 
up…, Having considered…, In the light of…, given these arguments …, On the 
whole…, By and large…, In the circumstances…, All things considered…  
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Non-Fiction Toolkit: Formality 

The National Curriculum requires that that children learn about ‘…the difference between structures typical of informal speech and structures appropriate for formal speech and writing (Y6)’. 

Differences between formality and informality in English are, of course, a matter of degree. Writing can be more or less formal depending on the audience and purpose, and on the effect a writer 

wants to create. The differences turn mainly on one or more of the following aspects, all of which occur at varying stages through the NC requirements:  

audience and purpose  

• vocabulary  

• connecting words and phrases 

• person 

• modality 

• voice  

Formal styles can be used for precision and clarity, to distance writers from readers and to assert authority. They can also be abused to persuade, confuse and cajole. It is important, therefore, to 

familiarise children with this difference progressively as they move through Key Stage 2, rather than leaving it all to be covered in Y6. Children should get a feel for differences in style through 

reading and comparing examples, from Year 2 onwards, where thinking about audience & purpose is the most accessible way to notice them. Formal and informal styles are mostly relevant to non-

fiction writing and can be applied to any of the six common text types above. Increasing control of formal styles of speech and writing become increasingly important as children move throughout 

their education. 

Year One & Year 

Two 

Year Three & Year Four Year Five & Year Six 

Audience and Purpose  
• Think about how our 

writing might sound 
to strangers who do 
not know us and 
what we might need 
to do to make it 
clearer e.g. in Y2, 
writing letters, 
captions, notices, 
invitations  or simple 
recounts, instructions 
and information 
texts.   

Audience and Purpose: 
• Practice writing for a general unknown audience e.g. 

information texts and instructions; check for clarity with 
others 

• Write for specific unknown audiences e.g. letters of 
complaint or objection, a police report at a trial, notices 
to give rules or instructions – making the writing sound 
official. 

• Explore the uses of indirect speech e.g. He explained that 
… in place of He said…  

• Introduce and the terms formal and informal; help 
children use these terms in relation to their own and 
other writing, and discuss what makes the difference.  

Vocabulary  
•  Verb choice – substitute more precise verbs for 

common phrasal verbs e.g. request instead of ask for; 
talk about in place of discuss; consider instead of think 
about; tolerate instead of put up with; discover instead 
of find out etc. Discuss effects and appropriateness in 
different contexts 

• Precise noun/noun phrase choices avoiding high 
frequency ‘placeholder’ words like thing, stuff, a bit of 
etc. 

• Explore uses of contracted/expanded forms: I’ve, can’t, 
don’t etc. Formal language tends to avoid contractions  

Connecting words and phrases 

Audience and Purpose: 
• Investigate how formal language is used to persuade and cajole readers through official and quasi-scientific language 
• Explore a variety of more formal writing e.g. in public notices, complaint letters, information/ explanation texts. 
• Write and rehearse formal presentations to be given to an unknown audience  
Vocabulary  
•  Explore and use more elaborated words and phrases for clarity and precision but also  can be used to obscure meaning 

e.g. 
- Expanded forms – will be obliged to take…; reduce the likelihood of…; will be required to…; failure to do so may…; at 

this moment in time…etc.  
- Elaborate vocabulary e.g. conflagration instead of fire; place of residence or domicile in place of home  
- Use of stronger non-phrasal verbs e.g. mixed up/confused; got better/recovered; thought about/considered; blow 

up/inflate; leave out/omit, put off/postpone, get in touch with/contact…  
Connecting words and phrases 
• Develop knowledge and choice of more precise connectives (conjunctions, adverbs, prepositions) e.g. whereas, thus, 

nevertheless, simultaneously, formerly, in order to, as a result, since, accordingly, subsequently etc.  
Person 
• Compare and investigate the effects of using 1st, 2nd and 3rd person. Formal writing tends to avoid 1st person uses, 2nd 

person can be very effective for instructions or direct address but for most formal writing 3rd person is preferred  
Modality  
• Modal verbs are common in formal speech and writing where they often help to put distance between the writer from 

what is written. Practice using modal verbs to express e.g.  
- Possibility: It could/may/might  happen tomorrow…  
- Advice: Unaccompanied children should not enter the premises...   
- Requests & permissions: Could you send us a copy? You  may have one for nothing…  
- Prescription: No-one should be allowed… 
- Obligations: All customers must…  
- Hypotheses: If we had the opportunity , we would… 

Voice  
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• Explore conjunctions with more formal connotations 
e.g. prior to, previously, subsequently, consequently, 
despite, therefore, during, meanwhile, throughout, etc. 

• Explore the use of the passive voice to: 
- Depersonalise, generalise and imply authority e.g. Guests are reminded…  
- Often used in place 1st/2nd person language to dress up opinions e.g. It has been said that…  
- Imply commands and imperatives e.g. Headteachers will wish to…., it is expected that…No other options will be 

available 
- Make official-sounding requests e.g. Your assistance in keeping the aisles clear would be appreciated 
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 KS1 LKS2 UKS2 

 Year 1 Year 2 Year 3 Year 4 Year 5 Year 6 
Phonetic & 

Whole word 

spelling 

• Words containing each of the 40+ 
phonemes already taught 

• Common exception words 
• Days of the week 
• Name the letters in the alphabet 
• Using letter names to distinguish 

between alternative spellings of 
the same sound 

• segmenting spoken words into 
phonemes and representing 
these by graphemes, spelling 
many correctly 
• learning new ways of spelling 
phonemes for which 1 or more 
spellings are already known, and 
learn some words with each 
spelling, including a few common 
homophones 
• learning to spell common 
exception words 
• distinguishing between 
homophones and near-
homophones 

• spell further homophones 
• spell words that are often misspelt (Appendix 1) 

• spell some words with ‘silent’ letters 
• continue to distinguish between homophones and 
other words which are often confused 
• use knowledge of morphology and etymology in 
spelling and understand that the spelling of some 
words needs to be learnt specifically, as listed in 
Appendix 1 

Other word 

building 

spelling 

• Using the spelling rule for adding -
s or -es as the plural marker for 
nouns and the third person 
singular marker for verbs 

• Using the prefix un- 
• Using -ing, -ed, -er and -est where 

no change is needed in the 
spelling of the root word 

• Apply simple spelling rules and 
guidance, as listed in Appendix 1 

• learning the possessive 
apostrophe (singular) 
• learning to spell more words 
with contracted forms 
• add suffixes to spell longer 
words, including –ment, –ness, –
ful, –less, –ly 
• apply spelling rules and 
guidelines from Appendix 1 

• use further prefixes and suffixes and understand how 
to add them  
•  place the possessive apostrophe accurately in words 
with regular plurals and in words with irregular plurals 
• use the first 2 or 3 letters of a word to check its 
spelling in a dictionary 

• use further prefixes and suffixes and understand 
the guidance for adding them 
• use dictionaries to check the spelling and meaning 
of words 
• use the first 3 or 4 letters of a word to check 
spelling, meaning or both of these in a dictionary 

Transcription • Write from memory simple 
sentences dictated by the teacher 
that include words using the GPCs 
and common exception words 
taught so far 

• write from memory simple 
sentences dictated by the teacher 
that include words using the GPCs, 
common exception words and 
punctuation taught so far. 

• write from memory simple sentences, dictated by the 
teacher, that include words and punctuation taught so 
far. 

 

Writing Progression Map 
At Ark Priory, we identify children as writers and encourage them to develop their own authentic ‘writers’ voice’. We ensure planning of units also follow the authentic 

writing process allowing children to initially be exposed an engaging stimulus to spark the ‘thought’. Though effective teacher modelling and exposure to a range of 

high-quality text and models, children begin to build their ‘inner speech’. Then, through a multitude of creative teaching and learning strategies, children collaborate, 

build imagination and develop their ‘oral speech’ of ideas. They are also immersed in drama, visualisation and drawing, examining language and authorial intent. The 

‘written language’ stage ensures sufficient time is given to planning, drafting, evaluating and publishing. The progression grid below maps out how each writing domain 

develops and builds throughout the primary curriculum. Note that, as stated in the National Curriculum, LKS2 and UKS2 objectives as the same but there is an 

expectation that pupils become secure in the objectives at the end Year 4 and Year 6. 
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Handwriting • Sit correctly at a table, holding a 
pencil comfortably and correctly 
starting and finishing in the right 
place 
• form capital letters 
• form digits 0-9 
• understand which letters belong 
to which handwriting ‘families’ 
and to practise these 

form lower-case letters of the 
correct size relative to one 
another 
• start using some of the diagonal 
and horizontal strokes needed to 
join letters and understand which 
letters, when adjacent to one 
another, are best left unjoined 
• write 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 
letters. 

• use the diagonal and horizontal strokes that are needed 
to join letters and understand which letters, when 
adjacent to one another, are best left unjoined 
• increase the legibility, consistency and quality of their 
handwriting 

• choosing which shape of a letter to use when given 
choices and deciding whether or not to join specific 
letters 
• choosing the writing implement that is best suited 
for a task 

Contexts for 

writing 

 • writing narratives about 
personal experiences and those 
of others (real and fictional) 
• writing about real events 
• writing poetry 
• writing for different purposes 

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

• identifying the audience for and purpose of the 
writing, selecting the appropriate form and using 
other similar writing as models for their own 
• in writing narratives, considering how authors have 
developed characters and settings in what pupils 
have read, listened to or seen performed 

Planning 

Writing 

• saying out loud what they are 
going to write about 

• composing a sentence orally 
before writing it 

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

• discussing and recording ideas 
• composing and rehearsing sentences orally (including 
dialogue), progressively building a varied and rich 
vocabulary and an increasing range of sentence structures 

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

Drafting 

Writing 

• Sequencing sentences to form 
short narratives 

• Re-reading what they have 
written to check that it makes 
sense 

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

• encapsulating what they want 
to say, sentence by sentence 

• organising paragraphs around a theme 
• in narratives, creating settings, characters and plot 
• in non-narrative material, using simple organisational 
devices (headings & subheadings) 

• 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 

Editing 

Writing 

• Discuss what they have written 
with the teacher or other pupils 

• evaluating their writing with the 
teacher and other pupils 
• rereading to check that their 
writing makes sense and that 
verbs to indicate time are used 
correctly and consistently, 
including verbs in the continuous 
form 

• 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 
• proofread for spelling and punctuation errors 

• 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 
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• proofreading to check for errors 
in spelling, grammar and 
punctuation 

language of speech and writing and choosing the 
appropriate register 
• proofread for spelling and punctuation errors 

Performing 

Writing 

• Read aloud their writing clearly 
enough to be heard by their peers 
and the teacher 

• Read aloud what they have 
written with appropriate 
intonation to make the meaning 
clear 

• read their own writing aloud, to a group or the whole 
class, using appropriate intonation and controlling the 
tone and volume so that the meaning is clear. 

• perform their own compositions, using appropriate 
intonation, volume, and movement so that meaning 
is clear. 

Vocabulary • Joining words and clauses using 
and 

• expanded noun phrases to 
describe and specify 

• extending the range of sentences with more than one 
clause by using a wider range of conjunctions, including 
when, if, because, although 
• choosing nouns or pronouns appropriately for clarity 
and cohesion and to avoid repetition 
• using conjunctions, adverbs and prepositions to express 
time and cause (and place) 

• use a thesaurus 
• using expanded noun phrases to convey 
complicated information concisely 
• using modal verbs or adverbs to indicate degrees 
of possibility 

Punctuation • Beginning to punctuate sentences 
using capital letters and a full stop 

• Begin using question marks or 
exclamation marks 

• Using a capital letter for proper 
nouns and the personal pronoun 
‘I’ 

• learning how to use both familiar 
and new punctuation correctly, 
including full stops, capital letters, 
exclamation marks, question 
marks, commas for lists and 
apostrophes for contracted forms 
and the possessive (singular) 

• using and punctuating 
direct speech (i.e. Inverted 
commas) 
 

• using commas after 
fronted adverbials 
• indicating possession by 
using the possessive 
apostrophe with singular 
and plural nouns 
• using and punctuating 
direct speech (including 
punctuation within and 
surrounding inverted 
commas) 
 

• using commas to clarify 
meaning or avoid 
ambiguity in writing 
• using brackets, dashes 
or commas to indicate 
parenthesis 

• using hyphens to 
avoid ambiguity 
• using semicolons, 
colons or dashes to 
mark boundaries 
between independent 
clauses 
• using a colon to 
introduce a list 
punctuating bullet 
points consistently 

Grammar • Leaving spaces between words • sentences with different forms: 
statement, question, exclamation, 
command 
• the present and past tenses 
correctly and consistently 
including the progressive form 
• subordination (using when, if, 
that, or because) and co-
ordination (using or, and, or but) 
• some features of written 
Standard English 
• suffixes to form new words (-ful, 
-er, -ness) 
• sentence demarcation 
• commas in lists 
• apostrophes for omission & 
singular possession 

• using the present perfect 
form of verbs in contrast to 
the past tense 
• form nouns using prefixes 
(super-, anti-) 
• use the correct form of 'a' 
or 'an' 
• word families based on 
common words (solve, 
solution, dissolve, insoluble) 

• using fronted adverbials 
• difference between 
plural and possesive -s 
• Standard English verb 
inflections (I did vs I done) 
• extended noun phrases, 
including with prepositions 
• appropriate choice of 
pronoun or noun to create 
cohesion 

• using the perfect form 
of verbs to mark 
relationships of time and 
cause 
• using relative clauses 
beginning with who, 
which, where, when, 
whose, that or with an 
implied (ie omitted) 
relative pronoun 
• converting nouns or 
adjectives into verbs 
• verb prefixes 
• devices to build 
cohesion, including 
adverbials of time, place 
and number 

• recognising 
vocabulary and 
structures that are 
appropriate for formal 
speech and writing, 
including subjunctive 
forms 
• using passive verbs to 
affect the presentation 
of information in a 
sentence 
• using the perfect 
form of verbs to mark 
relationships of time 
and cause 
• differences in 
informal and formal 
language 
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• synonyms & 
antonyms 
• further cohesive 
devices such as 
grammatical 
connections and 
adverbials 
• use of ellipsis 

Grammatical  

Terminology 

letter, capital letter, word, 
singular, plural , sentence  
punctuation, full stop, question 
mark, exclamation mark 

noun, noun phrase, statement, 
question, exclamation, command, 
compound, adjective, verb, suffix 
, adverb  
tense (past, present) , 
apostrophe, comma 

adverb, preposition 
conjunction, word family, 
prefix, clause, subordinate 
clause, direct speech, 
consonant, consonant letter 
vowel, vowel letter, inverted 
commas (or ‘speech marks’)  

determiner, pronoun, 
possessive pronoun, 
adverbial 

modal verb, relative 
pronoun, relative clause, 
parenthesis, bracket, 
dash, cohesion, ambiguity  

subject, object, active, 
passive, synonym, 
antonym, ellipsis, 
hyphen, colon, semi-
colon, bullet points 
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Writing Exciting Sentences Progression 

As children develop as writers, they need to explore a variety of sentence structures and begin to imitate these in their own writing. As children 

grow in confidence and competence, they can begin to explore using different sentence types and structures to have their desired effect on 

the intended audience. Teachers should be consolidating pupils’ writing skills, their vocabulary, their grasp of sentence structure and their 

knowledge of linguistic terminology. The progression map below is based on Alan Peat’s ‘exciting sentences’ and compliments the National 

Curriculum ensuring the pupils at Ark Priory leave Year 6 with a repertoire of 20+ exciting writing types in their arsenal of English skills. 

 Sentence Type Example Rule Link to NC 

E
Y

F
S
 

Sentence sense 

 

• Children gain the idea of a sentence, through using 
images, symbols and words. 

• use sentence sequence boxes and human sentences 
with pictures to help children to understand concept 
of sentence 

Capital letters 
Full stops 
Question mark 
Exclamation mark 

1A sentence ‐ He was a hungry wolf with an empty tummy. 
‐ The sad boy had a broken toy. 

• Add one adjective after the noun. 
• Introduce children to the idea of describing things with 

exciting words. Start sharing and collecting exciting 
words and displaying. 

adjectives 

Y
e
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r 
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Simple sentences ‐ I went to the park. 
‐ The castle is haunted. 
‐ Hannah has a blue car. 

• Say a sentence, write and read it back to check it 
makes sense. 

• Progress to embellish with simple adjectives. 
• Progress to using simple conjunctions 
• All sentences will have finger spaces. 

Throughout 

Connected Sentences ‐ He couldn’t see because it was dark. 
‐ It was a cold day and it was raining. 

• Write in sentences using a wider range of conjunctions 
And, or, but, so, because, so that, then, that, while, 
when, where 

Join words using ‘and’ 
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Ing, ing, ing sentences ‐ Hopping, skipping, jumping, he made his way to the 
park. 

• Start a sentence with three -ing verbs.  
• Each verb separated with a comma. 

-ing suffixes 
Commas for lists 

All the Ws ‐ Who would take over this role now? 
‐ Why do zebras have stripes? 
‐ What if you had all the money in the world? 

• Your short sentences must start with one of the 
following W words: 

Who? What? When? Where? Why? Would? Was? What 
if? 

Begin writing questions 

BOYS sentences ‐ He was a friendly man most of the time but he 
could become nasty. 

‐ It was a beautiful morning for a walk so he set off 
quite happily. 

• A B.O.Y.S sentence is a two-part sentence. The first 
part of the sentence is a statement and the last part 
always begins with a conjunction. 

But, Or, Yet, So 

Use co-ordinating sentences 

2A Sentences ‐ He was a tall, awkward man with an old, crumpled 
jacket. 

‐ The huge, green tractor ploughed the wet, muddy 
field. 

• A 2A sentence has two adjectives before the first noun 
and two adjectives before the second noun. 

• This sentence creates a clear picture for the reader. 

Write expanded noun 
phrases to describe and 
specify 

Double -ly ending ‐ He swam slowly and gracefully. 
‐ He tiptoed quietly and carefully. 

• The sentence must end in two adverbs which add 
detail to and describe how the verb within the 
sentence is being carried out. 

Use -ly to turn adjectives 
into adverbs 

List sentences ‐ It was a dark, long, leafy lane. 
‐ It was a cold, wet, miserable Monday morning. 
‐ His hair was long, brown and unwashed. 

• A list sentence must have 3 or 4 adjectives before the 
noun. 

• Use ‘and’ between the final 2 adjectives when the 
noun is first. 

Use comma to separate 
items in a list 
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If, then ‐ If the alarm had gone off, then he might have got 
to school on time. 

‐ If I hadn’t found the watch, then I wouldn’t be 
sitting here today. 

• Summarise a dramatic plot (key plots) at the beginning 
or the end of a story. The emphasis should be on using 
the comma after the fronted adverbial. 

• The first clause always begins with an If and ends with 
a comma. The second clause begins with a then and 
ends with a full stop. 

Use conjunctions to express 
time, place and cause 
 
Use commas after fronted 
adverbials 

__ing, __ed ‐ Walking in the bush, she stopped at the sight of a 
crocodile facing her. 

‐ Running near the beach, he halted as the ground 
gave way. 

• The sentence must begin with a subordinate clause 
which begins with a verb ending in -ing, followed by 
the location of the action. 

• Focus on the use of prepositions in the first part of the 
sentence (subordinate clause) to explain where the 
action is happening. 

Use adverbs and 
prepositions to express time, 
place and cause 

With a(n) action, more 
action 

‐ With a smile, Greg waved goodbye. 
‐ With a weary wail, Thor launched his final attack. 

• This two-part sentence starts with a subordinate 
clause which starts with the phrase ‘With a(n)…’ 
followed by an action and a comma. The main clause 
then describes more action which occurs 
simultaneously. 

Know where to use ‘a’ and 
‘an’ 
 
Extend the range of 
sentences with more than 
one clause by using a wider 
range of conjunctions 

As -ly ‐ As the rain came down heavily, the children ran for 
shelter. 

‐ As the wind screamed wildly, the lost giant 
lumbered along the path. 

• The first part of the sentence opens with an action 
description which starts with the word As… and ends 
with an adverb. 

• The second part of the sentence is a description of a 
related, and often consequential, action. 

Use fronted adverbials 
 
Use commas after fronted 
adverbials 

When… sentences ‐ When it was dark, the owls started to hoot. 
‐ When he was angry, he stamped his feet. 

• Use ‘When…’ as an opener. 
• Could begin to use ‘While…’ and ‘As…’ to extend. 
 

Extend the range of 
sentences with more than 
one clause by using a wider 
range of conjunctions 
 
Use commas after fronted 
adverbials 

Sound! Cause ‐ Splat! The water balloon burst as it hit the wall. 
‐ Whump! Another sandstone block fell into the 

place. The pyramid was beginning to take shape. 

• The sentence opens with an attention-grabbing 
onomatopoeic word and then unfolds with the 
explanation of what caused the sound. 

• The onomatopoeic word is followed by an exclamation 
mark. 

Figurative language  

Short sentence ‐ Everything failed! 
‐ The ship exploded! 

• 1-3 word sentences, possibly with an exclamation 
mark. 

Range of sentence length 
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First word last sentence ‐ Brilliant, the whole day was just brilliant! • Start with a key word, expand on that, and then repeat 
this key word at the end of the sentence, for 
emphasis. 

Repetition 
 

The more, the more ‐ The more it rained, the more depressed he 
became. 

‐ The more the crowd cheered, the more he looked 
forward to the race. 

• This sentence type is particularly useful when 
developing a character trait in a story. The first more 
should be followed by an emotive word and the 
second more should be followed by a related action. 

Use an increasing range of 
sentence length and 
structure 

If, if, then. ‐ If the alarm had gone off, if the bus had been on 
time, then he might have got to school on time. 

‐ If I hadn’t found the watch, if the alarm hadn’t 
gone off, then I wouldn’t be sitting here today. 

• Summarise a dramatic plot (key plots) at the beginning 
or the end of a story in the groups of 2. The emphasis 
should be on using the comma after each clause. 

• Each of the first two clauses always begins with an ‘If’ 
and ends with a comma, and the last clause starts with 
a ‘then’ and ends with a full stop. 

Extend the range of 
sentences with more than 
one clause by using a wider 
range of conjunctions 
 

3 __ed ‐ Frightened, terrified, exhausted, they ran from the 
creature. 

‐ Amused, amazed, excited, he left the circus 
reluctantly. 

• Starts with three adjectives that end in -ed and 
describe emotions. The -ed words MUST be followed 
by commas. 

Noun phrases expanded by 
the addition of modifying 
adjectives, nouns and 
prepositional phrases. 

Emotion, comma ‐ Desperate, she screamed for help. 
‐ Anxious, they began to realise they were lost. 

• Emotion first followed by the actions that are caused 
by the emotion. Putting the word first gives more 
weight to the emotion. 

• When teaching, provide an A-Z list of emotions that 
children could use. 

Description or detail in both 
narrative and non-narrative 
is expanded through an 
appropriate and precise 
range of vocabulary 
 
Use fronted adverbials 
followed by a comma 

Verb, person ‐ Running, Sarah almost tripped over her own feet. 
‐ Tiptoeing, he tried to sneak out across the landing 

without waking anybody up. 

• A sentence starts with a verb to give it more 
importance. The verb is always followed by a comma 
and then a name or a personal pronoun followed by 
the rest of the sentence. 

Use fronted adverbials 
followed by a comma 
 
Use and understand the 
grammatical terminology 
(pronoun) 

Y
e

a
r 

5
 

Ad, same ad sentence ‐ He was a fast runner, fast because he needed to 
be. 

• Two identical adjectives, one repeated shortly after 
the other.  

• The first adjective opens the clause and the second 
comes immediately after the comma. 

Noun phrases expanded by 
the addition of modifying 
adjectives 

Many questions ‐ Where was the treasure? The diamonds? the 
rubies? the riches? 

‐ What if she was lost? trapped? captured? or 
murdered? 

• Start with a question and a question mark, followed by 
further words or phrases which pose linked, additional 
questions (ending with a ?) 

• The additional phrases do not need to be capitalised, 

Writing for effect 
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Noun, which/who/where ‐ Cakes, which taste fantastic, are not so good for 
you. 

‐ Tom, who was a little shorter than the others, still 
made it into the football team. 

• Use commas to embed a clause within a sentence, add 
information that links with the sentence topic and 
starts the clause with ‘which, who or where’. 

Use relative clauses 
beginning with who, which, 
where, when, whose, that 

Name – adjective pair – 
sentences 

‐ Little Tim – happy and generous – was always fun to 
be around. 

‐ Glass – fragile and dangerous – must be handled 
with care. 

• This works on a show and tell basis where the name 
and details form the main clause (tell). The added 
information within the dashes shows what the 
character was like. 

• The two must be linked. 

Use brackets, dashes or 
commas to indicate 
parenthesis 

Tell: show 3 examples, 
(comma) sentences 

‐ He was feeling relaxed: shoes off, shirt undone, 
lying on the sofa. 

‐ The commander was tense: sweat dripping, eyes 
narrowed, staring out on the battlefield. 

• This is a two-part sentence. The first part tells the 
reader a broad-ranging fact/opinion. 

• This is followed by a colon which demonstrates that a 
list of examples will follow. 

• After the colon, the list of 3 examples follows using 
commas to demarcate the list. 

Use colon to introduce a list 

2 pairs sentences ‐ Exhausted and worried, cold and hungry, they didn’t 
know how much further they had to go. 

‐ Injured and terrified, numb and fearful, he couldn’t 
believe that this was happening to him. 

• Begins with two pairs of related adjectives. Each pair 
is: 

‐ Followed by a comma 
‐ Separated by and 

Use a wide range o clause 
structures, sometimes 
varying their position within 
the sentence 

Emotion - consequence ‐ Davis was angry – he threw his toys at the wall. 
‐ King Henry was furious – he ordered the execution 

of his wife. 

• This two-part sentence starts with a description of a 
character’s emotion followed by a dash (-) and a 
description of a consequence of that feeling. 

Use semi-colons, colons and 
dashes to mark boundaries 
between independent 
clauses 

Action as if ‐ The boy cried and screamed as if that would change 
his mother’s mind. 

‐ Pilate washed his hands as if ridding himself of all 
responsibilities. 

• The sentence opens with a description of an action 
which is usually quite intense in nature. 

• This is followed by the words ‘as if’ then a description 
of the character’s intent. 

Writing for effect 

Y
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Irony sentences ‐ Our ‘luxury’ hotel turned out to be a farm 
outbuilding, complete with chickens! 

‐ As the sun rose, our advertised ‘beautiful view’ 
revealed itself to be a scrapyard and a rubbish tip. 

• Deliberately overstates how good or bad something is, 
signalling by quotation marks. 

• The overstated word is then shown to be false, 
through the remainder of the sentence. 

Use of superlatives 
Writing for effect on the 
audience 

Description, which + simile 
sentence 

‐ The ogre had huge nostrils, which made him look 
like a hippo. 

‐ The valleys have crooked ravines, which curve 
around like the blade of a scimitar. 

• The sentence is introduced by a description which is 
followed by a comma and then the word ‘which’ 
followed by a simile, further describing the 
description. 

Use relative clauses 
beginning with who, which, 
where, when, whose, that or 
with an implied (i.e. omitted) 
relative pronoun 
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O. (I.) 
Outside. (Inside.) 

‐ She told the little girl not to be so naughty. 
(However, she was secretly amused by what she 
had done.) 

‐ I was delighted and shrieked at the top of my voice 
so that everyone could hear (but inside I felt scared 
that something was about to go wrong).  

• The first sentence tells the reader a character’s 
outward action and the second reveals their true 
feelings. 

• If the sentence within the brackets is complete, the full 
stop goes inside the bracket. If it is not complete, the 
full stop goes outside. 

Use bracket, dashes or 
commas to indicate 
parenthesis 

Tell: show 3 examples; 
(semi-colon sentences 

‐ It was a sleepy town: shops shuttered; cats lazing in 
the shade; dogs snoozing in the sun. 

‐ The playground was a madness: children screaming 
at the top of their lungs; boys shooting each other 
with their imaginary guns; skipping ropes flying in 
every direction. 

• This is a two-part sentence. The first part tells the 
reader a broad-ranging fact/opinion. 

• This is followed by a colon which demonstrates that a 
list of examples will follow. 

• After the colon, the list of 3 examples follows. As this is 
a phrase list, semi-colons are used between the details 
rather than commas. 

Use colon to introduce a list 
 
Use a semi-colon within lists 

De:De sentence 
(description: details) 

‐ The vampire is a dreadful creature: it kills by 
sucking all the blood from its victims. 

‐ I was exhausted: I hadn’t slept for more than two 
days. 

• Two independent clauses (they make sense on their 
own) are separated by a colon. 

‐ The first clause is descriptive 
‐ The second adds further detail 

Use semi-colons, colons or 
dashes to mark boundaries 
between independent 
clauses 

Some; others ‐ Some people like football; others hate it. 
‐ Some days are full of enjoyment; others are long 

and boring. 

• Some; others sentences begin with the word ‘some’ 
and have a semi-colon to replace the word ‘but’. 

• The is NO capital letter after the semi-colon. 

Use semi-colons, colons or 
dashes to mark boundaries 
between independent 
clauses 
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When_; when_; when_: 
then_. 

‐ When tumultuous thunder shakes the ground; 
when blinding lightning tears the sky; when storm 
clouds block every ray of hopeful light; then the 
beast will awaken. 

• The sentence ends with a statement, which is 
preceded by 3 occurrences, which, when combined, 
predict the final statement. 

• The three clauses that start with ‘when’ end with a 
semi-colon. 

• Great use for a striking paragraph or opening. 

Use semi-colons, colons or 
dashes to mark boundaries 
between independent 
clauses 
Writing for effect 

Imagine 3 examples: ‐ Imagine a place where the sun always shines, 
where wars never happen, where no-one ever dies: 
in the Andromeda 5 system, there is such a planet. 

 

• Sentence begins with: 
‐ The word ‘Imagine’ 
‐ Then describes three parts of something 
‐ The first two parts are separated by commas 
‐ The third ends with a colon 

 

Use semi-colons, colons or 
dashes to mark boundaries 
between independent 
clauses 

3 bad – (dash) questions? ‐ Cold, dark, airlessness – which would kill the 
spaceman first? 

‐ Greed, jealously, hatred – which of these is most 
evil? 

• 3 negatives followed by a dash and then a question 
which relates to the three adjectives. 

Use semi-colons, colons or 
dashes to mark boundaries 
between independent 
clauses 
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The question is: ‐ Jack disappeared. The question is: where did he go? 
‐ Tutankhamen was the youngest Pharaoh ever. The 

question is: how did he die? 

• The first sentence is a short description of an action or 
statement of fact. 

• The second sentence begins with the phrase ‘The 
question is: (colon)’ followed by an intriguing question 
which draws the reader into the text. 

Use semi-colons, colons or 
dashes to mark boundaries 
between independent 
clauses 
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 KS1 LKS2 UKS2 

 Year 1 Year 2 Year 3 Year 4 Year 5 Year 6 
Phonics and 

Decoding 

• Apply phonics knowledge to 
decode words 

• Speedily read with the correct 
sound to graphemes all 40+ 
phonemes 

• Read accurately by blending GPCs 

• Read common exception words 

• Read words containing suffixes (-
s, -es, -ing, -ed, -er and -est) 

• Read multisyllabic words 
containing GPC 

• Read contractions and 
understand the apostrophe 

• Secure phonics knowledge 
and skills to decode until 
reading is fluent 

• Reading accurately, including 
alternative grapheme sounds 

• Read multisyllable words 
containing alternative 
grapheme sounds 

• Read common suffixes 

• Read further common 
exception words, noting 
unusual correspondences 

• Apply their growing knowledge of root words, prefixes 
and suffixes (etymology and morphology) to read 
aloud. 

• Read further exception words, noting the usual 
correspondences between spelling and sound, and 
where these occur in the word. 

 
Note: At this stage, teaching comprehension should be 
taking precedence over teaching word reading directly. 

• Apply their growing knowledge of root words, 
prefixes and suffixes (etymology and morphology) to 
read aloud. 

• Work out unfamiliar words when reading focussing on 
all the letters in words e.g. not reading invitation as 
imitation 

 
Note: At this stage, there should be no need for further 

direct teaching of word reading skills for almost all pupils. 
If pupils are struggling or failing in this, it is imperative it is 
investigated and pupils are taught to read during their last 

two years at primary school. 

Fluency  • Read aloud phonetically 
decodable texts 

• Re-read texts building confidence 
in word reading 

• Read most words quickly and 
accurately without overt 
blending 

• Read aloud texts without 
undue hesitation, sounding 
out unfamiliar words 
accurately 

• Re-read texts building 
confidence in word reading 

• Re-reading texts and reading aloud with increasing 
speed, enthusiasm and understanding of expression. 

• Reading most words effortlessly and to work out how 
to pronounce unfamiliar written words with increasing 
automaticity 

• Read effortlessly and confidently across all subjects 

Range of 

Reading 

•  Listen to a wide range of poems, 
stories and non-fiction beyond 
what they can read 
independently 

• Being encouraged to link what 
they read or hear read to their 
own experiences 

• Listen to a wide range of 
contemporary and classic 
poetry, stories and non-
fiction beyond what they can 
read independently 

• Listen to and read a wide range of fiction, poetry, plays, 
non-fiction and reference books or textbooks 

• Read books that are structured in different ways and 
reading a range of purposes 
 

• Continue to listen to and read a wide range of fiction, 
poetry, plays, non-fiction and reference books or 
textbooks 

• Read books that are structured in different ways and 
reading a range of purposes 

• Making comparisons within and across books 
 

Reading Progression Map 
At Ark Priory, we endeavour to develop children into highly competent readers. First focussing on decoding and phonetic knowledge moving to build 

fluency and comprehension skills – both literal and inferential. We follow a 5-day whole class reading model. This follows the backwards planning model 

consisting of a ‘big question or idea’ and rigorous teaching of reading habits and skills to support pupils building an in-depth understanding of what they 

are reading and foster critical thinking skills. Pupils are exposed to a range of genres including poetry. Texts are carefully thought-out to ensure pupils build 

a repertoire of common themes, storylines and layouts of all genres. The progression grid below maps out how each reading domain develops and builds 

throughout the primary curriculum. Note that, as stated in the National Curriculum, LKS2 and UKS2 objectives as the same but there is an expectation that 

pupils become secure in the objectives at the end Year 4 and Year 6. 



41 | P a g e  
 

Familiarity 

with texts 

• Becoming very familiar with key 
stories, fairy stories and 
traditional tales, retelling them 
and considering characteristics 

• Recognising and joining in with 
predictable phrases 

• Becoming increasingly 
familiar with and retelling a 
wider range of stories, fairy 
stories and traditional tales 

• Recognising simple recurring 
literary language in stories 
and poetry 

• Increasing their familiarity with a wide range of books, 
including fairy stories, myths and legends, and retelling 
some of these orally 

• Identifying themes and conventions in a wide range of 
books, such as triumph of good over evil or the use of 
magical devices in fairy or folk tales  

• Learn the conventions of different types of writing e.g. 
greetings in letters, a diary written in the first person 

• Increasing their familiarity with a wide range of books, 
including myths, legends and traditional stories, 
modern fiction, fiction from our literary heritage, and 
books from other cultures and traditions 

• Identifying and discussing themes and conventions in 
and across a wide range of writing, such as loss or 
heroism 

• Compare characters, consider different accounts of the 
same event and discuss viewpoints (both of authors 
and of fictional characters) 

• Continue to learn the conventions of different types of 
writing e.g. first person in writing diaries and 
autobiographies 

Poetry and 

Performance 

• Learning to appreciate rhymes 
and poems, and reciting some by 
heart 

• Continuing to build up a 
repertoire of poems learnt by 
heart, appreciating these and 
reciting some, with 
appropriate intonation to 
make the meaning clear 

• Preparing poems and play scripts to read aloud and to 
perform 

• Recognising some different forms of poetry e.g. free 
verse, narrative poetry 

• Using drama to understand how to perform plays and 
poems 

• Learning a wider range of poetry by heart 

• Preparing poems and plays to read aloud and to 
perform 

Word 

Meanings 

• Discussing word meanings, linking 
new meanings to those already 
known 

• Discussing and clarifying the 
meaning of words, linking 
new meanings to known 
vocabulary 

• Discussing favourite words 
and phrases 

• Apply their growing knowledge of root words, prefixes 
and suffixes (etymology and morphology) to understand 
the meaning of new words. 

• Using dictionaries to check the meaning of words  

• Continue to apply their growing knowledge of root 
words, prefixes and suffixes (etymology and 
morphology) to understand the meaning of new words. 

• Using dictionaries to check the meaning of words 

Understanding • Drawing on what they already 
know or on background 
information and vocabulary 
provided by the teacher 

• Checking that the text makes 
sense to them as they read and 
correcting inaccurate reading 

• Explain clearly their 
understanding of what is read to 
them 

• Drawing on what they already 
know or on background 
information and vocabulary 
provided by the teacher 

• Checking that the text makes 
sense to them as they read 
and correcting inaccurate 
reading 

• Answering and asking 
questions 

• Showing understanding of poetry and playscripts when 
performing through intonation, tone, volume and action 

• Checking that the text makes sense to them, discussing 
their understanding and explaining the meaning of 
words in context 

• Answer questions to improve their understanding of a 
text 

• Identifying main ideas drawn from more than one 
paragraph and summarising these 

• Showing understanding of poetry and playscripts when 
performing through intonation, tone, volume and 
action so that meaning is clear to an audience 

• Checking that the book makes sense to them, 
discussing their understanding and exploring the 
meaning of words in context 

• Asking questions to improve their understanding 

• Summarising the main ideas drawn from more than 
one paragraph, identifying key details that support the 
main ideas 
 

Inference and 

prediction 

• Making inference based on what 
is being said and done 

• Predicting what might happen 
based on what has been read so 
far 

• Making inference based on 
what is being said and done 

• Predicting what might happen 
based on what has been read 
so far 

• Answering and asking 
questions 

• Drawing inferences such as inferring characters’ feelings, 
thoughts and motives from their actions, and justifying 
inference with evidence 

• Predicting what might happen from details stated and 
implied 

• Drawing inferences such as inferring characters’ 
feelings, thoughts and motives from their actions, and 
justifying inference with evidence 

• Predicting what might happen from details stated and 
implied 

Authorial 

Intent 

  • Discussing words and phrases that capture the reader’s 
interest and imagination 

• Identifying how language, structure and presentation 
contribute to meaning 

• Identifying how language, structure and presentation 
contribute to meaning 

• Discuss and evaluate how the authors use language, 
including figurative language, considering the impact 
on the reader  
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Non-fiction  • Being introduced to non-fiction 
books that are structured in 
different ways 

• Retrieve and record information from non-fiction 

• Knowing how to use contents pages and indexes to 
locate information 

• Distinguish between statements of fact and opinion 

• Retrieve, record and present information from non-
fiction 

• Use reference books to find information about topics 
and tasks 

• Knowing how to use contents pages and indexes to 
locate information 

• Skills of information retrieval should be applied e.g. 
topic textbooks, reading information leaflets before a 
gallery or museum, reading a theatre programme or 
review 

Discussing 

Reading 

• Discuss a wide range of poems, 
stories and non-fiction beyond 
what they can read 
independently 

• Discussing the significance of the 
title and events 

• Take turns and listening to others 
when participating in discussion 
about what has been read 

• Discuss and express views 
about a wide range of 
contemporary and classic 
poetry, stories and non-
fiction beyond what they can 
read independently 

• Discuss the sequence of 
events in books and how 
items of information are 
related 

• Take turns and listening to 
others when participating in 
discussion about what has 
been read 
Explain and discuss their 
understanding of books, 
poems and other material, 
both those that they listened 
to and those they read 
independently  
 

• Discuss a wide range of fiction, poetry, plays, non-fiction 
and reference books or textbooks 

• Participate in discussion about both books that are read 
to them and those they can read for themselves, taking 
turns and listening to what others say 

• Continue to discuss a wide range of fiction, poetry, 
plays, non-fiction and reference books or textbooks 

• Recommending books that they have read to their 
peers, giving reasons for their choices 

• Participate in discussions about books that are read to 
them and those they can read for themselves, building 
on their own and others’ ideas and challenging views 
courteously 

• Explain and discuss their understanding of what they 
have read, including through formal presentations and 
debates, maintaining a focus on the topic and using 
notes where necessary 

• Provide reasoned justifications for their views 


