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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
In this essay, I will look to explore a target pupil from a placement school and provide a detailed analysis of their holistic development. The paper will also seek to acknowledge the ‘whole child’ when determining strategies that best aid their learning and development as it is essential for teachers to be aware of their pupil’s educational journey at all times (Dunn, 2011; Tymms and Wylde, 2003). Without building a strong rapport with pupils and becoming famililar with their likes, dislikes and behaviour traits, it becomes challenging to identify the next steps for their progress, not only academically, but mentally and emotionally (Cable and Eyres, 2005; Headington, 2003). 
In a culture where summative assessment has always been prominent (Stobart, 2008; Tiknaz and Sutton 2006), there has been a shift in recent years from a subject knowledge-based system, to a greater emphasis on the process of learning and understanding (Hare, 2006). This highlights the importance of providing students with a holistic curriculum and teaching approaches that provides clear and motivating steps for future growth. Donaldson (2015) for instance states that the curriculum has become far too “overcrowded”, and that teachers now need to start providing real-life scenarios for a more rich and holistic education. Similarly, UNICEF (2006) adds that the well-being and welfare of a child may be at jeopardy, if teaching is not approached in a multi-faceted, holistic way. 
Research Contexts 
This action research was carried out in a primary school setting, situated in the inner-city of Swansea. The school hosts approximately 200 pupils, 37% of which are entitled to free school meals, significantly higher than the national average of 20% (WAG, 2016). This can be an indicator of a higher poverty rate and low socio-economic status among the local school community. 
This research has focused on a target pupil within a year 3 class of 26, hosting a range of additional learning needs (ALN). The target pupil is 7 years old, has an attendance rate of 92% and is eligible for free school meals. After discussions with the class teacher, this pupil was thought to be appropriate given their broad range of strengths and weaknesses across the curriculum and would therefore benefit from the clarification of his next learning steps. This study not only looks to pinpoint areas that he finds motivating, but also identify certain classroom practices that will provide the best opportunities for him to fulfil his maximum potential. 
I have omitted the name of the school and any pupils from this paper, protecting the right of anonymity to all concerned, while the class teacher signed a form of consent to confirm permission that the research can be conducted (see Appendix 1). 
Methodology
Listening to children has become an underpinning principle of the latest government guidelines, reflected most recently in the revised Statutory Framework for the Early Years Foundation Stage (DfES 2012) following the Tickell Review (2011), supported by earlier policy statements (DfES, 2004; DfES 2007, Childcare Act, 2006; UN Rights of the Child, 1991). This study has therefore implemented the Mosaic approach (Clark and Moss, 2011) which values the voice of the child, to gain a valuable insight of the learning traits of a specific pupil. Following the approach, a range of data collection methods was used to capture the child in a range of different contexts. This helps to help gain a richer understanding of the behaviour of pupil’s as well as allowing a more reliable analysis. This information is then used to amend practices and introduce methods that best facilitate the child’s learning in the future. In addition to Clark and Moss, previous studies support the capacity that even the youngest children should participate in their own care and education (Paige-Smith and Rix 2011; Harcourt et al 2011). The Mosaic approach views children as social actors and competent explorers of their own environment, rather than merely passive objects in the research process (Qvortrup et al, 1994). Starting from this viewpoint, it places a much greater emphasis to discover the perceptions of the child such as their interests, priorities and concerns that as a result produces meaningful data (Christensen and James, 2000). 
The Mosaic approach involves the combination of traditional observations, child conferencing and visual methods such as photographs, mind maps and tours. The second stage then consists of subsequent interpretation of the results in dialogue, while the researcher is seen as a participant and the children acting as a co-researcher. Each element of this process is vital according to Seidel (2001:333) where each element of the process come hand in hand, adding that one piece cannot be pulled apart.” The approach was heavily influenced by Reggio Emilia’s schools where teachers are seen as active researchers, constantly constructing knowledge about children and learning. Moreover, Moss and Clark’s (2011) argue that the multi-method of child-friendly approaches that when merged with the evaluation procedure, generates rich and reliable data. 
Given the complexities when young children are involved in research, it is essential that the methods are appropriate for the multi-faceted nature of a busy classroom environment. Despite observations being the most common practice and considered by Adler and Adler (1994: 389) as the “fundamental base of all research methods, it is important to note the difficulties of observing and recording simultaneously. Furthermore, Gillies (2003) suggests that observers can find it difficult detaching themselves from their own set of cultural norms and personal views, thus potentially jeopardising the validity of results. For this reason, it was important to be objective and show absence of any emotional bias during my research in order to become a skilled observer (Palaiologu, 2008). Despite acknowledging that the presence of an observer can be disruptive (Burton, 2009), Grigg (2010) and Erlandson et al (1993) believe the best observers take mental notes throughout the process, utilising all of their senses to capture an authentic picture. 
Interviews on the other hand can be long and boring for children, particularly if they cannot see the value or have difficulties in expressing themselves (Grigg, 2014). The mosaic approach however gives opportunities that allow children to express their views without restrictions, ensuring a rich and detailed qualitative data. While Stige et al (2009) supports the use of qualitative data in research, due to its ability in providing a greater quality of information, Cohen et al (2011) claim significant details can be overlooked. Transcripts and observational notes were used during child conferencing to help assure accurate information is collected.
The Children’s Act (2004) claim that a positive result from research can only be achieved when parents, practitioners and leadership teams communicate with children taking their opinion into account. Listening to children is much more than merely hearing their voices, but actually taking the child’s point into consideration that helps them reach their full potential. Lancaster (2006) adds that it allows parents and professionals to make informed decisions that has a much greater chance of succeeding for longer, if the child feels that their voice has been heard. Demonstrating these principles helps to provide accurate feedback to professionals that should reflect in the adult’s decision making (Kinney, 2010), as well as helping to enhance pupil’s self-esteem in the future (Kelly and Gilligan, 2002). It is important to note that children communicate best in a range of different ways such as drawing, painting and through play (Roberts-Holmes, 2005), reinforcing the need for a multi-dimensional approach. Children will therefore be invited to take photographs that represent their experiences and learning preferences, providing the chance to demonstrate their views. Throughout the research process, a research diary and observational notes will be kept to keep a timeline of events and record noteworthy points that provides raw data to reflect. 
That being said, this is a small-scale study that was limited due to the short timescale. Previous mosaics have allowed pupils to revisit the conferencing over a period of time and determine whether their perceptions have altered (Clark and Moss, 2011). However, in agreement with Clark and Moss, I would advocate a mosaic approach and participatory principles in order to gather evidence around any child, particularly through the triangulation of methodologies that it offered (Robson, 2002).
Ethical Considerations
Throughout this study, the ethical considerations were valued following the British Educational Research Association (2011) guidelines. The well-being of participants was paramount at all times, where it was made clear that they had the right to withdraw at any point, following the United Nations (1989) ‘Rights of the Child’ statement. As Vetenskapsrådet (2009) points out, it is vital to give extra care when children are involved, especially as gaining consent is more problematic. Coinciding with the principles put forward by Bryman & Bell (2007), the results were accurate and not exaggerated, while the confidentiality of participants and the school involved remains anonymous compliant with the Data Protection Act (1998).
Analysis of Learner
Maths
Children learn most effectively not only when they are engaged and attentive but can clearly see that the content being taught is beneficial for their lives. This is particularly the case for the target pupil, where enjoyment levels increase when he is able to connect the content taught, to his everyday life and experiences. According to his class teacher, he typically shows a lack of enthusiasm towards mathematics and often requires encouragement from staff. However, during a lesson that involved adding 2-digit and 3-digit numbers using preferred strategies, his engagement levels were significantly higher than previous lessons. A reason for this may be due to the emphased placed on the advantage of being able to calculate numbers in your head, especially when needing to pay for things. Grigg (2010) supports this notion by defining exceptional teaching, as not merely obtaining substantial knowledge, rather the ability to make learning meaningful to pupils and what approaches are most suited. There has been a long-standing dislike of mathematics among children, that Coles and Copeland (2002) puts down to a lack of effort from teachers to show how it can benefit young people’s everyday lives. Another example of this was during a maths lessons which required pupils to calculate the amount of change that will be given from a given amount. The target pupil again showed much higher engagement levels throughout the lesson and performed at a better outcome than expected. This coincides with the argument made by Haylock and Cockburn (1997) that positive attitudes towards mathematics will only develop if motivation levels are high, which ultimately stems from seeing their work link to experiences in and out of school. During the lesson, real life examples were provided such as ‘if I went to a shop and bought a drink for 43p and gave the shopkeeper £1, how much change would I receive?’ This made the content more relevant, allowing the target pupil to make these kind of connections, rather than simply being given a worksheet with £1 – 45p. Pupils also had access to coins as a stimulus that empowered the target pupil to manipulate his own understanding independently, without the need for constant teacher support. As previously mentioned, this was a contrast in behaviour from the target pupil, as he often found concentrating for long periods of time difficult, needing regular support and encouragement. 
That being said, as can be seen in (Appendix 2), the target pupil demonstrated a lack of confidence when using mental arithmetic strategies. The child did not get any questions correct when attempting mental calculations, when in contrast had all answers correct using written methods. Despite using fingers as a visual aid, it is clear that the target pupil lacks the expected knowledge of number facts and number bonds for his age, consequently at risk of restricting their overall learning at school as well as in later life (DfES, 2010; Bean, 2011).
Literacy
The target pupil has shown little progress in his reading and writing this year according to his class teacher and is currently working at outcome 2. After a recent lesson requiring pupils to write a recount on a school trip (see Appendix 3), the target pupil demonstrated difficulties in articulating his thoughts on paper. This was evident from the oral discussions with the pupil, where no prompting was needed for a detailed recount on the class trip. Despite the ability to use simple sentences, his writing lacked basic punctuation and spelling. This coincides with research conducted by Social Justice (2013) that by the end of Reception, 19% of children cannot link sounds to letters, while the Bercow Report (2008) estimated 7% of five-year olds enter school with significant difficulties with speech and language. 
It has also been identified that the target pupil shows very little interest to read and despite a competitive personality, does not show motivation to enhance through the different stages. This is a clear indicator of a lack of self-esteem and a cause for concern given that without the desire to read for pleasure, children are seriously disadvantaged in all aspects of the curriculum (Grigg, 2014). Good readers according to Vaezi (2001) employ a range of strategies such as making predictions what might happen in the text, re-reading over parts that did not make sense first time round and the ability to paraphrase. Research has shown that the frequency of reading is directly linked to literacy levels according to (DBIS, 2012), with those who read the most in their everyday lives achieving the highest scores and those who never read achieving the lowest. 
The target child however showed improvement in independence throughout the lesson, a clear benefit from receiving immediate feedback related to the success criteria. Having access to this through use of a tick sheet, helped the pupil understand what was needed to improve his work, but empowered him to take ownership of his own learning and thus increasing motivation levels. This is reinforced by the fact the target pupil photographed the learning objectives (see Appendix 4) during the learning walk, stating that he likes to know what he will be doing that day and what the lesson will be about. This supports the argument made by Black & William (1998:10) that only when the lesson objectives are shared with students, can they have a clear picture of what is expected from the task and as a result, become more committed and effective as learners. In addition to this, it can be seen the target child was able to successfully identify the areas for improvement in a self-assessment task in relation to the success criteria and expressed his desire to complete all of the areas next time.  
Collaboration
A photograph of his table taken during the learning walk, prompted a discussion on group-work. The pupil shared his enjoyment of working with a partner during the interview (see Appendix 5) and went on to discuss a recent math activity that he enjoyed requiring all pupils on his table to overcome a problem. He also shared that he prefers to ask a partner for help on a piece of work, rather than waiting for the teacher to respond as that is when he gets ‘bored’. This suggests that the target pupil responds well to collaboration and classroom talk, mirroring the notion of ‘social constructivism’ put forward by Les Vygotsky (1978). Vygotsky sees cognitive growth among children as a ‘collaborative process,’ whereby they learn the tools needed for development through social interactions (Papalin, 2011: 34). Vygotsky also identifies two development levels: performance level, which represents the level a child has already achieved and potential development. The gap between the two according to Grigg (2010) illustrates what a child can do alone and potentially do with help of someone else. It is at this level where true learning takes place according to Vygotsky (1978). 
Next Steps
Mathematics
In order for the target pupil to improve his mental arithmetic strategies and knowledge of number facts, it would be beneficial to set aside ten minutes each day to do whole-class mental activities. Dowker (2004) defines arithmetic fact knowledge as the ability to memorise number facts such as time tables and number bonds and recall them when needed. This will not only aid the target pupil’s self-esteem and competency but have a positive impact on the whole-class. Short and frequent sessions as suggested is advocated by Thomas and Brunsting (2010) as it has proven to significantly develop mental calculations among children, while Webber and Haigh (1997) argues it would help improve all aspects within numeracy. In addition to this, providing strong visual/spatial images of number facts alongside a written representation would greatly benefit confidence levels (Koshy and Murray, 2002). An example of this could be using colour rods with its numerical value written on each rod. The teacher is then able to use the tods alongside the sum to illustrate basic number bonds to 10 or 20, in which according to Koshy and Murray (2002) allows the pupil to count each rod as a composite unit rather than a collection of units. Having said this, I acknowledge that the ‘traditional view’ of mathematics may place excessive emphasis on mental arithmetic ability. Geary (2004) for instance claims that too often we value a child’s proficiency in maths by their ability to memorise and recall consistently basic number facts, where in fact learning this in isolation can lead to superficial understanding. An alternative approach of ‘number sense view’ has therefore been put forward by Cowan et al (2011) which encourages children to work out an answer as well as recalling them from their long-term memory. This approach is thought to place a greater focus on children’s knowledge of both arithmetic and principles.  
Involving parents in the process and providing opportunities for the pupil to become more familiar with classroom resources would further support his learning. However, despite the positive influence that a secure home environment can have on a child’s maths development, not all parents feel that they have the skill or confidence to support their child. Muir (2012) for example highlights the fact that many changes have been made in the way maths is taught today, compared with how their parents may have been taught. Yet in the same way, acknowledges that when good home-school collaboration is established, attainment can be greatly enhanced. It is crucial to provide children with fun early experiences of mathematics in order to develop positive attitudes toward the subject that follow them into adulthood. Brown et al (2008) underlines this by concluding from a study involving over 1500 children, mathematics was a key predictor in future job prospects and field choices. Similarly, DfEE (2013:3) suggest mathematics is “essential to everyday life…and essential for literacy and most forms of employment.” In terms of the target child, keeping his concentration levels high for the duration of a lesson can be problematic. The need for a range of stimulating resources that helps construct a better understanding is paramount. In support of this, the Rose Report (2006:16) identified that the best teaching “was at a brisk pace, fired children’s interest, often by engaging them in multisensory activities.” By using pedagogical knowledge to exploit the advantage of providing hands-on resources in the classroom helps meets the need of all learners. 
Teaching must utilise what children already know and build on their natural desire to explore. Michael (1997) found that a bigger emphasis should be given in providing engaging activities where children can pursue their natural curiosity and creativity. This supports the research conducted by Jeffery and Linda (2003) who after undertaking a survey among mathematics students, concluded a dissatisfaction over learner-centred instruction. Likewise, Haylock (2014:28) describes a successful learner in mathematics involves “constructing understanding through exploration, problem solving, discussion and practical experience.” 
Literacy
According to Holt (1989), the majority of children should learn to read in about 30 hours without formal instruction, providing they are in a trusting, comfortable and stimulating environment. Unfortunately, too many children do not develop good reading habits, with specialist support and interventions are needed as a consequence. It has been known however that a literacy rich environment both at home and in school, makes a substantial difference to children’s attitudes towards reading. The target pupil would benefit from a wide range of materials that will facilitate language and literacy opportunities and thought-provoking displays (Snow et al, 1999). Help posters and modelled high frequency words that the child can have easy access as well as a variety of resources such as maps, images, artefacts and games will help mould a more autonomous learner, less needing of constant support. As literacy environments can be individualised to meet the need of learners needs, it allows teachers to create both independent and directed tasks to enhance vocabulary and linguistic development. A classroom that encourages constant interaction with literacy materials and games not only allow children to practise skills they are learning (Gunn et al, 1995), but also promotes independent and responsible pupils who are more aware of their own learning needs. A popular literacy game to increase interest and exploit the competitive nature of the target pupil, may involve describing an object or person to a partner encouraging a range of descriptive vocabulary. This could also be used across the curriculum such as maths whereby the pupil can guess a shape or a specific number with a limited amount of questions to ask. 
Teachers use a variety of methods to communicate with learners; through questioning, labelling objects, experiences with new vocabulary and offering places for students to practise new skills (Whitehurst, 2003). Teaching grammar or spelling as a lone quantity is complex with some arguing that it does not benefit the child. Rosen (2012) for instance suggests that there is no evidence to support that tests in grammar and spelling improve the quality of writing among children but reading for pleasure does. Likewise, Kelley (2008) argues formal teaching of grammar wastes hours of children’s lives and damages their writing. Instead, Clark et al (2009) proposes an emphasis on technology-based reading materials to enhance motivation to read particularly among boys. 
It can also be suggested that the link between poverty and attainment (Egan, 2013) may relate to the target child’s underachievement. This may be due to not having access to suitable resources that help advance learning outside of school. DCSF (2009) state that there is compelling evidence to show that poverty has a negative impact on educational achievement while Hirsch (2008) highlights the multiple effects of deprivation on individuals, families and society. It is therefore important for me to provide appropriate resources and reading materials. Involving parents in the process would not only aid learning, but confidence and self-esteem levels will improve, positively contributing to an increase in attainment. A range of reading books to fit all pupils likes and interests will also help improve motivation levels, that in turn underpins pupils desire to achieve greater outomes (Medwell et al, 2012). Having said this, it is acknowledged that some parents may find it difficult to support their child’s learning, with studies by Law et al (2013) estimating that one in over five parents do not possess the skills to read confidently to their children. Moreover, American research conducted by Hart et al (2002) investigated the number of words spoken to children from different social classes. Studying 42 pre-school children from professional, working class and poorest families, they found by the age of 3, children brought up by professional parents heard nearly 50 million words, compared to 30 million words in working class families and only 12 million with the poorest. The evidence is clear that if parents are engaged in their child’s education, their attainment can increase up to 15% regardless of family background (Centre for Justice, 2013). Finally, it is essential to not simply accept the long-lasting gender differences when it comes to literacy achievement. Evidence (that is not just confined to the UK) shows that girls outperform boys in areas such as spelling, reading and writing by the end school (Maynard, 2002). Future planning will coincide with Campbell’ (2002) suggestions to help close the gap such as a greater emphasis on collaboration and more integrated use of ICT. 
Collaboration 
The manner in which the target child enjoys learning is heavily linked to Vygotsky’s (1978) theory of ‘social constructivism’, where knowledge is developed through social interaction between peers. During the child conferencing, the target pupil expressed his enjoyment working in group situations as a means to understand the work better (see appendix 4). Adopting more opportunities for group-work activities and talk time will help consolidate his learning, supporting the belief of Smidt (2013: 42) who highlights the impact collaboration has on constructing a deeper understanding. He states “communication and shared solving of problems may bridge the gap between what is already known and what is to be learned.” Considering flexible seating arrangements will also allow a combination of dialogue between mixed-ability pupils. The talk between a more skilled and knowledgeable child not only helps children create sentences or stories, but directly impacts thinking and learning (Urquhart, 2000). Despite arguments made that the more capable partner would not gain from the interaction as their thinking may not be ‘stretched’, research on the contrary shows that paired in fact work raises the level of attainment for both children (Howe and Mercer 2007).
Self/peer-assessment
Acknowledging the pupil’s enjoyment working with a partner combined with the ability to recognise areas for improvement, it would be beneficial to undertake a range of assessment types. Estyn (2011) and Cousins (2004) advocate the use of self-assessment and peer-assessment techniques, as it has a significant impact on pupil motivation, self-esteem and attainment as well as empowering them to take ownership of their own learning. This is also supported by studies conducted by Black and William (1998) and Assessment Reform Group (1999) who found extensive learning gains by those pupils who are been actively involved in self and peer assessment. I will look to provide immediate feedback and involve the target pupil in the discussions in the target-setting process, but acknowledge that if performed too often, it may develop negative attitudes and cause it to be valued as a ‘chore’ rather than an extension to learning. Moreover, self and peer assessment are not innate skills. Children need time to be taught what is expected to get the most out of evaluative methods. An example of a strategy that would benefit the target child is ‘Two Stars and a Wish’ which involves students to make judgements on a partner’s work and provide immediate feedback. 
A discussion with the target pupil brought the topic of feedback to the forefront. When asked if he reads the comments left in his book, he replied no coinciding with the argument made by Grigg (2010:386) that too often teacher leave ticks and comments of ‘good effort’, that although express approval, does not allow children to “bridge the gap” in their learning. John Hattie identified ‘effect sizes’ as the best way to establish what the most effective strategies employed in the classroom. Following research involving over 300,000 pupils, the ‘table of effect sizes’ was created (see figure 1.0) which compares a wide range of practices. 
	Strategy
	Effect Size

	Feedback
	1.13

	Student’s cognitive ability
	1.04

	Formative Evaluation
	0.70

	Self-Evaluation
	0.62

	Reduced class size
	0.21





Figure 1.0: Edited from Petty (2009)

According to Hattie, an effect-size of 1.0 is typically linked to improving a child’s rate of achievement by 50%. This reinforces the advantage of developing assessment capable learners with self-evaluation scoring an effect size of 0.62. Hattie acknowledges however, the role meaningful dialogue between teacher and students plays in this process, as well as providing clear and motivating feedback and giving opportunities for pupils to discuss what they have learned. This research subsequently supports Falchikov’s (1994) belief that self and peer-assessment play a central role in children’s learning experience, particularly when combined with effective feedback.
Conclusion
There is no denying that classrooms are one of the most complex and multi-faceted environments. But having a clear understanding of your pupil’s individual needs is vital in ensuring that they get the education they deserve (UNESCO, 2001). This study has allowed me to gain an insight of my target pupil and helped consider the next best steps in order for him to progress academically and more importantly as an individual. Identifying learners next steps gives them the best chance of reaching their targets and fulfilling their full potential throughout their time at school (DfES, 2006). I acknowledge that best teachers use evidence-based research to evaluate their own practices and is a crucial component in creating a self-improving school (ETW, 2016). To conclude, this process has given me a greater understanding of what needs to be considered when determining the most effective methods to enhance pupil’s learning. I feel the skills learnt during this process will help develop me as a practitioner and provide a holistic and nurturing education to young people.  
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Appendix 5
Target Child Interview Transcript:
				
Interviewer: What’s the most important thing to you in the school?
Target child: Learning different things
Interviewer: Great answer! What would you say is your favourite part of the school (the different rooms, areas, outside, hall etc) 
Target child: I think the classroom because that is where I learn the most 
Interviewer: What makes the classrooms so important to you?
Target child: Because it’s where you learn and help your friends if they get stuck. And I like all of our work on the walls and all the things we have done.
Interviewer: What has been your favourite lessons recently and why?
Target child: I like working doing maths with money because it helps me count. And I like it when Mr James gives each table a challenge. It’s fun to do work as a team.
Interviewer: So, you rather work as a team than by yourself? Why? 
Target child: I like working as a group because if you need help you can ask a friend rather than waiting for a teacher. 
Interviewer: What made you photograph the Lesson Objectives on your table?
Target child: I like seeing what lessons I will be doing that day. I get excited if it is something fun. 
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