
Supporting pupil progress: a detailed analysis of one child’s holistic development, with 

justification for the next steps in learning 

 

Introduction  

The data collected for the analysis of an individual pupil, took place in a primary 

school within the Bridgend area.  The average percentage of pupils eligible for free school 

meals is 44%, which is significantly higher than the national average of 19%.  The school 

identifies around 42% of pupils as having additional learning needs which is also above the 

national average of 21% (Estyn, 2017). 

The focus pupil chosen for detailed analysis is a female in Year 4.  To keep the child’s 

identity anonymous, she will be referred to as ‘Child A’ throughout.  Child A is currently in 

the top ability group within her class and is achieving a Level -4 in all curriculum subjects, 

which is higher than the average of her classmates.  When discussing with the class teacher 

for recommendations of a focus child, Child A was suggested as she was described by her 

teacher as a very intelligent pupil that tends to isolate herself from her peers.  Child A is 

currently in a class where challenging behaviour is an issue but does not display any 

challenging behaviours herself or react or encourage others’ challenging behaviours. 

 

Data collection  

 The core method used for data collection was The Mosaic Approach (Clark, 2007).  

The Mosaic Approach collects different types of data from different context to provide the 

most holistic view of the child.  The approach allows data to be gathered using a variety of 

methods such as the traditional, adult-directed approaches of observation and interviews but 

also, child-led approaches such as map making and tours (Clark, 2007).  This method is 

beneficial for data collection on an individual child as it puts emphasis on the views and 

opinions of the child (Greenfield, 2011).  All methods used for this approach are qualitative, 

according to research, qualitative methods with young participants are more likely to gather 

information that reflects their perspectives more accurately (Singh, Keenan and Mears, 2007).  

As this research will be reflecting a holistic view of the child, it will be considering the 

elements from Nottingham’s (2013) ASK model, which includes the role of attitudes, skills 

and knowledge the child displays in school. 

 Before collecting any data, a discussion with the potential focus child took place to 

gain their verbal assent.  It was explained in a child-friendly way that I was gathering 

information about how pupils learn and asked if the child was willing to help.  The child 

understood that she did not have to agree to help and that she was able to stop helping at any 

point.  Signed consent was then gained from the class teacher (Appendix 1) to ensure that any 

data collecting was done ethically and in accordance with BERA (2018) and the UWTSD 

Research Ethics and Integrity Code of Practice (2017). 

 The first method used to collect data from Child A was a tour of the school, or a 

‘walking interview’ (Greenfield, 2011, p.112), where the child was asked to take photographs 

of the areas or things that she viewed as important to her learning (Appendix 2).  This method 

was extremely useful as it provided an initial overview of Child A’s views and opinions of 



learning and Child A spoke the whole way through the tour, justifying every area she was 

photographing, see Appendix 2.1 for the transcript.  Not only was Child A in charge of the 

tour, but she was also in charge in the way in which it was documented through the 

photographs (Clark and Moss, 2011).  The discussion throughout the tour provided child-led 

thoughts without an adults’ interpretation or questioning and therefore, was considered as 

useful data to go alongside the photographs.  The tour and photographs were followed up by 

Child A completing a drawing of the school and she coloured the areas she perceived as 

important (Appendix 2.1). 

 Specific observations were collected during playtime, group work and ‘free choice’ 

lessons as I was eager to gather information about Child A during times where she may be 

socialising with others (Appendix 3).  These moments were chosen as the class teacher had 

claimed that Child A tends to isolate herself from her peers.  The class works in a rotation 

system therefore, when Child A’s group was doing class work with myself, it would have 

been inappropriate to only observe her however, teachers are always observing their pupils 

which helps gain an accurate view of the child.  It was a priority to observe Child A during 

moments beyond a focused task.  The Welsh Government (2008) state that the data and 

information collected from observation are essential in creating a complete picture of a child.  

Observations can help to gather information about an individuals’ strengths, areas for 

progress, personal preferences and needs (Welsh Government, 2008).  Although observation 

is an established method of listening to and monitoring children, it only truly provides the 

perspective of an adult (Clark and Moss, 2011).  Therefore, it is important to consider the use 

of other methods to provide a more accurate, holistic view of a child (Clark and Moss, 2011). 

 Child A’s current ‘annual progress report’ (Appendix 4) and examples of Child A’s 

work (Appendix 5) were gathered to complete the holistic view of Child A in school.  These 

work in conjunction with one another as the report highlights the areas of the Level 4 

standards that Child A is currently working at.  The examples of work provided for this 

research were aimed to reflect these areas.  However, Child A’s ability in different areas of 

learning is evident from observations and in other evidence such as recordings and tests.  

Combining the evidence from the report, that would have been moderated with more than one 

teacher, and aspects of work provides sufficient evidence of Child A being a more able and 

talented pupil which provides an example of her skills and knowledge intellectually. 

  

  

  

  

 

 

 

 

 



Analysis of learner  

 After an initial discussion with Child A’s class teacher, I was informed that she was 

classed as a ‘more able and talented’ (MAT) pupil.  This is because she is currently achieving 

a Level -4 in each subject.  Child A demonstrates many aspects of Level 4 in her work, which 

are highlighted in Appendix 4, but is not yet a solid Level 4.  In Wales, is it expected that the 

majority of pupils will leave primary school on a Level 4 (Welsh Government, 2018).  Since 

Child A is currently on a Level -4, and is in Year 4, she is considered a MAT pupil.  The 

school reports provide information about the pupils’ progress during each term in school, 

therefore, Appendix 4 provides information about Child A’s progress so far in this academic 

year, the areas highlighted are examples of Level 4 abilities.  Appendix 5 are examples of 

Child A’s work that demonstrate some of these Level 4 standards.  The report in Appendix 4 

include; Language, Literacy and Communication; Welsh Second Language; Mathematical 

Development; Science and Religious Education.  The examples of work in Appendix 5 

include; Language, Literacy and Communication; Mathematics; Science; and independent 

work which is often without any adult instruction from her Challenge Book.  These pieces of 

data; the school report and examples of work; separately, may have been insufficient in 

providing evidence of Child A’s levelling.  However, combining the two and with 

highlighted statements directly from the Level 4 standard from the Welsh Government 

statements are useful and reliable forms of data about Child A.  A limitation could be that the 

summer term report has not yet been completed as the term is ongoing.  However, through 

continuous observation and analysis of Child A’s work, these will be appropriate methods for 

informing the summer report on Child A’s progress this term.   

 As it was clear that Child A was of high ability in academic work, the observations 

focused on the social aspects of Child A’s school life.  Appendix 3 shows three occasions 

where observations were specifically carried out on Child A, rather than spontaneous 

observational notes that were also taken.  According to the Welsh Government (2008), 

observation is essential in understanding the development of a child and their needs.  This 

includes observing the child’s progress, involvement and enjoyment.  For these specific 

observations (Appendix 3) involvement and enjoyment were observed.  However, an aspect 

of progress was also observed, as the observations took place in different social situations, it 

enabled me to observe if there were any differences in Child A’s social skills dependent on 

the environment. 

 The first observation (Appendix 3.1) was during a ‘free choice’ lesson, or ‘Golden 

Time’.  In this session, pupils could choose what they wanted to do for the session, and they 

could sit next to whoever they wanted in the classroom.  Whilst most pupils chose to play on 

the iPads and share them with friends, some chose to draw and colour, Child A chose to write 

a song in her ‘Challenge Book’.  Child A sat at an area of a table where she was not sat next 

to any other pupils and from the observation it would appear that this was by choice as she 

did not ask or attempt to sit next to any of her classmates nor did any stop her from sitting 

next to them.  According to Child A, the song that she was writing was already an established 

song, but she was changing some of the words, see Appendix 5 (Challenge Book) for the 

song.  It could be perceived that Child A sat by herself as she may have been experiencing 

some feelings of embarrassment as she was participating in an activity that was different from 

all her classmates.  Händel, Vialle and Ziegler (2013) suggest that peers can experience 

feelings of ambivalence towards pupils of high abilities and this can often make those high 



ability pupils hide away in order to “fit in”.  However, during this observation, when I asked 

Child A what kind of song she was writing, she sang it to me with confidence and loud 

enough for all her peers to hear her. Child A expresses resilience as she said how she would 

sing this song to the older pupils of the school who were being mean to her, to scare them 

away and when I suggested she should tell an adult on the yard, she expressed that she could 

handle the situation herself.  This corresponds with literature that suggests that more able and 

talented pupils’ can often experience most of their school difficulties socially (Johnson, 

Johnson and Taylor, 1993; McQueen, 2011; Händel, Vialle and Ziegler, 2013). 

 During the second observation (Appendix 3.2), Child A did not try to engage with 

other pupils and only did when another pupil called her to do a dance together and once that 

was over, Child A walked away.  This contradicts what much of the literature has found 

about the way that high ability pupils are perceived by their peers.  McQueen (2011) suggests 

that the negative aspects of being a more able and talented pupil includes being labelled with 

unflattering stereotypical names, being targeted with jealously and animosity, and social 

exclusion.  However, McQueen’s (2011) study focused on adolescents and this may reflect 

the difference in views between secondary school pupils and primary school pupils.  This 

could also suggest why Child A expressed that older pupils were mean to her on the yard 

during the first observation (Appendix 3.1).  It may appear that a limitation of this play time 

observation is that it was only conducted once, however, having seen Child A at play time on 

several occasions, this written observation is an accurate overview of Child A’s participation 

and engagement during play.  However, it is not to disregard that Child A has or does 

experience social peer rejection which can cause low self-esteem (Johnson, Johnson and 

Taylor, 1993), but these experiences were not observed. 

 During the third observation (Appendix 3.3), Child A demonstrated her open-

mindedness as she was grouped in a mixed ability group, did not complain about the 

grouping, lead the group and respected each member equally.  The day before this lesson, 

pupils were required to research the human sense they had been given during their 

independent task, Child A collected lots of information (Appendix 5, Challenge Book) and 

had done more research at home.  This could be a reflection of Child A’s desire to succeed, 

her curiosity or both.  During the group task Child A thrived and took on the role of 

organising her group of mixed ability pupils.  A study by Kanevsky (2015) found that more 

able and talented pupils in primary school enjoyed teaching their peers during group work.  

As observed, Child A took on this role very maturely and did not seek praise or attention 

from the teacher either.  She organised, encouraged and motivated her group members and 

allowed them to take credit for their contribution even when she had provided them with the 

information required.  

 Having considered these observations, it could be suggested that Child A may be 

experiencing low self-esteem in social environments and therefore withdraws herself.  

However, during the third observation (Appendix 3.3), Child A thrived, suggesting that she is 

using her academic strengths to feel more confident whilst participating in group work.  

Johnson, Johnson and Taylor (1993) found that high ability students that engaged in 

cooperative learning not only made more academic gains than the individualistic condition, 

but also displayed higher levels of self-esteem.   



 Appendix 2 show the photographs that Child A took during the tour of the school, 

Appendix 2.1 is Child A’s dialogue whilst taking me around the school.  It was done 

extremely maturely as she justified why she was taking pictures of the areas and why she felt 

they were important.  It was interesting that she wanted to start outside the classroom and 

only came back to classroom at the very end, with very little to say about the class itself.  It 

may be considered significant that this tour happened during lesson time, therefore, 

participating in this tour may have been perceived as a chance for her to leave the classroom.  

This could be due to a variety of reasons such as, the task not being stimulating to her, not 

being challenged enough or she is relieved to leave the pressure of being a high ability pupil.  

McQueen (2011) states that high ability pupils have expressed feelings of stress over high 

expectations and intense emotions related to their working environment.  This could suggest 

why Child A took me on a tour of many places outside the classroom and spoke of them all in 

positive ways.  Peterson (2009) suggests that high achievers are often stressed due to 

overinvolvement in activities and the pressures put on themselves and by others.  A possible 

limitation of this method of data collection is that it is only conducted once, and at that 

particular moment, Child A may have been experiencing alternative reasons of why she may 

have wanted to leave the classroom.  However, it is possible that Child A is experiencing 

feelings of exhaustion from the pressure put on herself in the classroom and this could be 

why she chooses to sit down for the most of play time by herself, it may be her way of coping 

and de-stressing. 

 Peterson (2009) suggests that it is likely for more able and talented pupils to have no 

peers with similar intellect or interests and social and emotional discomfort can increase 

through the school years.  As stated beforehand, Child A is in a class where challenging 

behaviour is an issue and it could be suggested that Child A, being a mature pupil of Year 4, 

may socially withdraw herself from classmates due to not having anything in common with 

them.  However, in Child A’s ‘Challenge Book’, Appendix 5, she wrote kind descriptions of 

two members of her class.  The peers she wrote about would be considered more mature than 

others in the class but are not high achievers, this is an example of Child A’s acceptance of 

others and open-mindedness.  It could also suggest that Child A wants to make those social 

interactions and friendships but may not know how initiate those interactions. 

  



Next steps  

 Having considered the data collected, the next steps for Child A will not be focussed 

on academic achievement as she demonstrates the attitudes, skills and knowledge to attain 

levels beyond what is expected of her age.  If there were moments where Child A plateaued, 

then further steps will need to be taken, however, these have not been evident.  As suggested 

previously, it is possible that Child A could be experiencing levels of stress and high 

expectations that may be affecting her socially.  Therefore, the suggested steps forward for 

Child A will be those that will benefit her most, which aim to aid her personally, socially and 

emotionally.  Research from the Donaldson (2015) report found that children and young 

people wanted to see more of a focus on general social competencies in school such as life 

skills, personal confidence and personal and social education; all of which I believe that 

Child A would benefit from.  The children and young people emphasised the social 

significance of attending school and one word mentioned the most was ‘friendship’ 

(Donaldson, 2015).  Evidence from the data suggests that Child A is not experiencing or 

benefitting from the social aspect of school life yet.  However, although the approaches will 

be focusing on her personal, social and emotional development, the nature of the methods 

will still be based around school subjects.  Young people are expected to develop literacy, 

numeracy, critical thinking, creativity and problem-solving skills which puts greater emphasis 

on the new curriculum to focus the development of skills within a traditional subject 

(Donaldson, 2015).  The methods will focus on Child A’s academic strengths and extend 

them to other context, with other pupils so that her personal, social and emotional skills are 

being extended.  As Donaldson (2015) argues, learning is shaped by a lot more than subjects 

and syllables, to be able to fulfil the purpose of a curriculum, it needs approaches that are 

relevant to a learner’s personal, social and economic needs. 

 Estyn (2018) suggests the whole-school approach of ‘learning together’ weeks, 

however, it may not be appropriate to facilitate this as a whole school method, but, as a 

teacher, it would be possible to facilitate as a class project.  The class will be given a theme 

and a pupil-friendly statement of the skills that the class need to develop.  The class will need 

to work together to decide what they will learn and how they will present their learning.  

More able and talented pupils, like Child A, will take on leadership roles designed to 

motivate and stimulate all learners.  As Child A thrived during the observed group work 

(Appendix 3.3) this will be an opportunity for her to engage with her classmates whilst still 

being intellectually stimulated.  Händel, Vialle and Ziegler (2013) found that peers perceived 

pupil leadership as a positive attribute in friends.  Being respected and being listened to were 

identified as the socially positive aspects of being a more able and talented pupil (Händel, 

Vialle and Ziegler, 2013).  Johnson, Johnson and Taylor (1993) found that cooperative 

learning resulted in higher levels of self-esteem amongst high achievers.  However, some 

researchers identify issues with more able and talented pupils being grouped with pupils of 

mixed ability such as unequal or unfair workloads or the more able and talented not 

benefitting (Robinson 2003; French, Walker and Shore, 2011).  As it is the role of the teacher 

to constantly observe the dynamics of a classroom, any unfair workloads would be addressed 

appropriately if the pupils feel uncomfortable addressing the issue with their groups.  

Unequal workloads are perceived differently, as the amount of work would be differentiated, 

as Child A clearly identified this issue during the observation (Appendix 3.3) and designated 

appropriate workloads to each member of her group.  This method would benefit the more 



able and talented pupils as Estyn (2018) suggests that the flexibility of groups and tasks 

provides MAT pupils with the opportunity to deepen their knowledge and extend their 

learning, skills and experiences. 

 Estyn (2018, p.11) recommend a ‘cross-phase buddy system to support more able and 

talented pupils in secondary schools’.  This concept could be adapted to be used across year 

groups in Key Stage 2 and will require the agreement of other teachers in Key Stage 2.  

During the weekly sessions, pupils can focus on their priority areas of work and seek the 

advice of other MAT pupils in areas they may be struggling.  Estyn (2018) suggest that 

‘leaders’, a teacher, will provide the buddies with a workbook with various important skills to 

work through together which provides younger pupils with challenge and older pupils with 

the opportunity to develop communication, thinking and explaining skills.  However, having 

considered the data collected from Child A, this could be the opportunity for MAT pupils to 

meet and socialise with other like-minded pupils and to build friendships on common 

interests.  This could be an opportunity for the pupils to combine their strengths to create 

projects, that they have particular interests or talents in.  They could display these projects in 

the school, present them at assemblies or to their classes, if they wished to do so.  There is a 

whole range of possible opportunities that the MAT pupils could participate in together.  

These possibilities would reflect important recommendations made by Donaldson (2015) for 

the new curriculum.  Donaldson (2015) suggests that good teaching and learning combines a 

variety of approaches that promote problem solving, critical and creative thinking.  It could 

also provide an opportunity to practice their talent or skills that they may not get to do often 

in class e.g. music.  Considering observations of Child A (Appendix 3.1), this will give her 

the opportunity to build friendships with pupils beyond her classroom and could allow her to 

be creative as she expresses elements of this when given the opportunity, such as writing 

songs.  Some may argue that it would be an opportunity for the pupils to do nothing for a 

session, however, it would be argued that these particular pupils have a unique desire to 

succeed and they would still need to provide evidence of things that were done during the 

session.  Peterson (2009) claims that females of high ability are more likely to reject 

achievement for peer acceptance.  Therefore, it is intended that this strategy will decrease the 

likelihood of Child A rejecting academic achievement for peers as she will gain peers with 

similar academic abilities. 

 The final method I would implement is peer-tutoring.  As a result of observing Child 

A during the group work (Appendix 3.3), not only did she take the role of the leader, but she 

done it in a way where she encouraged and motivated her group.  If Child A and other high 

achieving pupils were to have 30-minute session twice or three times a week of tutoring those 

in the class of lower abilities, the average positive effects on those pupils are equivalent to 

approximately five months progress (Education Endowment Foundation, 2011).  This may 

increase the educational attainment of those in Child A’s class and thus, close the large 

attainment gap between her and her peers and the social dynamics of the class may change.  

However, evidence has shown that peer-tutoring has a positive impact on both tutors and 

tutees (EEF, 2011).  The Education Endowment Foundation (2011) recommend the use of 

questioning frames in tutoring sessions and for the tutors to have training and feedback.  By 

providing these resources and approaches, I think this would help Child A’s self-esteem in 

thinking that she was fulfilling her tutor roles to a high standard.  Some may argue that this 

would be a method of making pupils into ‘junior teachers’ (Kanevsky, 2015).  However, this 



approach would not be replacing normal teaching, neither would it be to introduce new 

concepts, it would be used to consolidate learning (EEF, 2011).  It would also be an 

opportunity for Child A to develop her communication, thinking and explaining skills (Estyn, 

2018).  Franca and Kerr (1990) found that peer-tutoring had a significant impact on positive 

social interactions between the tutor and tutee, which would be extremely beneficial for Child 

A’s social development and self-esteem. 

 

 

Conclusions  

 Having reflected upon this process, it is evident that the Mosaic Approach is 

extremely beneficial in order to gain a holistic view of a child’s development.  If only one 

method was used for data collection, the steps forward may have been inappropriate and of 

no benefit to the learner.  Child A in particular, would have reflected an all-around high 

achieving pupil if only the annual progress report and examples of her work were collected.  

However, it became evident through observations that Child A’s personal, social and 

emotional development was a concern.  The tour of the school also provided significant data 

to analyse reasons why she may have been avoiding the classroom.  Considering the 

emphasis, the literature revealed about the importance of personal, social and emotional well-

being and the possible affects of the lack of these, alongside the pressures of being a high 

ability pupil, helped to analyse the data collected to influence the next steps. 

 Having then considered the evidence, it was important that steps were put in place 

that would continue to intellectually stimulate Child A but in order to make progress, 

approaches to develop her personal, social and emotional skills were essential.  If Child A 

was to continue school life without the social interactions and the self-esteem that she needs, 

it may have resulted in her declining in her academic abilities to gain peer acceptance.  The 

suggested steps forward would not only benefit Child A, but they would benefit other pupils, 

including MAT pupils, to progress, therefore they would be extremely valuable to consider in 

schools.  Since the inspiration for the steps forward are taken from Estyn, the Donaldson 

report and the Education Endowment Foundation, it means they are research-based and an 

example of good practice that works with the new curriculum. 
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Appendix 2.1 

Dialogue during the tour of the school 

 

I asked Child A to take me on a tour of the school and to show me the areas that she felt were 

important to her learning and to take photographs of these areas. 

Child A: 

I think we should start outside the classroom, in the heart [‘the heart’ is the centre of the 

school and all classes use areas of the heart that are outside their classrooms for group work 

or interventions etc.].  Let’s go to the library, here are the books some of the class are reading 

for their reading records, these are all staged and once they’ve read a whole stage with 

confidence, they get to move onto the next stage.  I’m not on a stage anymore, I get to choose 

novels because I’ve read all of the stages now. 

This is the other library that we sort every term for a new theme, so us and year 3 have the 

same themes so we sort out a section of the library so it’s easier to find books related to that 

theme. 

This is our ‘Bravo Board’, it’s outside the class because it’s like a way of showing visitors or 

something how well our class is doing, it’s showing off good work.  I have some work on 

there! 

Here is where we keep our laptops because we share with year 3, they’re handy cupboards 

because all the chargers are there for you and you don’t have to fuss to find them.  Sometimes 

though, we go to use them and year 3 already have them, they should set some sort of 

timetable really.  I love going on the laptops for researching, you can literally find out 

anything on the internet.  Books are good too, I love books but sometimes they don’t always 

have what you’re looking for, like some websites, I guess. 

This is our class’ section to do work when we’re on rotation.  We have 3 different things to 

do in the morning and one of them will be out here, so it’s usually maths, English and an 

independent session so one of those will happen out here.  Sometimes it’s nice because it 

means you’re not stuck in the class where it can be loud but sometimes if lots of other classes 

are using the heart, it’s loud out here too.  You just have to try I suppose. 

Here’s our music section, I made one of these instruments! I seen that another class were 

making instruments so I wanted to as well, so when I went home, I tried to make one and 

then I brought it to school so it could be used here.  All the classes use this section, the little 

ones really love making a noise here. 

How about we go down to the hall? Because we do P.E. there, we have food, breakfast club 

and assemblies and stuff.  I really like P.E., well some things anyway, I go to a gymnastics 

club so I like doing things like that but I don’t like doing some of the other sports. 

Can we go outside?  The outside area is important because sometimes P.E. happens outside if 

there’s nice weather and we have break out there.  This is like a basketball court, but you 

could play any sport here really, I like to sit on that bench.  This is the astro, I don’t come 



down here a lot during play because there’s always loads of people here and there’s usually 

balls being kicked everywhere. 

I suppose we should probably take a picture of the actual classroom since that’s where we are 

most of the time in school. 

 

 

 

 

 

At the end of the tour I asked Child A if she could draw a map and highlight the important 

areas: 

 

  



Child A – Observations 

Appendix 3.1 

03/05/19 

Context: Pupils were told that for the last session they were allowed to have ‘free choice’ and 

stressed that the class must share the iPads and will be timed for when it’s time to swap over.  

Most of the class went to the iPads, those who didn’t get iPads, shared with others and some 

were colouring. 

Child A went straight to the book drawers and rummaged through her groups books until she 

got to hers, she took her ‘Challenge Book’ and went and sat on a chair at a table where there 

would be empty chairs next to her.  She turned to the back of her book and began writing, 

mouthing words as she wrote.  Girls on the same table as her, but not next to her, were talking 

amongst each other and Child A did not lift her head from the book or engage in any 

conversation.   

(Although it was not planned that I would engage with her during this session, I wanted to see 

and have a better idea of what she had chosen to do). 

I went to the table and asked 3 of the girls that were drawing what they were doing, before 

turning to Child A.  The conversation went as follows: 

Me: What have you chosen to do then? 

Child A: I’m writing a song. 

Me: Waw, really? That’s interesting, what sort of song is it? 

Child A: It goes like this… (Child A begins to sing the song confidently, see Appendix 5 for 

song). 

Me: Did you write that yourself? (Some of the lyrics seemed overly mature for a pupil in year 

4, I wanted to know if she had heard these words in a different context or from the song). 

Child A: Not all of them, I’ve just changed parts of it.  I sing it to people on the yard to scare 

them away. 

Me: Why do you want to scare them away? 

Child A: Well, only to the ones that are mean to me.  I sing it in a really creepy voice, they 

think I’m weird and then they go away, it’s so funny. 

Me: Who’s being mean to you? You need to tell the adults on the yard if people are being 

mean to you. 

Child A: Just silly people in year 6, I don’t need to tell an adult, I can get them away from me 

myself.  It’s way funnier to do it myself, they think I’m crazy or something. 

Child A continued to write the lyrics of her song in her Challenge Book. 

  



Appendix 3.2 

07/05/19 

Context: playtime, Child A is on the basketball court area of the yard. 

Child A was sitting on the bench on the yard on her own, looking up to the sky a lot, 

swinging her legs.  She occasionally got up to walk around the bench as though she was 

dancing, she held onto the bench and swung her body.  She did not engage with any other 

children or any adults for around 15 minutes.  A pupil in her class (Child B) called her from 

the other side of the court to come over to her.  Child A looked over at Child B who was 

waving her arms to get Child A to come over and Child A walked slowly across the court 

swinging her arms, looking up at the sky.  Child B asked Child A to show another member of 

the class a dance they had made up.  Child A did not react enthusiastically, she just began to 

dance and to sing the song from the observation on the 03/05.  Child B’s role in the dance 

was mostly laying on the floor while Child A danced around her, she danced and sang with 

expression.  The lyrics of the song are mostly negative (as seen in Appendix 5), and Child A 

acted as though she was in a music video for that song.  For example, a section of the song 

asks ‘Are you in pain like me? Are you insane like me?’ and Child A’s facial expressions 

were as though she was in pain and she held her head for the word ‘insane’.  Once the song 

and dance had finished, Child A walked away from her classmates and went back to sit on the 

bench, whilst Child B was still on the floor, unaware that Child A had left.  Once Child B had 

realised that Child A had left, she tried to call her back over and Child A responded with ‘that 

was the dance’ and looked away. 

  



Appendix 3.3 

21/05/19 

 

Context: mixed ability group work for science.  Pupils were assigned one of the five senses 

that they were required to research the previous day in their independent task.  Then, the ones 

who had researched the same sense came together has a group to create some sort of 

information poster to present and teach the rest of the class who had other senses. 

In this group there was Child A who is considered higher ability, Child B who is also higher 

ability, Child C who is middle ability and Child D who is lower ability.  Child A collected 

about a page and a half of information about their sense ‘Touch’ from the previous day 

(Appendix 5) and also researched more when she went home.  It was clear that the rest of the 

group had very little or no facts or information to contribute themselves.  Child A reacted 

extremely maturely to this and took the role as the leader of the group.  She used the facts and 

information that she had collected and distributed them between the group so that they each 

could contribute something to the poster.  She was extremely patient and encouraged her 

group to keep going and praised them.  She did not tell any adult that the information from 

the poster all came from the information that she had gathered.  When asked by me who was 

doing what in the group, she simply responded by saying the information that each member 

was writing about.  When the group presented in front of the class, they each took turns to 

speak, reading the information that they had written.  When Child D struggled to read some 

words he had written, Child A whispered to him to help him.  Other members of the class 

were given the opportunity at the end to ask each group questions and when Child A was 

asked a challenging question about touch that had not been included in the poster, she gave a 

logical suggestion of what the answer may be having reflected upon her research. 

  



Appendix 4 

 

 



 

 

  



Appendix 5 

Examples of Child A’s work 

Language, Literacy and Communication: 

 

 



 

 

  



 

 



 



Mathematics 

 

 



 

 



 

 



 

 



 

 



 

 

 

 



Science 

 

 

 



 

 



 

 



 

 



 

 



 

 



 

 



 

 

 

 

 



Challenge book 

The song discussed in one of the observations: 

 



 

 

 

 

 



Research collected for the group work in Science: 

 



 

 

 

 

 



Child A wrote her times tables in her Challenge Book to remember them: 

 

 



 

 

 

 

 



Child A wrote descriptions of classmates in her challenge book: 

 


