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educational achievement, meanwhile, have focussed on the social field and it is to these 

theories that attention now turns.   

 
 

2.5    Sociological theories  

A brief overview of key sociological theory is documented in this section to assess whether 

sociological theoretical frameworks can adequately move the field of motivation and under-

achievement research forward. The work of three founding fathers of sociology: Karl Marx 

(section 2.5.1), Max Weber (section 2.5.2), and Emile Durkheim (section 2.5.3) are 

considered before a critique of macro theories is presented (section 2.5.4) The writings of 

more recent sociological theorists: Samuel Bowles & Herbert Gintis (section 2.5.5), Bourdieu 

(section 2.5.6) and Basil Bernstein (section 2.5.7) are also briefly explored.  

 
 

2.5.1   Marx 

This thesis could potentially draw on the pioneering theory of Marx (1933, 1990) as there is 

historical evidence in Coalshire of the ruling class disseminating their capitalist beliefs and 

oppressive power on the proletariat in this locale. The monopolisation of materials and the 

product of collective labour (i.e. in the production of coal and steel) have been appropriated 

by a handful of capitalists, while the miners and steelworkers in this region do not benefit 

from the product of their labour. The socio-economic status of Coalshire has also been 

influenced by the forcible reduction of wages beneath the value of labour power (orchestrated 

by the Bourgeoisie to cheapen commodities) and the increasing number of factory closures 

(e.g. 300 steelworkers were made redundant in the year preceding data collection), resulting 

in an industrial climate of crisis and stagnation (Marx, 1976). Moreover, labour in Coalshire 

has been made increasingly superfluous as the capital state has striven to increase the 

production of forces (Marx & Engels, 1987). Marxists posit that education is stratified to 

reflect class differences and call for a power shift to rebalance society. Marx undoubtedly 

produced a radical theoretical critique of the existing circumstances of modern society, which 

could be useful in explaining and challenging the educational, social and economic 

inequalities evident in Coalshire (as documented in Chapter 4). However, this theoretical 

framework can be critiqued for depicting an overly instrumental understanding of production 

and its relation to culture (Turner, 2006) and for conveying the individual as overly 

dependent upon society (Dodd, 1999). Marxist theory was, therefore, not employed as a 
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Ridgeway, 2007). The combination of embedded everyday and scientific knowledge will lead 

toward disembedded academic thought and new ideas (Daniels, 2012; Vygotsky, 1978).  

 

2.6.15   Criticisms of socio-cultural theory 

Daniels (2005) critiques the CoP approach for its elusive theorisation of social and cultural 

engagement. This approach, like other post-Vygotskian work, does not fully account for how 

discourse itself is constituted and recontextualised (Bernstein, 2000; Daniels, 2005). 

Moreover, relational power is often overlooked and theorised as a process rather than a 

structure. As Wenger (1998) denotes, a theory of community is almost a pre-requisite of 

power theories. Finally, Lave and Wenger (1991) are accused of being too dismissive of the 

role of formal teaching in learning processes (Lisewski, 2005).  

 
 

2.7    Summary 

Previous individual and cognitive motivational theories have critically failed to recognise the 

significance of the social context. Whilst sociological theories can explain the importance of 

the social context, they cannot account for cognitive processes. A socio-cultural approach, 

meanwhile, encompasses the social and cultural norms and values attached by learners to the 

learning process and their willingness to actively and voluntarily participate in the learning 

process. Learning occurs via language yet also via a multiplicity of other message systems, 

including the rituals and routines of the school, as Bernstein (1996) highlighted. However, it 

is important to identify how the cultural context, including aspects such as wall displays or 

seating arrangements influence cognition; for example, in understanding whether routines 

and rituals influence the sense of belonging felt by children in their classroom environments. 

This may explain why some pupils are motivated to engage in learning processes and others 

are not. For children to learn the cultural line of development and the individual line of 

development have to cross over; learning is about getting access to culture that is achieved 

via teachers. In this study, it is how the class teachers teach the child that is important. The 

focus of this study will remain on the academic culture, as it is instantiated in specific 

classroom practices, settings and how teachers talk to children.  

 

This thesis holds that the classroom context itself is not a separate entity to the outside world, 

thus the influence of the outside world should be recognised when researching the cognitive 

development sequences occurring within the classroom setting. Without a theoretical 
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Figure 3.1: Multilayered Design of Research Instruments 
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Table 3.3: Sub-sample of focus children in each Year 6 class 
Year 6 North 

Higherbank 
Highbury 

Park 
Lowerbridge Fallowfield TOTAL 

Boys Girls Boys Girls Boys Girls Boys Girls Boys Girls 
Central 2 2 0 4 2 2 2 2 6 10 
Peripheral 2 2 2 2 2 2 3 1 9 7 
Total 4 4 2 6 4 4 5 3 15 17 
 

Table 3.4: Sub-sample of focus children in each Year 2 class 
Year 2 North 

Higherbank 
Highbury 

Park 
Lowerbridge Fallowfield TOTAL 

Boys Girls Boys Girls Boys Girls Boys Girls Boys Girls 
Central 3 1 0 4 0 4 2 2 5 11 
Peripheral 3 1 4 0 2 2 2 2 11 5 
Total 6 2 4 4 2 6 4 4 16 16 
 
 

3.5.7 Overview of the sample design 

Figure 3.2 illustrates the sampling details within the four planes of analysis: locale, institution, 

classroom and individuals. 

 

Figure 3.2: Overview of the design of the study 
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behaviour were noted.  Reflections on reconstructions of conversations and descriptions of 

events, behaviour and activities were also written up as soon as was feasibly possible.  Whilst 

fieldnotes are critiqued for being idiosyncratic, subjective, biased and lacking in precise 

quantifiable measures (Cohen et al., 2000) they are, nonetheless, a powerful tool in gaining 

insight into the specificities of classroom culture and practice.   

 
 
Table 3.7: Summary of instruments used to investigate the classrooms 
Classroom Observations  
 

Observe specificities of classroom practices 

Class Records 
 

Obtain age/attendance details of each class 

Research SATs tests  
(Appendices B-E) 

Identify how teachers mediate testing situations 

Teacher Ratings  
(Appendix F) 

For the teacher to identify 4 central and 4 peripheral 
children in each class 

Teacher Interviews  
(Appendix G) 

Probe teachers views on variety of issues 

Fieldnotes To gain insight into the specificities of classroom 
practice 

 

 

3.6.4   Investigating plane four - individuals 

A variety of tools were specifically devised to investigate motivation within a socio-cultural 

framework at the individual plane of analysis, including: English and mathematics research 

SATs tests (section 3.6.4.1), English and mathematics post-SATs questionnaires (section 

3.6.4.2), interviews with the 64 focus children (32 central and 32 peripheral pupils) (section 

3.6.4.3), picture task (section 3.6.4.4) and sorting activity (section 3.6.4.5). 

 
 

3.6.4.1 Research SATs 
Official and traditional test papers were used as a starting point to uncover differential 

achievement. Key Stage 1 and Key Stage 2 Standardised Assessment Tasks (SATs) were 

considered to be the best measures to use as these official (QCA and DfEE, 2001) standardised 

compulsory tests are used by every Local Authority maintained school in England and Wales. 

The selected tests had previously been used by schools in England but not in Wales; it was 

important that the children in this study had not encountered these tests previously. The 

constraints of the study (mainly time) determined that only one strand of the English test could 

be utilised in this investigation. Thus, the reading comprehension test was deemed to be the 
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3.8    Procedure 

While this chapter has utilised the four planes of analysis to report sampling and methods of 

investigation, this framework is not required to report the procedure, which is instead 

presented in chronological order. Firstly, the underachieving locale (i.e. Coalshire) was 

identified. Its underachieving status was confirmed via additional analysis of documentary 

evidence.  The two higher achieving (HA), two mid-achieving (MA) and two lower achieving 

(LA) schools were then identified with the help of a knowledgeable insider, i.e. the 

educational advisor for Coalshire (explained in section 3.5.2). Schools were contacted via 

letter and access was negotiated. Schools were reassured that the study had been approved by 

Cardiff University, that ethical issues had been fully considered and that the researcher was in 

receipt of a clear CRB (now DBS) check.  

 

Meetings with head teachers then took place. Four of the schools agreed to participate (the two 

HA and two LA schools), one MA school agreed to host the researcher for the pilot study and 

one MA school declined to participate due to a forthcoming Estyn school inspection. All 

schools were given consent letters to send to parents but all Head Teachers declined to forward 

them on, stating that parents are happy for the school to act in loco parentis and decide on 

their behalf if children participate in educational research. Estyn school inspection reports, 

policies, class registers etc. were attained from each of the four schools during the initial visit 

to identify the final sample size and to help the researcher gain greater insight into the features 

of each school. The instruments were devised and approved by two academic supervisors.  

 

The pilot study took place in the mid-achieving school, which was positioned within the 

vicinity of the two HA, and LA schools. As indicated in section 3.7, children in this school 

were required to undertake the research SATs tests and feedback on their experiences. 

Research instruments were modified in light of feedback from class teachers and pupils in the 

mid-achieving pilot school. Copies of all instruments were then made for each child across the 

four schools (N=213). Upon completion of the pilot study, the main study commenced, as 

outlined next. 

This section provides a procedural overview of the investigation as more detailed procedural 

accounts are provided for each instrument in Chapters 5-9; this was deemed necessary when 

exploring multiple instruments within each socio-cultural plane of analysis. One week was 

spent in each of the eight classrooms undertaking naturalistic observations in order to learn 
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that any mistakes should be crossed out and were encouraged to move onto the next question 

if they could not answer a particular question and go back to the difficult ones later on.  The 

teacher highlighted that the children may not be able to complete all of the questions, and 

encouraged them to try as many as they could.  The children were able to take as long as they 

need to finish all of the questions they could, and check their answers when they had finished.  

In accordance with the test instructions, class teachers instructed children that they had 45 

minutes to complete the test, and if they could not do one of the questions, they should go on 

to the next one and come back to it later if they have time. The children were explicitly told 

to go back and check their work if they finished before the end of the time allowance.  They 

were encouraged to write any workings out in the answer booklet as they may get a mark for 

it.  Children then completed the mathematics post-SATs questionnaire. Upon completion of 

all Year 6 English and mathematics tests, the process was repeated for children in Year 2. 

Year 2 were told that they may receive help with reading the written section of the test but no 

assistance would be given in explaining mathematical concepts or helping them work out the 

answer.  Each child was given a test booklet and the teacher ensured that they all had the 

resources they needed to complete the test.  The children were given a brief introduction to 

the test and were informed that the practise questions would be read aloud to them and that 

the first question was an unassessed practice question, thus unlimited time was spent ensuring 

that the children understood this question.  Each of the practise questions was read twice, 

with a short gap left in-between.  The children were instructed to put up their hand if they 

needed to have the question read aloud.  There was no time limit on the test, so the length of 

the test depended entirely on the speed of the class.  The teacher emphasised that the children 

had to work out the answers on their own, without calling out and clarified that any mistakes 

had to be erased or crossed out. The KS1 post-SATs questionnaire was completed after each 

of the SATs tests. 

 

Upon completion of the research SATs tests and post-SATs questionnaires, children were 

required to complete the picture task (refer to section 3.6.4.4) by identifying the two pictures 

across eight sets of three images that they considered to be most alike. Children ticked their 

two choices for each of the eight questions and wrote their justification for each choice. 

Children were then asked to complete the sorting activity (described in section 3.6.4.5). 

Children were given a set of 25 picture cards (comprising inside and outside school English 

and mathematics activities) and were asked to sort them into groups, however they wanted to.  
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Table 4.2: Percentage of KS1 & KS2 Pupils Achieving Expected Maths Target Level 
Year KS1 

Wales 
(TA) 

KS1 
Coalshire 
(TA) 

Difference KS2 
Wales 
(TT) 

KS2 
Coalshire 
(TT) 

Difference 

2000   88*   84* -4 69 58 -11 
2001   89*   85* -4 74 66 -8 
2002 88 83 -5 73 66 -7 
2003 87 79 -8 75 65 -10 
2004 87 79 -8 78 69 -9 
2005 87 79 -8  79* 73* -6 
*SATs tests (TT) assessments were used in 2000 for KS1 before teacher assessments (TA) 
became mandatory 
**Teacher assessments (TA) replaced KS2 SATs assessments in 2005. 
 
 

The KS2 Welsh average maths results for 2003 meet government set targets of 75%; 

Coalshire falls below this target with a 10% difference. The gap between KS1 pupils in 

Coalshire and the Welsh average steadily increases each year. 

 
 

Table 4.3: Percentage of KS1 & KS2 Pupils Achieving Expected Science Target Level 
Year KS1 

Wales 
(TA) 

KS1 
Coalshire 
(TA) 

Difference KS2 
Wales 
(TT) 

KS2 
Coalshire 
(TT) 

Difference 

2000 87 86 -1 81 71 -10 
2001 88 85 -3 82 74 -8 
2002 88 84 -4 86 82 -4 
2003 88 84 -4 88 81 -7 
2004 89 82 -7 89 86 -3 
2005 89 84 -5   86*   81* -5 
*SATs tests (TT) assessments were used in 2000 for KS1 before teacher assessments (TA) 
became mandatory 
**Teacher assessments (TA) replaced KS2 SATs assessments in 2005. 
 
 

The expected target for KS2 science for 2003 was 83%. On average, pupils across Wales 

exceeded this objective.  However, pupils in Coalshire narrowly missed it with 81% of pupils 

gaining a Level 4 or above in the science SATs.  The difference between the Wales average 

and KS1 pupils in Coalshire appears to steadily increase from 2000 onwards. 

 

These tables highlight the incongruent results for this locale when compared with national 

averages; pupils in Coalshire consistently fall below the national average in English, 

mathematics and science over a 6-year period in both KS1 and KS2. Whilst it initially 



120 

 

appears that primary schools in Coalshire are improving each year, these patterns exist across 

all-Wales attainment figures; the achievement gap between this locale and the rest of Wales 

remains. 

 

The following table documents the proportion of pupils achieving the expected level or above 

in English, mathematics and science; the benchmark figure known as CSI (Core Subject 

Indicator) over an extended period; from 2000 to 2011.  Table 4.4 confirms that pupils in 

both Key Stages in Coalshire consistently fall below Welsh average CSI figures year after 

year.  Note how the KS2 gap is first reduced in 2005; the year that teacher assessments (TA) 

replaced standard assessment tests (SATs). 

 
 

Table 4.4: Percentage of KS1 & KS2 Pupils Achieving Expected CSI Target Level 
Year KS1 

Wales 
(TA) 

KS1 
Coalshire 
(TA) 

Difference KS2 
Wales 
(TT) 

KS2 
Coalshire 
(TT) 

Difference 

2000 80 75 -5 63 50 -13 
2001 81 77 -4 68 58 -10 
2002 80 75 -5 68 60 -8 
2003 79 69 -10 70 59 -11 
2004 80 71 -9 72 62 -10 
2005 81 72 -9 74 68 -6 
2006 81 70 -11 58 47 -11 
2007 80 71 -9 74 70 -4 
2008 81 73 -8 76 69 -7 
2009 81 75 -6 77 70 -7 
2010 82 75 -7 78 69 -9 
2011 
2012* 
2013* 

83 
80 
83 

76 
79 
81 

-7 
-2 
-2 

80 
83 
84 

73 
78 
80 

-7 
-5 
-4 

* Following the implementation of a revised Foundation Phase curriculum (formerly KS1) 
for children up to 7 years, the results for 2012 and 2013 include performance data on 
Language, Literacy and Communication (LLC), Mathematical Development (MD), and 
Personal, Social Development, Wellbeing and Cultural Development (PSDWCD).  
 
 

It is evident that government and LEA initiatives to reduce the attainment gap have not been 

particularly effectual prior to 2012; with a demonstrable attainment gap between children in 

Coalshire compared with the Welsh average across both Key Stages. Over this extended 

period, pupils in Coalshire consistently lag behind the Welsh national average. Statistical 

differences between mean Coalshire and national attainment figures in the core subjects (CSI) 

can be found in Table 4.5. Since the implementation of the revised Foundation Phase in 
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North Higherbank is the only school considered by Estyn Inspectors to have a minority of 

pupils with economically disadvantaged status. However, school staff disagree as this school 

draws from the same catchment as Highbury Park, previously identified by Estyn as having a 

majority of economically disadvantaged pupils.    

 
 

4.17 Pupils 

North Higherbank accommodates approximately 300 pupils. All speak English as a first 

language with no recorded Welsh speakers and few pupils from ethnic minority heritage.  

Pupil numbers continue to steadily decline, due to outward migration; there are fewer than 30 

pupils in the single and mixed year group classes. 19% of pupils receive free school meals 

(FSM); 23% of pupils are identified as having special educational needs (SEN), and 13% of 

Year 6 pupils have some degree of SEN.  Highbury Park has approximately 120 pupils on 

roll.  All are English speaking and there are no ethnic minority pupils.  The school has both 

single and mixed year groups.  Class sizes are small; all have fewer than 30 children some 

year groups have only 16 children.  26% of pupils are entitled to FSM; 16% of pupils in the 

school have SEN but 38% of Year 6 pupils have statemented SEN. Lowerbridge has 

approximately 335 pupils in total; 200 in the junior school and 135 in the infant school.  All 

are English speaking, there are no children from ethnic minority groups in the junior school 

and 5% of infant pupils descend from traveller families. Class sizes are small, with fewer 

than 22 per class in the infant school.  48% of pupils are in receipt of FSM (51% in the infant 

school); 50% of pupils in the junior school have SEN whilst 17% in the infant school have 

recorded SEN.  In total, 37% of pupils have recognised SEN and 20% of Year 6 pupil have 

SEN.  Fallowfield caters for approximately 225 pupils. All pupils are English speaking and 

there are no ethnic minority pupils.  All pupils are educated within single year group classes.  

Some classes are very large, exceeding 30 pupils per class; Year 6 has 35 children on the 

register but 36 in the classroom. 40% of pupils at Fallowfield have FSM; 37% have 

identifiable SEN of which 33% are in Year 6. 

 

Table 4.9, overleaf, confirms that Highbury Park is the smallest of the four schools, as 

reflected in the small Year 6 class size.  All schools are English speaking with no ethnic 

minority students.  Mixed age classes are only found in the higher achieving schools.   
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institutions, employees and agencies in the Education Business Partnership (EBP). Teachers 

have undertaken placements in industry to enhance curriculum provision. Pupils have been 

taken to different retail, commercial and industrial working environments to raise their 

awareness of the world of work. The school has successfully prepared pupils to play an active 

role in the life and work of the community (Estyn, 2005). Pupils regularly participate in a 

range of cultural, civic, charitable and environmental projects. They have travelled outside 

the locale on outdoor pursuit centres, school trips to historical, cultural and geographical sites 

of interest, sporting competitions and choral competitions at the Royal Albert Hall. Pupils are 

offered a range of extra-curricular activities, including rugby, football, netball, judo, athletics, 

cycling, country dancing, and music. There is no breakfast club. A number of visitors 

regularly frequent the school, including ex-miners, vicars, heads of business, police, health 

teams, senior school representatives, and local business people, all of whom bring expertise 

and knowledge into the school. 

 

Highbury Park has successfully established very good links with the community and other 

schools. The curriculum is enriched by the wide range of links, partnerships and sponsorship 

arrangements with industrial and commercial organisations including heavy industry, 

electronics firms, transport, professional football clubs and higher education institutions 

(HEIs). Staff have undertaken placements in industry to bring new knowledge into the school 

arena. The school makes effective use of the local community facilities, including the library, 

leisure centre and radio station (Estyn, 2001). Pupils support the community by hosting sports 

activities and the choir gives regular concerts in the community. The school organises regular 

trips beyond the boundaries of the locale and family participation is pro-actively encouraged.  

These include visits to outdoor pursuit centres, the Centre for Alternative Technology (CAT) 

in North Wales; Premiership football matches at Liverpool, Aston Villa, and Arsenal; and to 

International sports fixtures at the Millennium Stadium. Pupils are offered a range of extra-

curricular activities including sporting (netball, football and rugby); musical (band, orchestra, 

and choir); and folk dancing. There is no breakfast club. The school welcomes regular visits 

from senior school staff, clergy, emergency services, health speakers, poets, artists, 

musicians, actors, professional sports men and women, and individuals from outside 

agencies. 

 

Lowerbridge is said to be making progress in establishing partnerships with industry, 

business and commerce in the locality (Estyn, 2003b), with teachers having undertaken 
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curriculum subjects will be addressed in final part of this chapter. Table 4.22 does, however, 

provide a brief summary of key curriculum shortcomings and assessment results identified by 

Estyn inspectors.  Whilst the reliability and validity of such reports have already been 

questioned, these reports do, nonetheless, reflect the comments made by teachers during 

interviews (e.g. refer to Section 4.19). The summary table has been included to illustrate how 

schools are attempting to improve overall school performance by heeding to the shortcomings 

identified during school inspections.   

 

Table 4.22: Summary of Curriculum Shortcomings and Assessment 
 North 

Higherbank 
Highbury Park Lowerbridge Fallowfield 

Curriculum 
 
 
 
 
 

Good with 
outstanding 

features.  
Quality 

teaching, high 
expectations 

with 
outstanding 
support and 

guidance 

Effectively planned 
lessons, 

enthusiastic 
delivery, and 

effective use of 
resources.  Context 
of learning deemed 

as important as 
content.  Active 
involvement of 

pupils 

Underdeveloped 
planning 
inhibits 

standards. 
Suitable SEN 

provision 
 

Satisfactory 
KS2, 

unsatisfactory 
KS1.  

satisfactory 
planning and 
assessment 

overall 

Lessons 
Satisfactory 

100% 100% 90% 
 

75% 
 

English 
Shortcoming 

No literacy 
shortcomings 

but majority of 
pupils do not 
use cursive 
handwriting 

No shortcomings.  
Very good 

standards of 
literacy, listening, 

reading and 
handwriting 

Speaking and 
listening are 

underdeveloped 

Unsatisfactory 
KS1 reading and 

writing and 
involvement 

Maths 
Shortcoming 

No numeracy 
shortcomings 

but pupils need 
to develop ICT 

to support 
maths 

Standard of mental 
maths raised in 

KS1 and speed of 
recall to be 

improved in KS2. 

Underdeveloped 
problem 

solving, oral 
and mental 
maths and 

application of 
knowledge 

Unsatisfactory 
numeracy skills 

in KS1, 
significant 

proportion of 
pupils lack 
confidence 

Assessment Highly 
constructive 
feedback is 

offered, 
emphasis on 

positive 

Exceeds national 
averages.  Effective 

progress 
monitoring.  Pupils 
given opportunities 
for self-assessment. 

Satisfactory but 
underdeveloped 

Some level 2s in 
Year 6 

Achievement 
CSI* 

71% 100% 64% 
 

41% 

*Noted for specific year of Inspection Report - therefore non-comparable results 
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Table 4.25: Summary of Classroom Structures, Routines and Movement 
 Year North 

Higherbank 
Highbury 
Park 

Lowerbridge Fallowfield 

Seating Y6 Rows 
 

Groups Groups Rows/Groups 

Y2 Groups 
 

Groups Groups Groups 

Grouping Y6 Friendship 
 

Friendship Ability Ability 

Y2 Ability 
 

Ability Ability Ability 

Positioning  Y6 Behaviour 
 

Non-Specific Non-Specific Behaviour 

Y2 Behaviour  
 

Non-Specific Non-Specific Non-Specific 

Environment  Y6 Formal, 
Colourful, 
Organised 

Unique, 
Personalised, 
Comfortable, 

Colourful 

Ordered, 
Tidy, 

Structured 

Uniform, 
Cramped, 

Bland, Quite 
Dark 

Y2 Colourful, 
Organised 
Visually 

Stimulating 

Bright, 
Visually 

Stimulating 

Very 
Colourful & 

Visually 
Stimulating 

Uniform, 
Some 

Brighter 
Displays 

Resources Y6 Personal & 
Communal 

Personal &  
Communal 

Mainly 
Communal 

Mainly 
Communal 

Y2 Mainly 
Communal 

Mainly 
Communal 

Mainly 
Communal 

Mainly 
Communal 

Movement Y6 Freedom Freedom Restricted Restricted: 
Pupils and 
Teacher 

Y2 Free in Class, 
Restricted 

School 

Free in Class, 
Restricted 

School 

Relaxed in 
Class 

Restricted 
School 

Restricted in 
Class and 

School 

Atmosphere Y6 Belonging, 
Responsibility

& Security 

Inclusivity, 
Belonging, 

Fun 

Fairly 
Formal, & 
Structured 

Claustro-
phobic 

Y2 Respectful Positive, 
Community 

Positive, 
Happy & 

Welcoming 

Quite Happy 

 

There is no common management of space and movement across the eight classrooms.  As 

expected, pupils in Year 6 are afforded greater freedom of movement around the classroom 

than children in Year 2 who are universally seated in ability groups. All children in Year 2 

utilise communal school resources rather than being permitted to bring personal possessions 

in to school. The management of Year 6 pupils differs between the higher and lower 
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Figure 5.1: Percentage of Year 6 Pupils Achieving each Level in English Research SATs 
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Figure 5.2: Percentage of Year 6 Pupils Achieving each Level in Mathematics SATs 
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The results for Year 2 are presented next; the English and maths levels achieved by pupils are 

presented in Table 5.5, with separate histograms for each subject in Figures 5.3 and 5.4. 

 
 

Table 5.5: English and Mathematics Research SATs for Year 2 
Year 2 North 

Higherbank 
Highbury Park Lowerbridge Fallowfield 

Level English 
(n=27) 

Maths 
(n=27) 

English 
(n=25) 

Maths 
(n=26) 

English 
(n=25) 

Maths 
(n=25) 

English 
(n=19) 

Maths 
(n=19) 

 
 3 N/A 19 N/A 0 N/A 4 N/A 0 

 2A 41 33 28 39 28 44 0 5 
 2B 26 26 28 39 32 16 42 37 
2C 15 22 28 14 32 36 32 37 
1 N/A 0 N/A 1 N/A 0 N/A 3 

N* 18 0 4 1 2 0 5 1 
* N: Level Not Achieved 
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Table 5.7:  Summary of Mean Year 2 Research SATs Scores for Each School 
 
 

 

 

 

 

 

 

 

 

 

Analysis of the KS1 research SATs tests reveal no significant differences in the English and 

mathematics scores of pupils in any of the Year 2 classes.  At this stage in their education, 

children in KS1 appear to engage equally well with the different test formats. 

 
 

5.5.2 Rank ordering of school performance 

Although the flaws of using the research SATs data in any meaningful way have already been 

observed, the schools are placed in rank order to identify whether they conform to their 

previously identified higher and lower achieving status. One might expect the two HA 

schools (North Higherbank and Highbury Park) to feature in the top two positions in both 

subjects across both year groups.  This is not found. As Table 5.8 reveals, North Higherbank 

(HA) and Lowerbridge (LA) share the top two positions.   
 

 

Table 5.8: Year 6 Rank Order of School Performance for Research SATs 
 English  Maths 

1 North Higherbank  Lowerbridge 

2 Lowerbridge North Higherbank 

3 Fallowfield Fallowfield 

4 Highbury Park Highbury Park 
 

Children in Year 6 at Highbury Park performed least well in both English and mathematics 

research SATs assessments. The context within which these tests were undertaken cannot be 

ignored (refer back to section 5.3).   

School Research 
SATs 
Test 

Range 
of 

Scores 

Mean Std. t df Sig. 

North 
Higherbank 

(N=27)  

English 2-27 18.33 7.80 -.94 26 .36 
Maths 10-35 19.30 6.68 

Highbury 
Park (N=26) 

English 1-27 17.16 7.95 -.06 24 .95 
Maths 4-24 17.12 5.10 

Lowerbridge 
(N=25) 

 

English 6-27 17.52 7.05 1.26 22 .22 
Maths 9-26 16.40 4.67 

Fallowfield 
(N=19) 

 

English 4-21 13.68 6.54 .82 18 .42 
Maths 4-24 12.47 4.75 
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Table 8.3 reveals that 100% (N=16) of Year 6 central children reached the required Level 419 

in English, despite these tests being completed mid-way through the year. In fact, half of the 

central children reached the highest boundary; Level 5.  The only children who failed to 

secure any level were peripheral children (N=4). None of the peripheral children secured the 

Level 5 and only 25% of peripheral children reached the expected Level 4 benchmark 

standard in English. 

 
Table 8.4: Year 6 Maths Research SATs levels for Central, Peripheral and remaining class 
 Central 

(N=16) 
Peripheral 

(N=16) 
Remaining class 

(N=71) 
Level % N % N % N 
5 6 1 - - - - 
4 38 6 6 1 33 23 
3 56 9 69 11 63 44 
2 - - - - 1 1 
1 - - 25 4 3 2 
N* - - - - - - 
 

Table 8.4 indicates that, overall, fewer children achieved Level 5 results in mathematics than 

in English. While central pupils outperformed both their remaining classmates and their 

peripheral peers, only 44% of central children reached the accepted benchmark Level 4 

although this is substantially better than the mathematics results for peripheral children, 

where 94% failed to reach the expected standard.  It must, however, be reiterated that at the 

time of testing, pupils had not completed the entire mathematics curriculum. The research 

SATs results are presented for central, peripheral and the remaining class of Year 2 children 

in Tables 8.5 and 8.6.  

 

Table 8.5: Year 2 English Research SATs levels for Central, Peripheral and remaining class 
 Central 

(N=16) 
Peripheral 

(N =16) 
Remaining class 

(N =63) 
Level % N % N % N 
3 56 9 13 2 23 14 
2 19 3 13 2 38 24 
1 25 4 37 6 23 14 
N - - 37 6 16 10 
 

Three quarters (75%) of children secured Level 2 or better in English compared with only a 

quarter (26%) of the peripheral pupils (and 61% of remaining classmates achieving Level 2). 
                                                           
19 The accepted benchmark set by the Government is Level 4 or above for KS2 and Level 2+ in KS1 
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mean scores for central and peripheral children specifically. The results for Year 6 children 

are displayed in Table 8.9 while Table 8.10 presents the Year 2 research SATs results. 

 

Table 8.9: Mean Year 6 English and mathematics Research SATs scores for central and 
peripheral children and remaining classmates  
Subject Status Higher Achieving Schools 

(HA) 
Lower Achieving Schools 
(LA) 

 M SD M SD 
English Central 

(N=8) 
30.75 8.65 33.25 6.86 

Peripheral 
(N=8) 

15.13 6.29 13.50 6.26 

Remaining class 
(N=71) 

27.75 8.68 25.91 7.90 

 
Maths Central 

(N=8) 
16.75 8.60 19.75 6.04 

Peripheral 
(N=8) 

11.38 3.38 8.50 5.18 

Remaining class 
(N=71) 

15.17 5.58 14.53 4.99 

 
 
Table 8.10: Mean Year 2 English and mathematics Research SATs scores for central 
and peripheral children and remaining classmates  
Subject Status Higher Achieving Schools 

(HA) 
Lower Achieving Schools 
(LA) 

 M SD M SD 
English Central 

(N=8) 
24.38 3.93 18.12 6.38 

Peripheral 
(N=8) 

9.50 7.78 14.88 6.36 

Remaining class 
(N=71) 

18.14 6.93 15.54 7.53 

 
Maths Central 

(N=8) 
24.50 6.30 16.00 3.16 

Peripheral 
(N=8) 

14.38 3.81 11.75 3.77 

Remaining class 
(N=71) 

17.43 5.43 14.53 5.57 

 
 

The research SATs results for children at the HA and LA schools were analysed using 

multivariate (MANOVA) analysis but no main effects were found for Year 6 children.  

Inspection of the mean scores reveals that central children at the HA schools achieve higher 
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Fig. 8.11: Y2 Identification of English   Fig. 8.12: Y2 Identification of Maths  
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The aggregate English and mathematics scores for central and peripheral children are 

presented in Table 8.1622 

 

Table 8.16: Percentage of Year 6 Central and Peripheral pupils identifying English and 
mathematics academic concepts in each school 
 Year 6 Year 2 TOTAL 
School Central Peripheral Central Peripheral Central Peripheral 
N N=16 N=16 N=16 N=16 N=32 N=32 
 
English 

 
59 

 
48 

 
50 

 
36 

 
55 

 
42 

Maths 44 19 62 23 53 21 
 
 

Although aggregating the scores for children in Year 6 and Year 2 might be considered 

problematic due to the developmental differences that have been previously been outlined, 

the total scores have been included here to demonstrate that across the sample, central 

children are fairly consistent in recognising both English and mathematics academic concepts 

(circa 55% of central pupils, overall), while peripheral pupils, overall, are twice as likely to 

recognise English concepts outside of their immediate classroom arena than mathematics 

concepts.  Table 8.16 further reveals that central children in Year 6 and peripheral pupils in 

Year 2 are more adept at identifying English academic concepts than mathematics concepts. 

However, central children in Year 2, for whatever reason, were most likely to recognise 

mathematics activities in inside and outside school activities. Having presented overall data 

for this picture task instrument, it is not yet clear whether central and peripheral children 

differed in their employment of socio-cognitive resources to identify paired English and 

mathematics concepts and identify them correctly, which is required to confirm that children 

                                                           
22 As noted previously, the ambiguous nature of Q7 and Q8 necessitated their exclusion from subsequent 
analysis. 
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Fig. 8.17:  North Higherbank Year 6 Sort 1 
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Fig. 8.18: Highbury Park Year 6 Sort 1 
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Fig. 8.19: Lowerbridge Year 6 Sort 1 
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Fig. 8.20: Fallowfield Year 6 Sort 1 
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Fig. 8.21: North Higherbank Year 6 Sort 2 
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Fig. 8.22: Highbury Park Year 6 Sort 2 
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