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‘Supporting pupil progress: a detailed analysis of one child’s 

holistic development, with justification for the next steps in 

learning.’ 

 

 

Introduction 

Evidence to address the above research area was collected by the researcher during 

a placement at a primary school in South Wales. In the most recent Estyn report 

(2014), the school was described as having a population of 225 pupils aged 3 to 11, 

with 4% of those being eligible for free school meals and 9% having additional 

learning needs. A small portion of the pupils had English as an Additional Language 

(EAL) and none of the pupils spoke welsh as a first language. The school received 

an overall rating of ‘good’ and the budget for each individual child was approximately 

£3,338 (Estyn, 2016). This detailed analysis of a child’s holistic development has 

been based upon one child. The child is in year 2, age 7 and is classified as a high 

ability student. 

In accordance with British Educational Research Association (BERA) guidelines, 

information pertaining to the location of the research, the name of the school and the 

names of teachers and participants involved have been withheld and replaced with 

an alias; in line with these guidelines, the focus child observed during this research 

was referred to as Child A. The researcher has followed these guidelines to provide 

an ethically robust and unprejudiced piece of research that provides anonymity to all 

involved (BERA, 2018).  Furthermore, a research plan, developed by the researcher, 

was reviewed and discussed with the class teacher as a means to obtain teacher 

consent (Figure 1); this plan highlighted the approach to the research and set 

expectations as to what activities would be conducted in the classroom and how they 
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would be scheduled.  A consent form was also given to the parents of Child A 

(Figure 2), explaining the reasons and details of the research; in addition, the form 

explained how their child’s identity would be protected and highlighted the right of the 

child or parent (on behalf of the child) to withdraw from the research programme at 

any time and without repercussions. As the research was to utilise different forms of 

media recording, including video, photographs and audio recording, the school 

headmistress provided authority (Figure 3), for the use of such techniques in 

gathering the necessary evidence. However, in keeping with BERA’s guidelines, any 

audio/ video recordings or photographs containing Child A or the school were blurred 

or edited to protect identities and ensure the maintenance of anonymity. 

Data Collection 

During the research project, data was collected on Child A that provided a holistic 

view of the child and allowed for the ‘next steps of learning’ to be developed. This 

data was obtained by utilising the Mosaic Approach (Clark and Moss, 2011) and its 

associated data collection techniques, which included observations, child 

conferencing (between Child A, the researcher and Child B), photographs (taken by 

children and the researcher), audio recordings, school tours and samples of work.  

The Mosaic Approach was beneficial during the research in developing an all-

inclusive understanding of the learner as a whole. This understanding was 

developed from listening to the pupil’s voice and monitoring their actions and 

reactions during the course of their school day, both in the class and in other 

environments such as the playground.  The idea of learning through monitoring the 

daily activities of a child is one supported by Langsted (1994), James and Prout 

(1997) and Tolfree and Woodhead (1999), who were all of the opinion that children 

are practitioners in their own daily learning and the observation and analysis of these 
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daily on-goings provided adults with a greater understanding (Clark, 2011) of the 

methods utilised by children to self-learn. This approach allows children to be more 

involved in their learning and provide adults with a holistic understanding of the 

individual.  

The research project began with the utilisation of the most commonly technique, 

observation.  Observation is a popular technique used frequently by researchers 

(Cohen et al. 2000), to provide primary data as a key part of the overall evidence.  

This technique was particularly beneficial during this research project as the 

researcher only had to monitor a single child; as a result, full observational focus and 

concentration was maintained on Child A and a more comprehensive understanding 

of the target child was obtained. However, cognisance of a number of known pitfalls, 

which could detrimental impact on the effectiveness of the observational technique, 

was maintained by the researcher to ensure the robustness of results.  As a result, 

the researcher was careful not to develop an up-front familiarity with Child A, though 

liaison with the class teacher or other pupils that may have resulted in an 

unconsciously bias thought process. The researcher recorded evidence through a 

number of different techniques of which one was written notes. Such records were 

beneficial as they gave the researcher a useful reminder of the events and moments 

that occurred. However, there are some known draw backs to recording 

observations through the written word; in particular, the researcher had to be aware 

of losing full focus from the observed moment while writing, potentially resulting in 

significant events being missed.  

In addition to observations, the researcher also used photographs as a means to 

record evidence. In line with the Mosaic approach (2011), the photographs were 

taken by Child A as well as the researcher. This technique not only allowed the 
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researcher to record their own observations on Child A and their learning techniques, 

it allowed Child A to independently show the researcher what saw as important to 

their own learning. By having Child A take the photographs the risk of distraction by 

that of the researchers presences was reduced. Additionally, this was done as Child 

A may have felt obligated to act in a different way. This was carried out three times 

by Child A in the classroom and once during a tour of the school, given by Child A 

and a peer. This allowed the researcher the chance to see through Child A’s eyes 

and compare and reflect against the photographs that they took of any irregularities 

or consistencies. Photographic evidence did demonstrate a few downfalls that had to 

be taken into consideration by the researcher; Child A would become distracted and 

start to take pictures of areas that, during later discussions, would be established as 

unimportant or not relevant. Another limitation experienced with photographic 

evidence was that despite having consent from the school , parents and class 

teacher, images had to be edited to protect the identity of the school and its pupils. 

Furthermore, the editing of photographs was time consuming and detrimentally 

affected the quality of the information it provided.  

The final research tool that was used was child conferencing; these proved beneficial 

in encouraging pupil voice. These took place between the researcher and Child A 

and between the researcher, Child A and another child.  The interviews/conferences 

were all carried out in a semi- structured style allowing for some structure in the 

questions but with room for deviation depending on the answers and interests of the 

participant. Data was collected using audio recordings, which allowed for the 

researcher to focus on the participants whilst capturing all detail of the discussions 

(Wilson, 2009).  This method of recording evidence was beneficial as it allowed the 

researcher to reflect, at a later time, on the conversations, questions and answers 
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accurately. Furthermore, audio recording supported the photographic evidence by 

providing additional information, such as, thoughts, feelings and providing an 

explanation to the body language. The one on one interviews allowed the researcher 

to focus on the individual and exclusively hear their opinions. The downfall of this 

type of interviewing style was Child A would occasionally become withdrawn and 

closed in their responses. As a result of this reaction, the researcher introduced 

group interviews, which allowed for the creation of a safe and trusting environment 

where Child A felt more relax due to the presence of their peers (Roberts-Holmes, 

2005), successfully encouraging an open and confident response from Child A. The 

main limitations experience during the group interviews were that at times Child A 

would go off track and start to converse or play with their peer; there was also the 

issue that Child A’s peer would become dominant and would take over the 

conversation, leaving Child A to just agree with them rather than providing their own 

opinion. Additionally, in both interviews, care had to be taken to ensure that the 

interviews were kept relaxed enough to reduce the likelihood that Child A would 

withdraw themselves from the interview. 

Analysis of learner. 

All information gathered was critically analysed using Nottingham’s (2013) ASK 

model, which reflects upon the role of attitudes, skills and knowledge in learning.  

The ASK model (Figure 4) allows for the practitioner to not only review each 

individual child’s attitudes, skills and knowledge but to create a personalised plan 

that will detail the next steps of learning promote positive attitudes. This model 

supports psychologist, Lev Vygotsky, who stated that children are their own learners 

and their cognitive development is based on their social interactions between their 

learning environment and peers (1978).  
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General Observations of a Target Child                                                                                                         

From the beginning it was obvious that Child A exhibited excellent social skills 

amongst fellow peers and adults. During set pieces of work, Child A worked 

independently most of the time, only requiring assistance with spelling.  Child A 

would often lose interest in work after a period of time and talk to peers.  When this 

happened there was a need for the child to be guided back onto their work. It could 

be seen that Child A’s loss of attention was as a result of a lack of curiosity and 

motivation rather than a lack of knowledge. This was apparent as every time Child A 

was redirected back to their work, or asked a question about what they had to, they 

were able to provide facts on the topic being taught and cross curricular links; this 

fact was also supported by feedback from the end of lesson post cards (Figure 5). It 

was also noted that when a task was made more physically engaging, socially 

engaging or used physical props, Child A’s curiosity and motivation would increase, 

resulting in a greater focus on their work, as seen in Figure 6.  Furthermore, Child 

A’s interest in learning was stimulated more through helping peers rather than 

completing their own work. 

Child A demonstrated a great deal of confidence in small and medium sized worked 

groups, usually taking charge without being directed to do so.  However, when 

placed in front of the class and asked to take a lead, confidence was seen to ebb 

away. This lack of confidence in front of larger groups is of marked contrast to the 

confidence exhibited when in the less stressful environment of the small, leaderless 

groups and when doing enhanced provisions and sport.      
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In the learning environment Child A was particularly drawn to 3 areas; the 

investigation shelf, the role play corner and the outdoor mud kitchen. Observations 

indicated Child A’s enjoyment of the social aspect of the provisions and was often 

seen exploring and acting out ideas (Figure 7). On one occasion, Child A was 

observed with a peer re-enacting a lesson on ‘capacity’, in the mud kitchen. The 

importance of these stimulating spaces, to Child A, was very apparent as was the 

positive influence such spaces had on Child A’s self-learning, social confidence and 

communication skills.  This observation aligns with Timothy Clapper (2010) view that 

role play areas, when resourced correctly, could provide learners with a space to 

develop, think critically, problem solve and a practise a variety of social skills that 

could be used in later life.      

For a ‘high ability’ student, it was surprising to note Child A’s lack of interest in digital 

technology when compared with peers. This may have been due to the lack of digital 

technology in the classroom combined with other pupil’s enthusiasm to use such 

digital technology at every opportunity, introducing a competitive element to using 

such educational assets. Child A made no attempt to use the class computer or the 

interactive whiteboard. When asked by peers, Child A turned down all offers to use 

such technology. It was clear that digital technology had not captured the 

imagination of Child A in the same way that the role play areas had. 

Mathematics 

During the research period, Child A’s occasional use of the maths zone (Figure 8) 

was noticed; this area also appeared in two of Child A’s ‘important learning area’ 

photographs. When discussing these photos with Child A, the increased interest in 

the maths zone could be attributed to the new weekly challenges put in place by the 
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researcher. However, it was also observed that once the challenges had been 

completed (as the higher ability children would readily do), they didn’t go back to the 

table until the following week, when the challenges had been renewed, as the 

existing challenge had ceased to be a challenge. This loss of interest in the provision 

is indicative of poorly planned enhancements for the more able and talented 

students. Plunkett et, al (2011) stated how properly planned challenges for the more 

able and talented students are a crucial part of the class teacher’s role in raising 

achievement and helping students reach their full potential.   Child A demonstrated a 

much great interest for maths when presented with a challenge or activity rather than 

a book of sums; indeed, Child A spoke with enthusiasm with the researcher about 

maths lessons that had involved independent and group activities associated with 

learning about length, weight and capacity (Figure 9).  This use of enhancements 

proved successful in stimulating Child A’s interest in a potentially dry lesson and 

increased their proficiency in the understanding and use of standard units to 

measure length, height, weight and capacity (Welsh government, 2015).  Child A’s 

ability to practically apply the learning was demonstrated in a unique moment when a 

peer’s tooth came out during the lesson; Child A used her newly developed skills to 

measure the tooth to see how many millimetres long it was. When viewed in relation 

to the ASK model this learning moment showed Child A’s curiosity linked with their 

knowledge and understanding in an unplanned, real life situation.  

Language, literacy and communication 

Through observations it was noted that Child A did not like using the writing table, a 

fact supported by the observation that no “favourite learning area” photographs were 

taken by the researcher or Child A of this area. However, when asked about this 

Child A explained that they did like writing but they didn’t like to write ‘made up’, 
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stories and would rather act out stories in the role play area; an area that was 

included in the “favourite learning area” and deemed as significant in their learning. 

In the role play area Child A acted out a variety of roles, using the appropriate 

language. This aligns with Timothy Clapper’s (2010) view, who believed that when 

learners were introduced to a well-resourced and planned out role play space they 

could develop critical thinking, problem solving and communication skills through 

social interactions.                                                                                                       

When looking at Child A’s work and speaking to the class teacher (refer to Figure 10 

for a report), both indicate a child who produces legible handwriting that is consistent 

with the school handwriting model and uses a variety of sentence starters, 

connectives and punctuation. However, in contradiction to the report at Figure 10, 

written work completed by Child A without assistance or a word list resulted in poor 

spelling. It was observed that under these circumstances, Child A would spell by 

sounding out words (Invented spelling); a technique common with children learning 

how to spell. This is evidenced when comparing two pieces of Child A’s written work 

detailed at Figures 11 and 12. Figure 11 shows a comprehension task completed by 

Child A which involved reading a few paragraphs and taking the answers directly 

from the text. While Figure 12 shows a piece of written work completed 

independently by Child A, on the writing table, about a story from the Enchanted 

Forest. When comparing the two pieces of work it is evident that despite Child A’s 

higher than average understanding, ability to produce legible sentences and to use 

correct grammar and punctuation, they still had not reached a stage where they 

could spell without assistants. This observation is in contrast to and contradicts the 

views detailed by the class teacher in Child A’s annual report (Figure 10); it also 
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explains, as was confirmed by Child A, why a task on the whiteboard in front of the 

class suddenly resulted is a lack of confidence.  

Despite a poor spelling ability, Child A demonstrated a slightly advanced reading 

age. This was demonstrated during weekly reading sessions and mark a significant 

improvement in reading age from 6.5 years to 8 years over the period November 18 

to May 19 . During child conferencing, when asked how they felt by the lack of a 

reading area, Child A expressed an interest in one being added. Child A explained 

that they enjoyed reading in school and at home with their parents and made sure to 

do it every day. Child A also stated that they wanted to move up a stage to harder 

books because the ones they were on were not challenging enough. When reading, 

Child A had the ability to read fluently, formulate links in the story, uses the 

information they have to form potential endings and ask reasonable questions based 

on their understanding of the text. The ASK model recognises this this behaviour as 

curiosity, which has motivated Child A and in turn furthered their knowledge and 

understanding, allowing them to be open minded and critical in their evaluation of 

different texts. Child A has the ability to read a range texts with accuracy, confidence 

and fluency, as well demonstrating the knowledge and skills to interrupt a piece of 

text and express an opinion using the correct language. (Welsh Government, 2015)  

Religious education 

Child A took no “important learning area” pictures of the Reflection Area in class. 

When asked why during child conferencing, they explained that it was boring and 

they didn’t know what they were expected to do. When asked if they understood 

what the area was for, they explained that they were meant to go and think about 

their God and reflect on values. Asked if there was anything they would want to 
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change or add about the area, Child A stated an interest in adding challenges and 

would want to make the area bigger as its on a tiny table (Figure 13) and it was hard 

to work with friends due to the limited space. This interest in adding challenges in the 

learning environment is recognised by Beverly N. Parke (1992), who stated the 

importance of challenging students in all aspects of the classroom, especially those 

who are more capable of high achievement and motivated to promote their own 

learning. Child A has displayed a knowledge and understanding of the topic in their 

written work (Figure 14) and can make links between the religious beliefs and real-

life moments in the class (Welsh Government, 2008). Social skills are evident 

through their detailed contributions in conversations about different beliefs and 

values and extending their understanding  by asking relevant questions. (Welsh 

Government, 2015) 

Physical Education 

Child A has expressed a love of physical activities, particularly gymnastics, which 

they take part in after school. This strength has also been observed on the school 

playing field as well as being detailed in the annual report (Figure 10). During a tour 

around the school, Child A took the researcher to the playing field and spoke of their 

enjoyment in teaching their friends and the younger children how to do some basic 

gymnastics. When comparing this event to the ASK model, Child A’s knowledge and 

social skills were very evident and demonstrated in their ability to perform and teach 

the technical moves associated with gymnastics in a way that the younger children 

could understand. In conducting informal teaching events (during play) on the 

playing fields, Child A was observed to be motivated and patient when engaging with 

peers of different abilities, showing perseverance and understanding. Child A seems 

most confident when learning and teaching physical activity in a group; this is in line 
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with Vygotsky who was of the opinion that children learn and develop their cognitive 

abilities through dialogue, language and social interactions (Grigg, 2015). Well 

developed, fine and gross motor skills were displayed through exercises that 

involved catching a ball and preforming more complex movements with fluency using 

a range of resources. (Welsh Government, 2015) 

Wellbeing 

Child A has mentioned on many occasions having an established group of friends 

and a best friend (Child B). Child A seems very comfortable working and playing with 

these friends ( Figure 15). When asked about friends, Child A talks about the 

importance of their friends for their wellbeing and general happiness. This was 

highlighted when Child A, brought up a friend who had recently left the class (Child 

C) and their consequential sadness.  This prompted Child A to reveal how they relied 

on their current friendship group for support whenever they become upset; in 

particularly when thinking about Child C. This occurrence highlighted the importance 

of friendship in Child A’s life and its contribution toward Child A’s wellbeing. The 

importance of friendship groups was emphasised by Berndt (1982), who detailed the 

importance of friendship groups in allowing children to develop their own identity, 

social skills and behaviours. However, it was also observed that Child A did not 

always stay with this group of peers; when on the field Child A often remained with 

Child B, but also looked for younger children to play with. This could indicate that 

Child A is confident in the school and within the friendship group to an extent that 

they don’t feel the need to be around each other constantly. Additionally, this could 

indicate that Child A sees Child B’s friendship as key to their whole wellbeing. Child 

A only lacked confidence when preforming tasks in front of the whole class 

independently. This contradicted their normally self-confident  behaviour that had 
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been observed during lessons and on the field. When asked about this Child A 

explained that they did not feel comfortable making a mistake in front of the class. 

Child A’s photographs also included a picture of the class teacher and a fellow peer 

(Referred to as Child B), who was the only other child to appear consistently in many 

of the photographs. When asked about them Child A explained that, “Mrs teaches 

me new things and help me when I get stuck,” while their peer was important to them 

as, “she’s my best friend and she makes me feel better when I’m sad and she 

always plays with me.” This can be linked to Sue Roffey, who evidenced that  social 

skills had the ability to enhance cooperation and underpin positive relationships, 

which go hand in hand with the resilience and wellbeing of the child. 

 

Next steps 

Looking at the data collected, Child A expressed a strong interest in reading at home 

and at school. During conferences with Child A, an interest in progressing up the 

reading stages was displayed. To ensure their reading progresses it would be 

beneficial to create a reading area in the class; this facility would offer Child A and 

others the resources to support their own learning. The importance of reading in  

class is supported by Geske et al (2008), who highlighted reading as being the 

starting point for learning as a whole. By introducing a reading area, it is hoped that 

Child A will be further motivated to develop their reading and in turn increase their 

word recognition and spelling ability.   

Child A’s spelling, with some assistance, is of a high standard; however, when left to 

work independently there is a marked reduction in their ability to spell correctly 

(Figure  12). To improve the accuracy of Child A’s spelling it would be beneficial to 
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use the Cover Copy Compare (CCC) intervention. This intervention involves the 

learner being given a list of words to spell, covering them up and attempting to spell 

them. Once they have completed this, they can compare their answers with the 

correct answers before redoing the exercise with the same words to demonstrate an 

improvement.  Once all words in the list have been spelt correctly, they can move on 

to the next set of words. A report produced by Jasper, K (2012) presented the 

successful use of the CCC intervention in schools and suggested that it not only 

enhanced spelling but had the potential to improve reading. This intervention would 

not require any funding and would not be time consuming as it would only take up 5 

to 10 minutes each day. Child A’s confidence may also benefit from this intervention, 

as their lack of confidence in front of the class was rooted in a fear of potentially 

making mistakes in front of their peers.   

Continuing to look at the data shows Child A’s ability in mathematics and religious 

education is of a consistent high standard. To extend their learning, appropriate 

enhanced provisions are required. This was pointed out during child conferencing 

with Child A when discussing their photographs. Parke (1992) and Koshy (2009) 

detailed the importance of challenging and guiding the more able, as despite their 

concreate understanding their learning can and should always be extended. In their 

provision areas the researcher will make sure that there is a variety of correctly 

differentiated challenges that will motivate and extend the learning.  

Finally, the data shows Child A’s strong interest in physical education, especially in 

gymnastics. Child A enjoys taking part in physical education during lessons, playtime 

and at home. It is important that educators support their learners hobbies and 

passions.  To motivate Child A further in their passions it could be beneficial to bring 

in someone to teach gymnastics in the school. This would allow Child A to develop 
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their physical skills and knowledge. In addition, during physical education lessons 

Child A could be given their own group to teach. This is based off Child A’s natural 

confidences in taking on a leadership role and would further develop social and 

communication skills. This being supported by Vygotsky who believed that children 

learnt and developed through social interactions. 

 

Conclusion 

This research project was conducted with the consent of all participates and involved 

the collection of data using a number of different techniques on a year 2 child in 

order to establish their holistic development.  Data collected was used as evidence 

of their learning strengths and deficiencies against which mitigating action was 

develop in terms of ‘next steps in learning’.  In doing this we have to be cognisant of 

the fact that the data collected was done so over a relatively short period of three 

weeks and hence may not be fully representative as a holistic view.  Additionally, the 

short-term nature of the project required much liaison with the class teacher to fill 

knowledge gaps on the child; this in itself may have resulted in unconscious biases 

and influenced research conclusions.   

 

In contrast, the evidence collected during this project is mostly primary in nature and 

has offered the researcher the opportunity to compare their findings with the class 

teacher’s findings, developed over a much longer period.  It was interesting to note 

that the researcher evidence regarding the spelling ability of the target child, was 

different to the conclusions reached by the class teach. 
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The Project presented many opportunities for the researcher to practise a plethora of 

teaching and researching techniques, particularly the Mosaic approach and the ASK 

model to critically analyse and reflect on the data collected. The opportunity to 

practise the research techniques within the Mosaic approach has been invaluable 

and highlight many of the strengths and weakness of each technique and hence the 

importance of using them all to maximise the benefit and ensure a comprehensive 

data collection. 
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Figure 2 
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Figure 4     
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Figure 6   
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Figure 11 
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Figure 12 
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Figure 13 
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Figure 15 

 

 

  

 


