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Introduction

There is no universally agreed definition of the pupils who generally would be

assessed as ‘more able’. Descriptions include genius, gifted, exceptionally able,

very bright, high flyer, very able and more able.  

In Wales, we will use the term ‘more able and talented’ to describe pupils who

require opportunities for enrichment and extension that go beyond those

provided for the general cohort of pupils. More able pupils, given extended

opportunities, will not only discover but also develop their talents. The term

‘more able and talented’ encompasses pupils who are more able across the

curriculum as well as those who show talent in one or more specific areas. 

The identification of more able and talented pupils is linked to context and in

every school there will be a group of pupils who require extended educational

opportunities, regardless of how they compare to more able and talented pupils

in other schools.

It is comparatively easy to identify the extremes in any cohort of pupils, but

defining a cut-off point to separate out a group of more able and talented

pupils from others is problematic and often unhelpful. Labelling pupils as

‘gifted’ or ‘exceptional’ does not take account the vitally influential factors of

personality, growth and maturity. Pupils given such a label may also feel under

pressure to fulfil school and parental expectations. In general terms,

approximately 20 per cent of the school population may be more able, while

the top 2 per cent could be considered exceptionally able.

The Welsh Assembly Government aims to develop Wales as a ‘learning country’

in which all are given opportunities and encouragement to maximise their

potential:

We want all our pupils to have the best start in life, the opportunity to 

reach their full potential, and a clear entitlement to influence the services 

that affect them . .  .

The Learning Country, 2001 

Schools must develop a supportive ethos and meet the needs of all pupils

regardless of emotional, social, linguistic, cultural, physical or intellectual

differences. All pupils must be allowed to discover their potential through a

curriculum of opportunity. All abilities and talents can then be nurtured through

an enriched curriculum and extended learning experiences. Making provision to

meet the needs of more able and talented pupils therefore will benefit all pupils.
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The Annual Report of Her Majesty’s Chief Inspector of Education and Training in

Wales 2000/2001 notes that about half the schools in Wales make provision for

‘gifted and talented pupils’, but much of this relates to extra-curricular activities

during lunchtimes or out of school hours. Aiming for Excellence in Key Stage 3
(ACCAC, Estyn, Welsh Assembly Government 2002) also points out that few

teachers currently plan challenging extension work for more able and talented

pupils who may finish work before the rest of the class. 

This guidance aims to address these issues by its emphasis on meeting the

needs of more able and talented pupils in the classroom through high quality

day to day provision.

Aims of the guidance

The purpose of this guidance is to:

● raise awareness of the needs of more able and talented pupils and to provide

guidelines for discussion and decision-making in schools with regard to

meeting these needs

● support schools in making effective use of assessment information involving

parents and pupils to enhance learning

● provide examples of good practice which support and nurture the

development of more able and talented pupils.

Using the guidance

This guidance can be used by:

● senior managers and governors to audit and review school policy and

practice for more able and talented pupils and to further develop an 

inclusive school ethos

● all school staff to examine cross curricular planning, partnerships with 

other organisations and out of school provision

● groups of teachers to share practice in curriculum planning and teaching

● individual teachers to identify the strengths and areas for development in

their practice with more able and talented pupils.



Supporting high achievement

As schools work to equip young people for the complex demands that will be

made on them in the future, the importance of ‘learning to learn’ becomes

clear. Watkins (2001) notes ‘In a context where the knowledge base doubles

every 300 days and the ability to learn in a wider landscape of learning is

increasingly important, the focus on ‘learning about learning’ stands in its own

right as a key goal for schooling’.

A focus on ‘learning about learning’ will be relevant to all pupils but will be

of particular benefit to pupils who are more able and talented. If they are to

fulfil their potential, such pupils need to become independent and reflective

learners, motivated to continue this process throughout their lives.

A secondary school in South-east Wales felt that, although they were

already providing a range of enrichment activities for their more able and

talented pupils, they needed to enhance the pupil’s ability to ‘learn how

to learn’.

In the first year, inservice training was provided for staff on accelerated

learning and thinking skills. A Teaching and Learning Working Party was

created and subject departments have begun to develop strategies to

increase the use of these skills in lessons. A Learning to Learn course was

piloted with Year 7 pupils.

In the second year, all Key Stage 3 pupils will have a Learning to Learn course,

which will include information on getting ready for learning, styles of learning,

multiple intelligences, thinking skills, study skills and emotional intelligence.

The school also plans to run parents’ evenings to introduce these ideas to

enable parents to better support their children’s learning.

Learning to learn (See Figure 1)

1. To learn effectively, pupils need a supportive learning environment which

promotes high self-esteem. Stressful or threatening situations will cause a

‘fight or flight’ response and little learning will take place. Many pupils

will benefit from the additional stimulation of music and brain gym –

although individual preferences must be taken into account.
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2. Pupils need to see the big picture, with a preview of the learning
outcomes and key questions to be addressed if they are to make
connections to prior learning and see the value of what they are being
asked to do.

3. All pupils will have learning preferences. Some may prefer new information
to be given via their visual channel while others may prefer input through
the auditory or kinaesthetic senses. All learners will use all three channels
to some degree but the learning of all pupils will be helped if teachers
provide a balance between visual, auditory and kinesthetic inputs.

4. Howard Gardner (1999) suggests that we all have at least eight different
types of intelligence. There is still much debate about whether a ‘spiritual
intelligence’ fully meets Gardner’s criteria, but it is included in this
guidance for schools to consider (See Appendix 1). We all have a unique
profile of these different intelligences or ‘ways of knowing’. Planning
learning experiences which cover the full range of intelligences will help
pupils to make sense of new learning in the way which suits them best
and enable them to show their full potential. Making learning active and
personally relevant, and providing opportunities to apply new learning in a
range of motivating contexts will further help pupils in ‘making meaning’.
Learning is a social activity and regular opportunities for collaboration are
also needed.

5. To make lessons memorable, teachers should plan a range of novel
activities. According to the BEM (beginning, end, middle) principle, pupils
will retain more of the information presented at the beginnings and ends
of lessons. Planning a number of short sessions within the main lesson will
increase time for effective learning by providing several ‘beginnings’ and
‘endings’. Using the emotions and humour will also help pupils to
remember what they have learned. Other memory strategies include
‘chunking’ content (between five and nine chunks is the optimum
number), using relevant contexts and, of course, regular review.

6. Enjoyable and effective learning will occur when teachers provide
challenge through cross-curricular skills, multiple intelligences, higher
order learning skills, problem-solving and thinking skills. Reflection and
review will help pupils to understand their learning preferences which may
be visual, auditory and kinesthetic (VAK) and their own profile of
intelligences. They can then begin to move from these beyond the
comfort zone to extend their learning strategies.
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7. Finally, pupils need quality feedback. This can be provided through

teacher, self or peer assessment, and may include assessment of ongoing

learning (formative) or assessment which summarises what has been

learned (summative). Pupils need to be involved in setting meaningful

targets and to see mistakes and stumbling blocks as opportunities for

further learning.

A community college in South Wales uses strong emotive images and

visualisation techniques, sometimes combined with story telling in the

teaching of modern foreign languages. Mind maps are used to offer a

scaffold to learners while encouraging a reflective and incremental

approach to extended writing and speech. This approach has visual appeal

but also a spatial element. Pegging (where students mentally peg items of

vocabulary to body parts or familiar locations) has also been successful,

linking new ideas to the familiar and unforgettable. The idea of support

and scaffolding is key as it pushes students to explore and extend the

personal learning styles with which they are comfortable. These

techniques play to the brain’s preferences, making learning quick, easy,

efficient, enjoyable and very, very memorable. 

The all-round development of more able 
and talented pupils

The works of Joseph Renzulli, Robert Sternberg and Barbara Clark are used to
highlight some of the qualities necessary for high achievement. The work of
these researchers together provides a theoretical basis for the ideas for teaching
and learning presented in Section 4.

Renzulli (2002) notes that zeal or task commitment and creativity are needed as
well as high ability for talents to emerge. He stresses that pupils need
appropriate problem-solving challenges to sustain interest and motivation. 

Robert Sternberg (2000) maintains that one form of intelligence is the ability to

see and solve problems. He says that all pupils can improve their achievement if

they are taught the skills and strategies of problem-solving. 

Barbara Clark (1992) argues that creative thinkers need to develop strong

emotional intelligence and good self-esteem to give them the confidence to take

risks and explore new and unusual ideas.

Figure 2 shows the inter-relating processes which underpin high achievement

and which schools need to develop to enable more able and talented pupils

showing the qualities mentioned above, to reach their full potential.
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Summary

There is not a single definition that would encompass all the qualities and

characteristics which underpin eventual high performance in any field of

endeavour. Teachers and parents should identify pupils’ current needs across

a broad band of traits and meet those needs as appropriately as possible.

Every school should involve staff, parents and pupils in identifying

potential and providing optimum conditions for the development of

individual achievement.

How does your school:

● define more able and talented pupils?

● develop teachers’ awareness of the qualities needed for high 
performance and the underpinning school processes which 
support this?

● support pupils in ‘learning about learning’ and provide opportunities 
for them to learn in their preferred styles?
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Identifying more able and 
talented pupils

As can be seen from Section 1, a wide range of qualities, characteristics and

processes contribute to high potential and achievement: identification

necessarily involves a range of strategies. The assessment of pupils is a dynamic

process that is continuous and flexible – the identification process is not a ‘once

and for all’ assessment. Many pupils will only develop as they gain confidence

and greater maturity. Precocious early development does not guarantee

advanced adult performance. 

Teacher assessment

Teachers may use information from a wide range of sources (e.g. teacher

checklists to structure observations of pupil dialogue or performance, tests,

self/peer/parent questionnaires) to identify more able and talented pupils. 

Such evidence must be used to ensure that pupils’ learning needs are met. 

Research conducted by the Assessment Reform Group (1999) summarised the

five key factors identified to improve learning through assessment.

● The provision of effective feedback to pupils.

● The active involvement of pupils in their learning.

● Adjusting teaching to take account of the results of assessment.

● A recognition of the profound influence assessment has on motivation.

● The need for pupils to be able to assess themselves and understand how 

to improve.

Children 3–7

A five year old girl was asked the following question:

‘If you could have someone to do one thing for you so that you wouldn’t

need to do it yourself, what would it be?’

She replied ‘I’d get someone to eat for me so that I wouldn’t have to stop

playing, reading or being creative’.



Abilities and talents develop over time through nurturing and the provision of

appropriate opportunities. However, there are a number of indicators of early

potential such as accelerating through early milestones, speaking early and

developing an advanced vocabulary (with understanding in dual languages),

learning easily with little repetition or showing musical, physical or artistic

potential. It is worth remembering that many children are late developers, or

need the opportunities provided by an enriching early school environment in

order to discover what they can do.

The case study below shows that early ability in some areas can be masked by

poor development in others.

Simon was the youngest child in Nursery when he entered age three years.
He was not well coordinated and found both gross and fine motor tasks
very difficult. He would frequently use alternate hands for writing. He was
often aggressive towards the other children and was unable to explain 
such feelings.

In the early weeks of school, Simon was able to read all the names of
pupils in his class. He would also astound other parents with his extensive
vocabulary. By the time he was in Reception class, Simon was scoring the
maximum score of 11 years on the All Wales Reading Test. In school,
Simon was allowed to spend time with Year 2 for language sessions.
However, the unpredictable behaviour and motor problems continued, 
so Simon used a computer for creative writing. His maths and science
skills improved and he was working at Level 2 in all subjects. Now in Year
2, Simon’s behaviour has improved and he has made a close friend. 
His motor control remains poor. At the moment, he especially likes Enid
Blyton books and when writing creatively himself adopts her style.

Primary and secondary years

The general checklist in Appendix 2 outlines a range of qualities often shown

by more able and talented pupils: no pupil would portray all the qualities but

some may portray a significant cluster of traits. The important factor

underpinning the use of such a checklist is that teachers and parents provide

the opportunities which allow learners to demonstrate the behaviour. It is

important to recognise that pupils who experience difficulties with some of the

most highly valued skills, for example, reading, may be more able and talented

in a range of other areas.

12
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Jane, a Year 6 pupil, was very articulate and some of her contributions to
class discussions left many of her peers mystified! She was reluctant to
write and also able to read only very simple text due to dyslexia. She
enjoyed a range of adult literature on tape, showing excellent
comprehension skills, well beyond her chronological age.

Able but underachieving pupils

Many pupils learn to coast through the school system, doing the minimum
required – just enough to get by. This pattern of response leads to chronic
underachievement and these children need recognition and challenge to work to
their full potential, as shown by the following case study:

Tariq, a Year 10 pupil, had never been committed to work and he had
developed many creative ways of avoiding challenge! His peers branded
him as a bit of a know all but were impressed by the depth of his
knowledge. His teachers realised he was able but struggled to find ways
for him to express his abilities and develop his innate talents. 

The only task Tariq would ever concentrate on for any length of time was
his drawing which was very much in his own quirky style. While discussing
his work, his ability to express himself and his creativity became apparent. 

Tariq seeing that people are impressed by his work has begun to see
himself as an achiever. He is starting to produce creative and expressive
writing at length.

Although still reluctant to engage with subjects he does not like, Tariq is
showing positive signs that by working through his abilities he will flourish
and develop, avoiding the rut of underachievement.

Underachieving but potentially more able pupils often fill pages with neat, tidy
work and may decorate their books as a time filling task or do the work set for
homework during the lesson. Although they hold back from being the centre
of attention and seldom put up their hands, they know the answer when
asked directly.

Underachieving pupils may appear to be day dreaming and although they don’t
often ask questions themselves, they are often consulted by other pupils who
need help. Such pupils get on quietly without supervision but do only as much
as is needed to get by, sometimes spinning out an activity so that they finish
just as the lesson ends.



Despite absence, underachieving pupils catch up quickly on key concepts

missed and in one to one conversation show a surprising awareness of issues

and a wide general knowledge. Although on the fringe of the most popular

peer group, these pupils are generally accepted by others, often being elected

as chairperson or scribe in group work.

Bethan was a quiet girl who seldom asked questions or needed help 

with her work. Her books were filled with neat writing and she was

the unassuming leader in her group. However, when Bethan was

challenged to pursue a history project in greater depth, she responded

by producing an in-depth study which surprised her teacher. She had

clearly been under challenged beforehand, perhaps as a result of her

conforming to teacher expectations.

Able but disaffected pupils

Some able pupils, for a variety of reasons, become disillusioned with their

schooling and develop long-term behaviour patterns that are negative and often

disruptive. The behaviour masks the individual’s potential ability and the longer

the behaviour continues, the more difficult it becomes to moderate and change.

Able but disaffected learners are often anti-school and very critical of its

values, making scathing remarks about teachers, and lacking enthusiasm for

most school subjects. They are not interested in seeking teachers’ approval

and their work may be poor and incomplete. Despite irregular attendance,

these pupils are able to keep pace with others, but they watch the time and

are anxious to finish the school day.

Able, disaffected pupils are usually bored and lethargic, lacking motivation. 

They are easily distracted, and often at the root of mischief and practical

jokes, using their abrasive humour and ironic perception of other people’s

weaknesses. They also distract and manipulate others and can be moody and

bad tempered.

Outwardly self-sufficient, such pupils often seek older friends, finding it

difficult to form relationships with peers and teachers. They may be impatient,

critical, rude and insolent, apparently easily frustrated and lacking in kindness

to others. They can, however, be very astute in argument and self justification

with good survival skills.

14
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Equal opportunities issues

When identifying more able and talented pupils, schools need to ensure that
opportunities are provided for all pupils to enable them to fulfil their potential.
Schools should give due regard to all groups of pupils, including:

● pupils with disabilities

● pupils who use English/Welsh as an additional language

● pupils from minority ethnic groups or different cultures

● looked after children, young carers and pupils from families under stress.

There is currently much debate about boys and underachievement. Boys, in
comparison to girls, are generally later in the development of fine motor skills. It
is not uncommon for girls to produce neat pages of work, while boys have a
tendency to be reluctant recorders. Teachers need to be alert to the impact of
their expectations on pupil performance and aim to provide a broad, balanced
and enriched curriculum for all pupils.

Using standardised tests as indicators 
of high potential

Teachers’ observation of pupils together with accurate assessment information
will ensure that the needs of pupils with high ability are identified and met. The
use of standardised group tests can however, provide useful additional
information about pupil’s performance across a range of skills needed for school
and examination success (for example, reading, spelling, mathematics).

Tests must be used with caution since they cannot predict the ultimate
level of achievement of any pupil and certain skills and attributes can only
be observed in group work (for example, active listening, oral reasoning,
tenacity in pursuing arguments). Care must also be taken to ensure that any
test selected is fit for purpose, that it provides additional, relevant information
and is part of a whole school assessment policy.

In ‘Testing, Motivation and Learning’ the Assessment Reform Group (2002)
discuss the negative impact of testing on pupil motivation. They point out that
repeated testing can lead to pupils adopting test taking strategies and avoiding
effort and responsibility. This, in turn, may be detrimental to the development
of higher order thinking skills. If, however, the purpose and expectations from
tests are explained to pupils, and related feedback given within a supportive
ethos, tests can be helpful. 



Finally, individual, diagnostic assessment based on the use of standardised tests
lies in the skill and training of the educational psychologist who may be
consulted when a school needs further guidance with regard to the child who
presents a conflicting array of learning behaviours.

Statutory tasks and tests

In Wales, the statutory tasks and tests target the expected range of levels for
the key stage. At Key Stage 2, this is Levels 2-5 and at Key Stage 3 Levels 3-7.
Pupils who are judged to be working above the expected range will be entered
for the higher/highest level test in each subject, as appropriate. A good
performance at Level 5 (Key Stage 2) and Level 7 (Key Stage 3) will provide
useful information for teachers. 

Some pupils are nervous in a formal test
situation. Some may be unfamiliar with the
test items while others may have received
‘coaching’.

Group tests can be used to provide data for
target setting and for monitoring school
standards. They can provide common
information on transfer between schools.

Pupils with poor reading skills are 
disadvantaged by such tests.

A high score for reading with a high score 
for comprehension usually correlates with
high general ability.

A standardised group test only gives an 
indication of current performance and 
cannot indicate a pupil’s potential to 
learn under optimum conditions.

Some tests can support a teacher’s 
assessment of a child who has high levels 
of logical reasoning.

Tests cannot measure abilities across 
the range of Multiple Intelligences.

Tests can enable pupils’ performance 
across a range of skills to be compared.

Standardised tests require convergent 
thinking and give no opportunities for
divergent or creative thinking.

A high score on a non-verbal test with a 
low score on a verbal test can be an
indication of high-level reasoning but low
academic performance.

Most paper and pencil tests measure a 
limited range of skills/abilities (i.e. not
problem-solving, higher order skills).

Tests can confirm a pupil’s competence 
over a range of basic skills needed for
learning.

DisadvantagesAdvantages

Figure 3: Advantages and disadvantages of standardised group tests

16
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The booklet Implications for Teaching and Learning published annually following
the tests provides an analysis of questions and may indicate, together with the
task/test mark schemes how pupils’ learning may be extended.

Teachers may, through their assessment of pupils’ work throughout the key
stage, award a higher teacher assessment level than that given by the test, if
the pupil’s performance demonstrates many of the characteristics described in
the higher level description.

Self and peer identification

It is important to help learners to identify their interests and capacities within a
school ethos which celebrates and develops strengths and supports weaknesses.
Schools may help pupils to identify their own needs and those of their peers by
providing an intensive programme of enjoyable and challenging activities which
allow pupils to:

● reflect on activities across the Multiple Intelligences, noting ways in which
they best process information and show their abilities

● identify their own and their peers’ strengths and aptitudes for example, in
role plays such as surviving on a desert island, or running a school of the
future

● develop their emotional intelligence by engaging in debates which explore
important moral and ethical issues which relate to their own lives. Pupils
need to be actively involved in projects which seek to serve community,
national and global needs.

More details of these activities are provided in the discussion of Personal and
Social Education (PSE) on page 24.

Estyn’s Inspection Framework (2002) now places greater
emphasis on listening to learners. Schools should involve
pupils in the process of school self-evaluation, giving
them opportunities to express their views about their
achievements and how well their experiences
meet their needs and interests. 

17



Involving parents

Parents and carers have a vital role to play in the education of their children. 

At times they can provide support and expertise for the school, although on

other occasions, they need help and guidance from the school in order to deal

with problems. The quality and ease of communication between home and

school has a direct bearing on the well-being of all learners from early years

through to adolescence. 

Teachers might like to ask parents to fill in questionnaires similar to the one in

the case study in Appendix 5 to add to their own professional assessment of the

pupil’s strengths and needs.

Summary

The process of identifying high level potential is complex and combines

relevant information from teachers, parents and pupils with purposeful

and objective testing. It is also important to gather ongoing data about

pupils as they develop and change with experience and maturity. 

High ability may be masked by environmental disadvantage, disaffected

behaviour or by limited experiences (for example, traditional teaching of 

a narrow curriculum). 

The key to identifying more able and talented pupils is to provide all pupils

with enriched experiences through which they discover their capabilities

and potential.

How does your school:

● identify more able and talented pupils?

● ensure a range of evidence is gathered to contribute to the 

identification process?

● take account of the views of pupils and parents?

● identify disadvantaged able pupils?

● raise teachers’ awareness of pupils whose high ability may be 

masked by disaffection or conformity?

● raise teachers’ awareness of pupils whose strengths may lie in more 

unconventional areas of development?

18
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Organisation and grouping

This section summarises the main points in the debate about various

organisational strategies which may be used by primary and secondary schools.

The key to effective organisation is to maintain sufficient flexibility to allow

adjustments to be made in the light of pupils’ specific needs. 

Mixed ability classes and setting are the arrangements generally used to cater

for the different needs of all pupils. However, although setting as a form of

organisation groups pupils more narrowly, carefully planned differentiation is

still needed. (See Section 4, page 22)

Mixed ability classes or groups

Children need to learn how to work together: how to appreciate each others’

strengths and support each others’ needs. More able and talented pupils can

contribute ideas to stimulate debate and discussion, but they can also learn that

other children have valuable ideas to contribute. However, if learning is not

differentiated, the more able pupils may coast, feel frustrated and repeat work

they have already mastered.

Setting 

More able and talented pupils need the challenge of working with others of

similar interests and abilities. Setting pupils for some subjects does make it

easier for the teacher to develop a faster pace, or to work in greater depth and

breadth, with opportunities for reflection and independent thought. However,

sets tend to remain fixed and it is difficult to retain the flexibility that enables

learners to move between groups when they demonstrate progress.

The forms of organisation below may be used specifically to meet the needs of

more able and talented pupils. However, these also require consideration of

individual differences, particularly in terms of learning styles and motivation. 

Working with older pupils for some subjects

Some more able and talented pupils are so advanced in a particular subject

(often mathematics) that they need the intellectual challenge of older pupils for

some of the time. A school ethos which celebrates all pupils’ abilities, can

accommodate this level of flexibility without making such an arrangement seem

‘unusual’. However, younger pupils need the emotional maturity to cope in an

older group, and the older pupils need the maturity to accept this arrangement.



Acceleration

Sometimes, moving a pupil permanently to an older year group can alleviate 
the problems of slow pace and frustration experienced by some more able and
talented pupils. However, this needs to be accomplished at an early stage so
that the pupil can form friendship groups. The pupil needs to be physically,
emotionally and socially well-developed and must remain with the same peer
group during the move from primary to secondary school. It must also be
emphasised that acceleration by one year does not completely meet the
intellectual needs of highly able pupils.

Compacting

Compacting describes a strategy whereby pupils can move faster through the
programmes of study, including core work, in order to move into more
advanced work earlier. There are benefits to this practice if a pupil then uses the
acquired skills to work in greater depth and breadth on problem-solving
activities. However, there is little merit if the pupil merely skates through narrow
content in order to take a GSCE examination early.

Target grouping

Target grouping means that in each topic of work to be covered, teachers audit
what pupils already know then allow certain pupils to skip core work and move
straight into extension tasks. From time to time, these pupils can share their
research and new knowledge with the rest of the class. 

(This is a variation of compacting discussed above and is illustrated in the use of
the TASC model in Section 4, page 39.)
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Summary

There is no one right way to group pupils in order to maximise their

learning opportunities: each organisational strategy has its merits and

pitfalls. However, if the ethos of the school demonstrates in action that

all pupils are valued and a wide variety of achievements celebrated, then it

becomes educationally and socially equitable to group pupils in different

ways for different purposes. Schools need to monitor the effectiveness of

various pupil groupings and ensure that there is sufficient flexibility to

move pupils if and when necessary.

How does your school:

● organise its provision for more able and talented pupils? 

● ensure that provision is sufficiently flexible to respond to pupils’ needs?

21



Extending and enriching learning

In Section 3, the importance of careful planning and appropriate differentiation

were stressed. The statement ‘Access for all pupils’ in the National Curriculum

Orders says that for more able and talented pupils‘ ‘material should be

presented in ways which encourage further enquiry, research, problem-solving

and creative thinking’.

It is not sufficient to rely on, for example a ‘challenge box’ in the classroom 

(for example, puzzles, problems and extended reading) for pupils who complete

work early – if differentiation is appropriate, pupils should be fully engaged until

the lesson ends.

In this section, a range of strategies will be discussed which will enable teachers

to respond to the needs of more able and talented pupils by:

● helping pupils to develop and make effective use of the National Curriculum

Common Requirements

● further enriching and extending the curriculum, through the Multiple

Intelligences

● planning challenging questions which develop higher order learning skills

● systematically training pupils in problem-solving and thinking skills.

The case study below shows one school’s approach to differentiation.

In a high school in North Wales, extension activities are built into the

schemes of work in every faculty. The Assessment Policy recognises the

importance of marking and feedback to pupils about the level at which

they are working.

A ‘Boost to Learning’ project was piloted with Year 8 pupils, initially

focusing on the needs of the more able. To support transition from Key

Stage 2, this project will be extended to Years 7, 8 and 9. A project

manager has been employed to set up a resource bank of enrichment and

extension materials in the school library.

Section 4

22
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National Curriculum Common Requirements

The Common Requirements include Curriculum Cymreig, communication,
mathematical, IT, problem-solving and creative skills and PSE. These are skills
needed by all pupils to learn effectively across the curriculum. They are generic
and transferable.

Many schools now identify opportunities for pupils to develop and apply these
skills and plan for progression in their acquisition and use across the whole
curriculum. This provides further scope to meet the needs of more able and
talented pupils by ensuring that:

● pupils experience a consistent approach and planned progression across 
all subjects

● challenging opportunities are presented for pupils to use these skills
effectively in all areas of learning.

An audit of key opportunities is available on the ACCAC website
(www.accac.org.uk). Further opportunities will emerge as teachers plan for
additional challenge.

Skills across the curriculum (ACCAC, 2002) provides examples of schools’ practice
in developing these common requirements but notes that ‘the nature of creative
and problem-solving skills is less well defined’. These skills, together with PSE are
the particular focus in this section as they provide key opportunities to meet the
needs of more able and talented pupils as shown in the case study below.

Philosophy for children in a small primary school in West Wales

Philosophy covers many of the National Curriculum Common Requirements
– communication, problem-solving and creative skills, and PSE. The thinking
skills developed clearly impact on many other areas of the curriculum as
pupils see themselves as enquirers rather than passive recipients of learning.

Following a group reading of War and Peas by Michael Foreman, the class
formulated questions about the story and the characters, but included
some broader issues such as ‘What is peace?’. Following thinking time,
pupils noted down their ideas in words and pictures and shared these with
a partner. All questions were written on a flip chart and in a follow up
session, when the story had been re-read, some were selected by the
group for discussion. The pupils, seated in a circle, listened carefully and
indicated when they wished to contribute. They agreed/disagreed with
earlier contributions and were able to justify their views.



The teacher guided the discussion as a co-enquirer, moving the discussion
on when necessary with open questions. The discussion raised questions
such as ‘Does having a gun make you a stronger person?’. Discussion of
whether a thin person could be king, led pupils to think about how far
looks were important if you were ‘good inside’.

This session provided enrichment opportunities for all pupils, allowing
identification of higher ability. Used regularly, such discussion:

● helps pupils to formulate key questions and articulate problems

● gives pupils good judgement

● improves children’s critical, creative and reflective thinking skills

● increases awareness of moral and ethical attitudes

● makes pupils feel confident about their capacity to think for themselves

● develops social skills and increases tolerance of others’ views.

Within the PSE Framework, the learning aspect clearly encourages ‘learning to
learn’, the importance of which was discussed in Section 1. This aspect also creates
opportunities for discussion of life goals and ambitions and opportunities for real
and role-play scenarios to simulate problem-solving. Such opportunities can allow

pupils to discuss and evaluate their own and others’ strengths and talents.

Further important opportunities will be provided by the social and emotional
aspects, for example, development of self-esteem, positive relationships,

understanding of emotions and dealing with conflict. If more able and
talented pupils lack cognitive challenge, self-esteem is likely to remain low.

In addition to gaining knowledge and understanding, a whole school
approach to PSE should promote the personal and social well-being of

children and young people, and enable them to develop a sense of 
self-worth and relate effectively to others. A positive environment will

nurture appropriate attitudes and values and enhance learning,
motivation and achievement.

The following scenarios provide some examples of the type of
activity which will enhance personal and social skills and develop

the values and attitudes outlined in the PSE Framework.
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Organising our community

Imagine that your class is stranded on an island with no links to the

outside world. You do not know when you will be rescued. There is plenty

of fruit, fish, fresh water and vegetation. Discuss how you would organise

everyone in your class so that each person is using their ability in the best

way. Everyone must have a useful job and a chance to earn the respect of

the whole community. Here are some questions to start you off but you

can add any job that you think is important. You can also think of the

special talents the pupils in your class have, and think of a job especially

for them.

● Who would be fair in organising the food?

● Who would be good at building shelters for us to live in? 

● Who would be best at settling arguments?

● Who would be good at organising games?

● Who would be good at providing entertainment?

● Who would be good at getting us all to work together?

Organising our own school

Imagine that you are given the chance to organise lessons for your class

but there are no teachers; you have to teach yourselves. Remember that

you must learn the skills you need to earn your own living and the skills

you need to enjoy your leisure. But don’t think only of yourself. Think also

of the jobs that are needed for you to live a safe, healthy and happy life.

Which lessons will you organise and who will teach them? Here are some

ideas to start you off, but you can add any lessons you think are

important.

You can also think of the special talents some of your classmates have and

organise lessons when they teach you their special skills.

Who would teach?

Music? Art? Computer science? Food technology? Dance? Maths?

Religious Education? Athletics? History? Writing? Speaking? Building

technology? Geography? Reading? Sport? Drama? 



Developing emotional intelligence

Newspapers provide a wealth of topics for debates. Comparing the bias of

different writers and editors enables pupils to analyse the quality and

merit of argument and discussion in the media. Carrying out a survey of

public opinion provides rich material for analysis of values and opinions –

soccer hooliganism might be an emotive topic.

Involvement in community projects will also help pupils to develop their

social skills and emotional intelligence. Role-play which examines human

drives and motives will allow pupils to reflect on human behaviour and in

turn, on their own behaviour.

The following case study shows the development of higher order inter-personal

skills in primary pupils through the organisation of a Christmas Bazaar.

The higher order skills developed from ‘The Bazaar’ include the ability to

consider the feelings of others and the effect of their actions on other

people and also to be aware of personal responsibility. The pupils have to

exercise judgement and are asked to plan beyond the practical situation 

to consider the moral issues. 

There is a whole class discussion on who will be Santa Claus. The

discussion centres on the requirements for the role, for example, able to

talk convincingly to the younger children, and Santa is chosen on selected

criteria with the needs of the younger children uppermost in their

thoughts. The practical organisational skills centre on obtaining a balance

between selling and games stalls/activities; on calculating how many

refreshments will be required and on arranging storage for items prior to

the event. Consideration is also given to profit and loss.

Pupils conduct surveys on preferences for drinks and snacks and what

they might be able to sell to other pupils. Design and language skills

are used in composing letters to parents. Posters are prepared and

distributed and a competition is organised to encourage younger pupils

to design a flyer. 

This event contributes greatly to the all-round education of the children

and successfully equips them with a range of higher organisational skills

for the outside world.
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Multiple Intelligences

The work of Howard Gardner mentioned on page 7 stresses the need to plan

learning experiences to cover the full range of pupils’ intelligences. Teachers

can identify, jointly with pupils, individual profiles across the range of

intelligences and move beyond the more conventional linguistic and logical

intelligences to identify the various ‘ways in which they are smart’. 

Gardner (1991) points out that individuals ‘differ in the ways such

intelligences are invoked and combined to carry out different tasks, solve

diverse problems and progress various domains’.

Pupils may progress from experiencing these ‘ways of knowing’ through a

growing awareness of the range of intelligences towards a conscious choice of

multiple intelligence tools and strategies and reflection on how they can

improve and strengthen their development.

Planning which incorporates activities across the Multiple Intelligences will be

helpful for all pupils, but will also provide a further means of differentiating

the curriculum and challenging more able and talented pupils, by helping to

amplify and strengthen the full range of intellectual capacities.

Improving skills across the Multiple Intelligences

As part of a project to raise boys’ achievement in a North Wales Local

Education Authority, a small number of primary schools received support

from an educational psychologist to use ideas from brain-based research.

They devised activities to improve listening skills, problem-solving and

co-operative learning, using the Multiple Intelligences. The emphasis has

been on improving boys’ confidence and helping them to take a more

constructive part in their own learning. A further 20 schools have now

joined an ‘Accelerating Achievement’ project which promotes 

brain-based learning for all pupils. The diagram overleaf shows an

example of one school’s topic plan for a Year 2 class, which ensures that

all intelligences are addressed.
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For younger pupils, teachers can organise a range of activities across the

Multiple Intelligences and carefully observe responses. Pupils can also discuss

which activities they prefer and why. Teachers and parents need to be alert to

changes over time as pupils are introduced to new activities and develop

greater confidence.

At Key Stages 2, 3 and 4, pupils can use a simple checklist to identify their

intelligence profile. One example of such a checklist is provided in Appendix 4.

However, teachers also need to observe pupils across a wide range of activities

and carefully note those pupils showing exceptional skills or qualities.  

After attending a course on teaching more able pupils, a teacher at a

North Wales high school successfully introduced the following ideas into

her teaching of modern foreign languages. She:

● identified students preferred activities by questionnaire

● planned lessons to engage a range of intelligences, e.g. musical – 

rhythmic activities such as singing and chanting, visual approaches such 

as numbered posters and mind mapping and bodily-kinaesthetic 

approaches such matching questions and answers on dominoes and 

other games and multi-sensory approaches

● improved feedback and target setting, sharing assessment criteria 

with pupils, and involving them in marking their own and peers’ work.

These techniques ensure that more able pupils are motivated and

challenged but also benefit pupils of all abilities. A whole school Inset day

is now planned to enable all departments to share their experiences of

these techniques.
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Figure 5: Bloom’s taxonomy

Higher order learning skills

Bloom’s Taxonomy of Educational Objectives provides a flexible framework for

thinking and learning activities at all levels. Using the framework, learning

skills can be embedded into increasingly complex content for more able and

talented pupils.

Higher
order

learning
skills

Comprehension

ApplicationAnalysis

Synthesis

Evaluation Remembering
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The Taxonomy is made up of the following:

Remembering

Pupils need to know, recall and research certain things as a basis for action.

No-one can think in a vacuum: there is a core of relevant factual knowledge

and theories that pupils need in order to begin thinking. To do this efficiently

they need to acquire and use a range of research skills and basic subject skills

such as procedures in mathematics and science, and technical skills in literacy,

art and IT. 

Given practice of asking the right questions, pupils will learn the criteria for

good questions and be able to select relevant facts.

Pupils need to present ideas using a diverse range of efficient recording and

communication skills. To support their learning, they need demonstration and

examples, practice and opportunities to share with others.

Remembering is involved in activities which ask: 

What happened when . . . Make a list . . . Write an account . . . 
Make a summary . . . 

Comprehension

Pupils need to demonstrate understanding.

The lower order comprehension tasks include: paraphrasing, explaining and

selecting relevant information to answer a question.

However, more able and talented pupils need to use higher order

comprehension skills. They need to learn how to interpret knowledge by

presenting a new perspective, comparing and contrasting data and viewpoints,

re-ordering information and examining consequences.

Higher order comprehension is shown through activities such as: 

Write a summary of the main points . . . Explain why that happened . . .
Discuss this from the point of view of . . . What are the similarities between . . .
Explain the differences between . . . What would have happened if . . . ? 
How would this affect . . . ? Why did . . . react in this way . . . ? What were
the results of this . . . ?



Application 

Pupils need to use knowledge to solve problems and to see what is problematic
in what had previously been taken for granted.

Pupils need to manipulate or construct something using their new knowledge,
to reproduce in a different format, to apply to a similar situation, to build a
model, to illustrate, to apply to an example.

Applying knowledge involves the following activities: 
How would you use this to . . . ? How does this rule apply  . . . ? How can you
use what you have learned to solve this . . . ? Does the same principle apply 
in this . . . ? What else do you know that would apply . . . ? Is this the same
kind of . . . ? Construct a diagram to show . . . Conduct an experiment to 
prove . . . Paint a picture to show . . . 

Analysis

Pupils need to understand overall relationships and patterns.

Pupils need to fit the pieces of the ‘jigsaw’ into a whole: they need to identify
connections, patterns, sequences and themes. They need to see the ‘big picture’
and to be aware of how ‘the bits’ they are learning are contributing to a
coherent plan.

Analysis can be shown through activities such as: 
In what ways are they the same . . . different . . . better  . . . worse? What was
the overall plan? . . . How do the elements combine? . . . Discuss why the causes
had inevitable consequences . . . What is the general rule? . . . Explore the
possible future consequences . . .

Synthesis

Pupils need to create something new with the knowledge and skills they learn.

Knowledge lies in a stagnant pool unless it is used for thinking and action. If all
learning is merely the acquisition of other people’s knowledge, then nothing
new is created.

Pupils need to design, invent, imagine, change, improve.

Synthesis is shown in activities which ask: 
Do you agree with . . . ? How would you change . . . ? What would 
happen if . . . ? Is there another way . . . ? Is there another conclusion? . . . 
In how many ways can you . . . ? 

32

Figure 5: Bloom’s taxonomy (continued)
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Evaluation

Pupils need to make decisions and judgements.

Impulsive decisions and actions which cannot be justified usually result from

bias, prejudice and woolly thinking. Pupils can be taught how to balance

decisions against reason and evidence.

Evaluation can be developed by asking pupils: 

How do you know . . . ? On what grounds can you justify  . . . ? What is 
the evidence . . . ? Why would you make that decision? . . . What are the
arguments for and against . . . ? Why do you believe . . . ? Did . . . have a 
valid case? . . . Draw a conclusion giving reasons . . .

Although the range of Higher Order Learning Skills increases in complexity as

pupils develop greater knowledge and maturity, even younger pupils can use

the full range of Higher Order Learning Skills. 



The example below uses the story of The Three Bears to develop such skills.

34

Figure 6: The Three Bears

The
Three
Bears

Comprehension
Do the actions 

of the story 
as I read it

Analysis
Put the pictures 

in the same order 
as the story

Application
Draw a picture of 
‘The Three Bears’

Remembering
Tell the story of 
'The Three Bears’

Evaluation
Was Goldilocks 

doing the sensible 
thing when she went 

into ‘The Three 
Bears’ house?

Synthesis
Make up a different
ending for the story
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Figure 7: Romeo and Juliet

The example below illustrates how activities based on Romeo and Juliet can

develop higher order learning skills for older pupils.



The following case study shows how literacy can be used to develop high level

thinking skills and emotional intelligence.

The Endless Steppe by Esther Hautzig is a true story of a young Jewish girl

and her family who were removed from their home in Eastern Europe in

the last war and transferred by Russian troops to a ‘new life’ in Siberia.

This project was designed to develop empathetic learning, allowing pupils

to compare and contrast Esther’s life to their own. The book was chosen

because Esther was about the same age as the pupils. 

Using ideas in an evaluative and discursive way, pupils undertook creative

writing on two levels. Firstly, personal imagery was coupled with imagery

used by another writer and secondly the two were combined to create an

original piece of creative writing.

Simple everyday experiences were written about in a creative way. Pupils

wrote about washing their hair and discussed how such writing could hold

the reader’s attention ... ’I had a mouthful of banana and melon smelling

shampoo ... The cat had been sitting on the towel and I had to wash my

hair again to get the flea covered cat hairs out of my hair’. 

It is important to recognise what the pupils bring to the learning process.

When discussing Esther’s sadness at not being able to see her beloved

garden, pupils were able to use imagery from their understanding and

memories of a journey made through any garden. The completed work

therefore showed different aspects of understanding. ‘I close the gate

gently behind me . . . I step into a sea of colour . . . a red rose covered

with sparkling dew . . . a big fluffy bumble bee with his comforting soft

humming . . . ’ 

Pupils discovered how to use punctuation and tense to create effect and

make their writing come alive using all the senses.

Pupils used a style which was meaningful to them and helped them to

convey their thoughts. Literary flair is not restricted and although pupils

become familiar with the grammar and structure of the English

language, they are aware that in certain circumstances accepted

conventions can be broken.
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Problem-solving and thinking skills

All pupils can become more efficient problem-solvers with training and practice,

but they need models, examples, and regular and sustained experience of

working in a problem-solving way across the curriculum. 

Many more able and talented pupils easily satisfy the expectations of their

teachers, and if underachievement is not to become a lifelong habit, they need

to be challenged to achieve their potential.

While there are a number of programmes which aim to teach problem-solving

and thinking skills, the basic requisites that should be evident in any thinking

skills programme are set out below.

Gather and organise 
What do I know about this?

Pupils need to gather and organise what they already know at the beginning

of a ‘new topic’ – only then can teachers and pupils identify what is known

and understood. This is the point from which differentiation of lesson planning

begins. Such differentiation is essential if repetition leading to frustration and

boredom are to be avoided.

Identify: What is the activity? 
Evaluate: How well did I do?

Both these stages of thinking can be used to model questioning techniques

such as:

Identify

What questions should I ask about the activity? 

Do I fully understand what I must do?

What do I need to find out?

How will I judge the success of the activity?

Evaluate

How well did I do the activity?

What must I do to improve?

How can I work more efficiently?



The criteria for the successful (and high quality) completion of any activity need

to be established at the start. More able and talented pupils need examples of

excellence which they can analyse to identify traits to replicate in their own

work. In evaluating their work, they can then learn to measure the degree of

their success against known criteria. Hence analysis of the requirements of the

activity and the criteria for the evaluation of the completed activity need to be

established together. 

Learn from experience
What have I learned?

Learning is crystallised when pupils reflect on the ‘what’ and ‘how’ of their
learning. All pupils need to see how they are changing and progressing. This

process of metacognition lies at the very root of learning how to learn. At the

end of every topic of work, learners need to analyse what new knowledge, skills

and concepts they have acquired through generating, selecting, and

implementing ideas and communicating about their learning. This analysis,

together with the identification and evaluation processes discussed above, will

help pupils to learn from experience and consider how else this newly

acquired learning can be used across the curriculum and in life outside the

classroom.  
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Figure 8: Thinking Activity in a Social Context

The TASC wheel above is used in Figure 9 to develop a problem-solving activity

in numeracy.

In using the TASC Wheel for lesson planning, the learning objectives are clearly

defined and, in this instance, the activity is specified although the ways of

accomplishing the activity are open for debate and decision-making. 
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Figure 9: Planning and evaluating the school disco 

Wallace B (2001) Teaching Thinking Skills Across the Primary Curriculum: A practical approach for all abilities. London: David Fulton Publishers (A
NACE/Fulton Publication) (With permission)

The pupils at Key Stage 2 decided to organise their end of term disco and they

used the TASC wheel to guide their planning.

Gather/organise
Knowing as a basis for action
Some experience of planning and 
organising smaller real-life projects.
Ability to estimate and calculate 
number, money. 
Real-life research skills. 
A range of data-recording skills.

Identify
What is the problem?
What food will be needed? 
Quantity?
What music will be played?
What jobs need to be done?
Who will do them?
Advertising? Organisation? Safety?

Generate
Looking for patterns and 
relationships
Brainstorm the problem, produce 
a flowchart showing planning 
jobs to be done.
Plan arrangement of hall and 
organisation of events.
Brainstorm ideas for advertising.

Decide
Making decisions and judgements
Make a flowchart to show 
action/jobs.
Agree on jobs to be done.
Allocate jobs.

Implement
Implementing action
Organise meetings.
Check all lists calculations.
Prepare invitations, decorate hall.
Check all jobs being done.

Evaluate
Evaluate degree of success
Did the plan work well?
Was the disco a success?
What do other people think?

Communicate
Communicating outcomes
Present report for school newsletter.
Display evaluation findings.

Learn from experience
What has been learned?
What skills have we learned from
the project?
How did we work as a team?
What can I do now that I couldn't
do before?

Learning objective
Identify and use appropriate 
operations to solve word problems
involving number and quantities.

Activity
Planning and organising a 
school disco.
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Summary

The most effective provision for more able and talented pupils is teaching
which uses a range of strategies to differentiate learning. Enrichment and
extension opportunities can be developed through cross-curricular skills,
Common Requirements and Multiple Intelligences. Pupils also need
opportunities to develop higher order learning skills, problem-solving and
thinking skills in order to become creative and independent learners.

How can your school:

● ensure a clear focus on differentiation in teachers’ planning?

● plan for additional challenge through the National Curriculum 

Common Requirements?

● support pupils personal and social development?

● use the Multiple Intelligences to enrich and extend pupils’ experiences?

● develop pupils’ higher order learning, problem-solving and 

thinking skills?



Opportunities beyond the classroom

Section 5
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Schools increasingly provide a range of opportunities for out of school hours
learning for their pupils. The Welsh Assembly Government is committed to 
every child receiving a full prospectus of such activities (including volunteering,
enterprise, cultural, sporting and outdoor activities) by 2010. The Code of
Practice for Out of School Hours Learning (Welsh Assembly Government,
Education Extra 2003) refers to the importance of the 3 E’s – enabling,
extending and enrichment/enlargement.

While all pupils benefit from these activities, they are often planned as part of
schools’ provision for more able and talented pupils. They are, however, not a
substitute for the enrichment and extension which should take place in the
classroom. A more able learner is not just ‘able’ at the end of a school day or
on a Saturday morning. 

Opportunities beyond the classroom may allow more able and talented pupils to
specialise in certain areas and to work with a wider range of peers and adults in
different environments. As the case study below shows, they can provide a rich
supplement to mainstream schooling.    

At a North Wales high school, Saturday morning extension classes cater
for Years 7–9. Activities have included a maths roadshow, historical visits,
visiting poets and writers.

In addition there is a leadership programme for sixth formers, sponsored
by a past pupil, now a managing director of a local company. A group of
around ten Year 12 students enjoy adventure weekends, team building
and work experience in a managerial capacity. Students are presented
with an award at a special dinner on completion of the course.

Sharing expertise between schools and colleges

A science and an IT day have been held in one South Wales high school to
cater for more able and talented pupils from their partner primary schools.
Sixth form pupils and the respective subject heads planned the days and
headteachers of primary schools transported individual pupils. Both days
proved successful although complex to arrange. 

Observing one younger pupil trying to pour liquids into containers illustrated
how carefully acceleration needs to be considered. This pupil was the most
capable when orally suggesting experiments and possible results, but his
practical skills were not developed to the same level. He was mature enough
to laugh at himself but frustration was evident at certain points. Social skills
were involved as the primary pupils were grouped with the sixth formers for
breaks and lunchtimes.
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Meeting the needs of more able pupils is not entirely the responsibility of one

school. Clusters of schools can cooperate to provide extension classes during

and at the end of the school day. As the above case study shows, secondary

schools can liaise with primary schools to provide expertise and resources.

Colleges, Institutes of Higher Education and Universities can offer professional

development for teachers as well as extension courses for pupils. These classes

can not only offer greater depth and breadth in topics covered in the school

curriculum, but can also introduce new topics of study which widen experience.

The benefits of collaboration are shown in the case study below.

A group of four local comprehensive schools in the Caerphilly area

combined with eight members of the BBC National Orchestra of Wales, a

composer in residence, and four local artists in residence. The aim was to

engage in a music and art project that would give able and talented

musicians and artists an opportunity to extend their skills beyond that

normally available in the classroom situation. 

The project was partly funded by the Wales Arts Council and a group of

local music enthusiasts whose aim is to promote music and bring it into

schools. The project was coordinated by a BBC liaison officer.

The theme of this project was ‘Images of Caerphilly’. The art work

ranged from a collage representing the history of the valley and its

chapels, to a photographic montage of still images of Caerphilly

focusing on light and dark to the building of a huge walk in a futuristic

dome. Musicians from each of the four schools worked with members of

the National Orchestra of Wales to create musical compositions based on

these artistic stimuli. The musical soundscape from each school was

linked by original music by the composer in residence along the lines of

Mussorgsky’s ‘Pictures at an Exhibition’. The project’s climax was

twofold. First, the pupils were invited to a NOW concert at St David’s

Hall at which Mussorgsky’s ‘Pictures at an Exhibition’ was performed,

and secondly, all the pupils and artists who participated exhibited their

work, and performed the finished music composition to an audience of

parents, headteachers and local dignitaries.



Local business and industry

Business and industry can make a valuable contribution to the education of

more able and talented pupils by sponsoring competitions, exhibitions and

special events like science fairs and problem-solving challenges. The Education

Engineering Scheme in South Wales, sets around six Year 12 science students a

company problem to solve.

Local businesses may also run enterprise activities, allowing students to work

with small businesses to develop business plans and make presentations.

Other examples include opportunities for advanced study or research,

‘mentored’ work experience and business seminars and workshops. Finally,

professional artists and performers may be funded to work with more able and

talented pupils.

Local experts and professional people

Most communities have a selection of experts and professional people who,

with some training and guidance, could become mentors to more able and

talented pupils who are interested in certain activities or areas of study. Many

communities also have interest clubs or associations whose members could

mentor young learners.
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The case study below shows how the pupils of one school in South Wales

benefited from working with a local historian.

A group of Key Stage 3 pupils were set the task of trying to discover

whether Castell Morgraig was of Norman or Welsh origin. There were 

no primary documents available and so they had to rely upon site evidence,

interviews with historians and comparisons with other castles in and

around Wales.

The research involved several site visits to Castell Morgraig and Caerphilly

Castle together with internet research on White and Skenfrith Castles.

Pupils contacted the owner of the Castell Morgraig site, the owner of the

Castles Wales website (where their final work was to be displayed) and

the National Archives.

They met with a local historian and artist whose sketches, watercolours,

models and articles they had been studying, and had talks and on going

support from a local archaeologist and tour guide.The pupils, supported

by sixth form pupils, gathered information using a video, lap top

computer and digital cameras. They completed on-site worksheets which

were eventually linked with source work and cross-curricular activities, 

for example, English (poetry and descriptive writing) and art

(representations of Caerphilly and Castell Morgraig).  

Finally the pupils met a local historian and curator of the Pontypridd

Cultural and Heritage Museum who had made a video about the castle’s

origin. They discussed his findings and the articles they had read. An open

evening was arranged where pupils’ work was displayed. This included a

Powerpoint presentation, a CD-ROM, a website, videos and written work.

The work won first prize in the Welsh Heritage Schools Competition and

was later displayed at the Pontypridd Cultural and Heritage Museum.



Mentoring

Many successful adults have been influenced and inspired by working with a

mentor, able to offer wisdom and expertise. Mentors can provide a valuable

exchange of ideas, coaching to levels of excellence and support and

encouragement to persevere. The mentoring relationship need not only be with

an adult mentor: older pupils can mentor younger pupils very effectively as the

case study below illustrates.

A Year 12 pupil with a particular ability and interest in mathematics

became a mentor for a Year 6 boy in a partner primary school. Parents,

pupils and staff involved met with the mathematics coordinator to discuss

details. The Year 12 pupil worked with the Year 6 pupil for an hour each

week during the summer term prior to his transfer to secondary school.

They used the computer suite in the primary school and worked on

mathematics challenges using resources provided by the head of

mathematics in the secondary school. The evaluation of the project

provided evidence that both pupils benefited from the experience of

working together.

Initially the older girl, although confident in her ability and understanding

in mathematics, was unsure how well she would communicate with the

younger pupil. Likewise the boy was apprehensive about his peers’

reactions to him being paired with an attractive teenage girl!

In practice, their fears were unfounded and staff commented on how

well they worked together in a mature way, absorbed in solving the

problems presented. In addition, the experience and mentoring helped

the boy settle into the secondary school where he was able to continue

his friendship. 

Other events and organisations

Elite Cymru run by the Sports Council for Wales with lottery funding

provides support for outstanding performers in a variety of sports. This

includes careers advice, physiotherapy, medical, educational and financial

support. Currently there are 180 members taking part in over 30 sports,

including able bodied and disabled athletes of all ages.
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Links with museums and discovery centres may allow pupils to contribute to

projects and competitions. Local and National Eisteddfodau and concerts also

provide opportunities for young people to demonstrate their talents.

Many pupils will benefit from the challenge of outdoor activities which may

encourage team building and interpersonal development as well as physical skills.

Mind and Muscle courses run in West Wales aim to provide opportunities

for groups of pupils (nine years upwards) to engage in meeting the

challenge of outdoor pursuits and also in critical reflection on the

thoughts and feelings generated by these activities. This develops higher

order thinking and communication skills.

Muscle

Activities include kayaking, archery, rock climbing, surfing, orienteering

and abseiling.

Mind

Activities focus on small group enquiries about questions raised from the

outdoor activities. This encourages:

● reflection on thought and actions and the relationship between them

(How did I act? How should I act?)

● development of patience, courage, fairplay, tenacity 

● awareness of other people’s thoughts, feelings and perspectives

● greater reasonableness in thought and action

● consistency between what we think and what we do.

Participants have opportunities to have fun while developing thinking skills

and these are further enhanced by evening activities where stories are

used as a basis for reflection, oral reasoning and meaning making. More

able pupils welcome the opportunity to use powers of imagination, logic

and abstract thinking and learn to work more effectively with others.



Summary

Good classroom provision should meet the needs of more able and

talented pupils on a day-to-day basis. However, schools should develop

links with other schools and colleges, national associations and make full

use of local resources to further extend and enrich pupil’s experiences.

How can your school:

● encourage local employers and other educational institutions to 

contribute to the provision made for more able and talented pupils?

● enrich and extend the curriculum for more able and talented pupils

through extra-curricular activities?

● cooperate with other local schools and colleges to provide additional 

opportunities for more able and talented pupils?

● ensure as far as possible that no able pupils are disadvantaged due 

to cost, cultural/linguistic background or disability?
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Developing effective whole 
school practice

Developing a supportive school ethos

The key processes which support high achievement were discussed in Section 2
and the importance of a safe and supportive environment was stressed. When
all pupils feel valued and a wide range of achievement is celebrated, there will
be no stigma attached to high achievement. Schools should ensure that they
develop an ethos which challenges negative stereotypes about more able and
talented pupils, together with effective pastoral systems to support their
personal, social and emotional needs. Schools need to be alert to
underachievement, particularly among groups who may be disadvantaged.

Through the Funky Dragon Principles of Participation (Welsh Assembly
Government, 2002) young people have expressed a wish to be listened to,
informed about what is going on and involved in facilitating change.

Pupils views need to be sought and taken into account regarding the full range
of school experiences. There should be a genuine partnership for learning based
on mutual respect. The following case study shows how one school consulted
their pupils.

A teacher at a high school in North Wales carried out a survey among more
able and talented Year 7 pupils. Pupils reported that they finished early in
around one third of their lessons. Of these pupils, one third said that they
did not tell the teacher they had finished. Of the remaining pupils, half were
told to wait and the rest were given more of the same type of work.

Pupils reported that MOTS – being given more of the same – was
particularly frustrating as were too much chalk and talk, poor feedback
and loud disruptive classes. Pupils wanted more drama, speaking, practical
and outside work but when not engaged in such activities, said they
worked best in a quiet classroom.

Does your school:

● actively develop equity of provision and high expectations for all pupils 
including disabled or disadvantaged pupils?

● have an ethos which encourages emotional, social, physical and 
intellectual development?

● have a culture which enables initiatives to support the learning of all 
pupils to flourish?

● have a commitment to celebrating all forms of achievement and 
raising standards for all pupils?



Developing a whole school policy

Any school policy, if it is to support consistent and effective practice, needs to

be developed with the whole school staff, but this can be a time-consuming

activity. Schools may develop a distinctive policy for more able and talented

pupils or may prefer to refer to the needs of these pupils in the learning and

teaching, assessment and curriculum policies, all of which make a significant

contribution to effective whole school practice.

A policy for more able and talented pupils may include reference to:

● why a policy for more able and talented pupils is needed

● the school’s definition of more able and talented pupils

● strategies used to identify more able and talented pupils with a clear

rationale for their use

● equal opportunities issues

● how the school provides for more able and talented pupils including pupil

groupings, differentiation, planning for Multiple Intelligences and developing

higher order learning skills, problem-solving and thinking skills

● assessment of more able and talented pupils (including feedback to pupils,

pupil self-assessment, peer assessment)

● how personal, social and emotional needs are addressed

● transition issues (Key Stages 2/3 and Key Stage 4 and beyond)

● staff roles and responsibilities regarding more able and talented pupils

● resources

● staff development

● involving parents

● monitoring teaching and learning of more able and talented pupils –

observations, work sampling, planning, discussions with pupils and parents 

● an action plan for implementing the policy

● plans for monitoring and evaluation of policy 

● links with outside agencies/out of school hours learning.

50



SEC
TIO

N
 6: D

EV
ELO

PIN
G

 EFFEC
TIV

E W
H

O
LE SC

H
O

O
L PR

A
C

TIC
E

51

How can your school:

● involve all teachers in developing a policy for the education of more 

able and talented pupils?

● develop a training programme for staff, focussing on the needs of 

more able and talented pupils?

● adapt its assessment procedures to enable more effective identification 

and monitoring of the progress of more able and talented pupils?

● ensure that provision for more able and talented pupils is equally 

accessible to pupils from minority groups or who have physical 

disabilities?

● ensure that the curriculum for more able and talented pupils has 

suitable depth, breadth and pace?

● help subject specialists to incorporate appropriate provision for more 

able and talented pupils?

● involve parents in decisions about the education of more able and 

talented pupils?

Leadership and management

The headteacher and senior management team (in small schools, the whole

school team) have a key role to play in raising the profile of more able and

talented pupils in the school. The needs of more able and talented pupils should

be considered as an integral part of all whole school and subject policies and

development plans.

The coordination of practice and provision for more able and talented pupils 

will be strengthened by having a nominated member of staff as a ‘champion’. 

The coordinator will require support from senior managers to meet

responsibilities effectively. Such responsibilities may include:

● leading on the implementation of whole school policy

● liaising with subject colleagues to raise awareness of the needs of more able

pupils and to plan for enrichment and extension

● identifying more able pupils and sharing information with colleagues

● developing own expertise and leading on or arranging professional

development for others



● linking with partner schools to ensure effective transition of more able pupils

● liasing with parents, outside agencies, LEA

● overseeing resources

● monitoring and reporting regularly to headteacher and governors.

The governing body together with senior managers, need to consider the

effectiveness of school policy and practice for more able and talented pupils.

This will include areas such as staff development and the involvement of

parents/carers. The school should report to the governors on a regular basis and

this may be helped by nominating one governor to oversee policy and provision

for more able and talented pupils.

Monitoring provision for more able and talented pupils

At a South Wales high school, members of the Able Working Party

tracked individual KS3 pupils for a day. Using a monitoring form, which

focussed on learning, pupils were observed in order to establish good

practice and to pinpoint conditions and strategies which resulted in the

development of advanced skills. The findings of the monitoring, which

were shared with subject teachers, revealed interesting differences

between high achieving boys and girls showing that girls were generally

more cooperative, but were sometimes inhibited and reluctant to ask

searching questions of themselves and their teachers. The observations

also pinpointed some crucial approaches which aid learning such as using

conceptual rather than factual questioning. These findings have resulted in

a focus on teaching thinking skills in the school as a whole.
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How does your school:

● involve governors in securing appropriate provision for more able 

and talented pupils?

● support the role and responsibilities of a coordinator for more able 

and talented pupils?

● analyse attainment data, including performance data in sport and the 

creative arts?

● monitor the progress of all its pupils, including more able and 

talented pupils?

● monitor and evaluate the implementation of the whole school policy?

● secure the additional resources required, including text based and ICT, 

in order to give more able and talented pupils access to a wide range 

of research and information sources?

The role of the Local Education Authority (LEA)

It is important that the LEA takes a leadership role in supporting schools in

the development of good practice, and raises awareness of the fact that

meeting the needs of more able pupils leads to higher standards for all. 

The LEA may provide opportunities for schools to cooperate (for example, 

in cluster groups) in providing for more able and talented pupils. The LEA

needs to establish a policy with schools and take responsibility for organising

appropriate INSET opportunities so that schools can share effective practice

and further develop their knowledge and expertise. Training opportunities

should also be provided for senior managers and governors as well as for

coordinators and class teachers. The Welsh Assembly Government have

published Educating More Able and Talented Pupils: Guidance for LEAs (2003)

which will further support the development of high quality provision for more

able and talented pupils.



Whole school practice – a case study

Identification

A school in mid Wales uses a combination of teacher assessment and
appropriate tests to diagnose pupils learning needs, considering academic,
creative and practical abilities. The deputy headteacher produces a
spreadsheet which lists those more able pupils. If pupils are nominated for
a number of subjects, they are considered to be at the upper end of the
able category, i.e. most able. The school feels that some pupils will have
talents in areas such as physical skills, mechanical ingenuity, visual and
performing arts, leadership and social awareness, creativity, high general
intelligence or emotional intelligence.

Policy and provision

The school policy stresses the importance of a whole school approach.
Heads of department are responsible for ensuring that all pupils are given
appropriately challenging work which may include:

● activities which take account of the preferred learning styles of all 
pupils, i.e. visual, auditory or kinesthetic

● activities differentiated by input, outcome and/or pace 
(for example, investigations in science)

● opportunities for enrichment (greater breadth) and extension (greater 
depth) which avoids more of the same ‘low grade’ activities 
(for example, use of IT for research)

● the use of expertise in the community and involvement in competitions, 
special events and clubs.

This ‘curriculum of opportunity’ allows the initial identification of those
who are more able to be confirmed. Work schemes are planned to:

● allow individuality of response

● encourage creativity and imagination

● satisfy developmental stage rather than chronological age

● stress process, not just content, but even so try to use interesting content

● encourage high quality thinking

● provide many open ended situations

● give a sense of satisfaction and enjoyment

● open up further opportunities for research and development.
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Conclusion

There is no one formula that any school should adopt to develop provision

for more able pupils. Any strategies which are developed will emanate from

the strengths of the staff, the needs of the pupils and the opportunities

which arise from the community activities and personnel involved. 

In a school climate which celebrates individual differences across the range of

Multiple Intelligences, the school ethos will promote and support individual

differentiation. The key processes which allow for individual development

depend on the flexibility of the school organisation and the careful attention

that is given to lesson planning which should systematically build in

appropriate challenges for all pupils.

A system of education which caters for the diversity of pupils’ needs is

founded on the belief that pupils first need enriching opportunities to

discover their strengths and interests. Once identified, those strengths and

interests can be nurtured and supported and potential developed into

performance.



The 9 Intelligences (Gardner 1999)

Belle Wallace adds a ‘spiritual’ domain to the dimension of the ‘intelligence’,

and Howard Gardner has recently suggested a ‘naturalistic’ dimension. You are

invited to consider both concepts and to include them if you choose to.

A
ppendix 1
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Note: On page 7 careful differentiation is made between the ‘intelligence – the

‘what’ of learning’ and the ‘learning style – the ‘how’ of learning’. Within each

intelligence, pupils may prefer to learn through visual, auditory or ‘hands-on’

modes.

Reference: The 9 Intelligences. In Teaching the Very Able Child: Developing a Policy and Adopting Strategies for Provision. David Fulton Publishers.
(Belle Wallace 2002) (With permission).

Linguistic intelligence
Has an extensive vocabulary

Uses words creatively and intuitively
Is sensitive to shades of meaning

Is sensitive to the sounds and musicality of words
Has mastery of and can play with structure

Has awareness of the different purposes of language
Can use language to persuade, to process

information, to explain
Can reflect on personal use of language

Musical intelligence
Can hear music 'in the head'

Is sensitive to melody, tones, rhythms and patterns
Is intuitively aware of forms and movements

Can respond emotionally to sounds
Has a strong musical memory

Can play with musical patterns
Logical-mathematical
(scientific) intelligence

Can group and construct complex sets easily
Internalises and manipulates mathematical

or scientific concepts
Can hypothesise and infer consequences

Can manipulate symbols
Grasps the steps in reasoning

Appreciates and creates patterns
Can see the solution intuitively

Visual/Spatial intelligence
Has accurate visual memory of form and shape

Can manipulate and transform visual information
Can produce creative visual imagery
Is intuitively aware of spatial display

Can think in spatial patterns
Has a good memory for 
three-dimensional shapes



A
PPEN

D
IX

 1: TH
E 9 IN

TELLIG
EN

C
ES

57

© Belle Wallace (2000) Teaching the Very Able Child: Developing a Policy and Adopting Strategies for Provision. (NACE/Fulton Publication) 
David Fulton Publishers



General checklist for identifying more 
able and talented pupils

A
ppendix 2
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More able and talented children may:

● possess extensive general knowledge, often know more than the 
teacher, and find the usual reference books superficial

● show good insight into cause-effect relationships

● easily grasp underlying principles, and need the minimum of explanation

● quickly make generalisations and extract the relevant points from 
complex material

● have exceptional curiosity and constantly want to know why – 
are inventive and original when interested

● ask searching questions which tend to be unlike other children’s 
questions

● often see the unusual rather than the conventional relationships – 
are able to pose problems and solve ingeniously

● display intellectual playfulness, fantasise and imagine, and are quick 
to see connections and to manipulate ideas

● give inventive responses to open ended questions

● have a keen sense of humour in the unusual, and are quick to 
appreciate nuances and hidden meanings

● appreciate verbal puns, cartoons, jokes, and often enjoy bizarre 
humour, satire and irony

● criticise constructively even if sometimes argumentatively

● be unwilling to accept authoritarian pronouncements without critical 
examination, and want to debate and find reasons to justify the why 
and wherefore

● have mental speeds faster than physical capabilities so are often 
reluctant to write at length

● prefer to talk rather than write, and often talk at speed with fluency 
and expression

● be reluctant to practise skills already mastered, finding such practice futile
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● read rapidly and can retain what is read, and can recall detail

● listen only to part of the explanation and appear to lack concentration 

or even interest, but always know what is going on

● jump stages in learning, and are often frustrated by having to fill in 

the stages missed

● leap from concrete examples to abstract rules and general principles

● have quick absorption and recall of information, seem to need no 

revision, and are impatient with repetition

● be keen and alert observers, note detail and are quick to see 

similarities and differences

● see greater significance in a story or film and continue the story

● see problems quickly and take the initiative

● have advanced understanding and use of language, but are sometimes 

hesitant as the correct word is searched for and then used

● become absorbed for long periods when interested, and may be 

impatient with interference or abrupt change

● be persistent in seeking activity completion when motivated and often 

set very high personal standards – are perfectionists

● be more than usually interested in ‘adult’ problems such as important 

issues in current affairs (local and world), evolution, justice, the 

universe etc.

● be concerned to adapt and improve institutions, objects, systems, 

and can be particularly critical of school for example
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Reference: Wallace B (2000) Teaching the Very Able Child: developing a Policy and Adopting strategies for provision. London: David Fulton
Publishers (A NACE/Fulton Publication)

● be philosophical about everyday problems and common sense issues

● be perceptive in discussion about peoples’ motives, needs and frailties

● daydream and seem lost in another world

● show sensitivity and react strongly to things causing distress or injustice

● empathise with others, and often take a leadership role, are very 

understanding and sympathetic

● be confident and competent

● express own feelings

● attribute ideas to others

● be self-effacing

● reflect on own performance
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Subject-specific checklists

While general checklists can be used to identify more able pupils across the

curriculum, it is useful to identify pupils against subject-specific criteria,

especially at secondary level. This enables the school to identify those pupils

who may be manifesting ability within one or more subjects, and can indicate

pupils who have strengths in particular intelligences rather than across the

curriculum. The following checklists are useful for refining teacher observation.

In the following areas, more able pupils:

Language (English and Welsh)

● show close reading skills and attention to detail

● show attention to spelling and meaning of words

● are sensitive to nuance of language use, use language precisely

● cope well in dual language medium

● have a well developed, sophisticated sense and appreciation of humour

● have fluency and breadth of reading

● contribute incisive, critical responses, can analyse own work

● show pleasure and involvement in experimenting with language 

● are able to read with more meaning, drawing on inference and deduction, 

can ‘read between the lines’

● analyse insights confidently and precisely when discussing their own and

others’ writing intentions

● approach writing tasks thoughtfully and with careful preparation

● draw out relationships between different texts read

● are able to reflect on language and linguistic forms they encounter, having

insight into their own abilities 

● are able to transfer skills across the curriculum.

(Summary from: Geoff Dean ibid)

Adapted from: Eyre D and Lowe H (2002) (eds) Curriculum Provision for the Gifted and Talented in the Secondary School. London: David Fulton
Publishers (A NACE/Fulton Publication)



Mathematics

● grasp the formal structure of a problem: can generate ideas for action

● are able to generalise from examples

● recognise pattern: can specialise and make conjectures

● are able to generalise approaches to problem-solving

● reason logically: can verify, justify and prove

● use mathematical symbols as part of the thinking process

● think flexibly, adapting problem-solving approaches

● may work backwards and forwards when solving a problem

● may leap stages in logical reasoning and think in abbreviated 

mathematical forms

● remember mathematical relationships, problem types, ways of approaching

problems and patterns of reasoning.

(Summary from: Roy Kennard ibid) 

Science

● recognise patterns and relationships in science data: can form a hypothesis

based on valid evidence and draw conclusions

● use subject vocabulary effectively in construction of abstract ideas

● are aware of how the context influences the interpretation of science content

● think flexibly, generalise ideas and adapt problem solving approaches

● recognise and process reliable, valid and accurate data: can explain why data

is unreliable, invalid or inaccurate

● are able to evaluate findings and think critically

● enjoy reasoning logically.

(Summary from: Pat O’Brien ibid)
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Information technology

● use ICT hardware and software independently

● use ICT to support their studies in other subjects

● use ICT to solve problems

● use their skills and knowledge of ICT to design information systems and
suggest improvements to existing systems

● consider the purpose for which information is processed and communicated
and how the characteristics of different kinds of information influence its use

● consider the limitations of ICT tools and information sources

● consider some of the social, economic, and ethical issues raised by the 
use of ICT.

Geography

● possess wide ranging general knowledge about the world

● are enthusiastic observers of the world around them

● are intrigued by the workings of their own environments

● enjoy identifying patterns and similarities in different contexts

● appreciate the relationships of different scales of environments

● understand and begin to explain more complex inter relationships

● analyse confidently and draw conclusions

● draw meaningful generalisations from detailed information

● appreciate varying viewpoints and attitudes

● formulate opinions and use evidence to support own viewpoint

● creatively design and interpret spatial representations

● enjoy and can confidently use a wide range of visual resources including
maps and photographs

● have good information processing skills

● monitor and regulate personal work. 

(Summary from: David Leat ibid)



History

● are able to set both new and previously acquired information in a

chronological framework

● make confident use of conventions which describe historical periods and the

passing of time

● have a broad range of general and historical knowledge

● show a keen awareness of the characteristics of different historical periods

and the diversity of experience within each one

● aware of the provisional nature of knowledge

● make imaginative links between the topics studied and with other subjects in

the curriculum

● make suggestions which reflect independent thought concerning the

connections, causes and consequences of historical events, situations 

and changes

● debate the significance of events, people and changes

● are prepared to challenge interpretations 

● use a range of historical sources, including complex and ambiguous ones,

with confidence and perception

● ask searching historical questions, engaging in increasingly independent

historical enquiry and problem-solving exercises

● give increasingly sophisticated reasons for the selection of sources

● show a lively curiosity with regard to historical problems and debates

● reach soundly based evaluations and conclusions based on considered use of

evidence, and be prepared to support them with reasoned argument

● show determination and perseverance in investigating topics

● select and use historical information to illuminate a narrative, support an

argument or challenge an interpretation

● sustain a line of argument, making well balanced judgements

● use subject specific vocabulary and terminology with accuracy and confidence.

(Derived from: Sue Mordecai ibid)  
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Art

● analyse and interpret their observations and present them creatively

● draw on existing knowledge, make connections and draw on comparisons
with others’ work

● are enthusiastic and interested in the visual world

● enjoy experimenting with materials, able to go beyond the conventional

● can sustain concentration, constantly refining ideas

● have confidence using a wide range of skills and techniques

● quick to learn and transfer skills.

(Summary from: Mary Fitzpatrick ibid)

Physical education

(The following generic checklist is derived from Gardner (1999). Specific sports
and physical activities require differentiated and detailed checklists.)

● use the body with confidence in differentiated, expressive and 
imaginative ways

● are able to adapt, anticipate and make decisions

● have a good sense of shape, space, direction and timing

● have a good control of gross and fine body movements and can handle
objects skilfully

● produce a seamless fluency of movements with an intuitive feel for elegant
movement

● show high level of understanding of principles of health-related exercise 
and their application in a variety of activities

● are able to use technical terms effectively, accurately and fluently

● are able to perform advanced skills and techniques and transfer skills
between activities

● are able to analyse, evaluate their own and others’ work using results to
effect improvement

● take the initiative, demonstrating leadership and independence of thought.



Modern foreign languages

● show an interest and empathy to foreign cultures

● are curious about how language ‘works’, its meaning and function

● recognise grammatical patterns and functions of words

● are able to use technical vocabulary to discuss language

● use linguistic/non-linguistic clues to infer meaning

● identify and memorise new sounds and ‘chunks’ of language

● are able to listen and to reproduce sounds accurately

● are flexible in thinking, showing flair, intuition and creativity

● extrapolate general rules from examples, can make connections

● apply principles from known language to the learning of new ones

● have effective communication strategies.

(Summary from: Hilary Lowe ibid) 

Welsh second language

Many of the above points (MFL) will also be relevant to Welsh second 

language. In addition, more pupils:

● show interest in the Welsh language around them

● are keen to communicate with native speakers.

66



A
PPEN

D
IX

 3: SU
B

JEC
T-SPEC

IFIC
 C

H
EC

K
LISTS

67

Music

(The following is a generic checklist. Specific musical activities require detailed

and differentiated checklists.)

● hear music ‘in the head’

● have a strong musical memory

● demonstrate power of expression and skill beyond competency

● are particularly sensitive to melody, timbre, rhythms and patterns

● respond emotionally to sounds

● demonstrate coherence and individuality in developing musical ideas

● show a commitment to achieving excellence

● have the motivation and dedication to persevere and practise.

(Summary from: Frankie Williams ibid)

Design and technology

● readily accept and discuss new ideas

● link the familiar with the novel and see application in 2D or 3D

● conceptualise beyond the information given

● transfer and adapt ideas from the familiar to a new problem

● identify the simple, elegant solution from complex, disorganised data

● are able to represent ideas aesthetically in a variety of ways: visual, spatial,
verbal, mathematical

● reflect and be constructively self-critical

● independently research knowledge to solve problems

● demonstrate skilfulness and ingenuity in manufacturing skills and techniques

● show awareness of social/ethical considerations (e.g. finite supplies of
resources, sustainability).

(Summary from: Trevor Davies ibid)



Religious education

● recognise and express personal feelings and empathise with others

● are sensitive to social issues and concerned about equality

● construct and sustain a complex argument, integrating ideas from a 
number of sources

● are able to think independently, to intervene appropriately and continue 
an argument

● raise questions and see relationships between questions

● are able to reflect upon and integrate different kinds of knowledge

● appreciate the value system of others and defer judgement 
or conclusion

● can use intuition and personal experience as shared learning 
with others.

(Summary from: Mark Cope ibid)
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Personal and social education

● identify with the feelings of others

● reflect on personal mistakes and rectify them

● are self-confident

● have self-control

● are flexible and comfortable with change and novelty

● use effective communication skills

● build good relationships

● are able to persuade and negotiate

● work well collaboratively

● lead and inspire others

● are aware of social and environmental issues

● enjoy community activities

● are good in debate, discussion, role-play

● display honesty and integrity

● show initiative and persistence.

Derived from: Goleman D (1999) Working with Emotional Intelligence. London: Bloomsbury Publishing Company



Although it is important for pupils to be involved in deciding which intelligences 
are their dominant ones and within which they welcome challenge, it is 
important that teachers carefully observe pupils in a wide range of activities. 
By using both sets of data, both pupil preference and teacher observation are 
combined and can be used jointly to plan suitable learning activities. While 
celebrating pupil strengths, it is equally important to develop all the
intelligences across the curriculum.

Ways of thinking and learning

Everyone learns in a different way. Put a tick against each of the things you 
like doing. (You can tick as many boxes as you want.)

In each section, add up all of your ticks and write the total in the SCORE box. 
Your highest scores will tell you how you best learn.

1. Things I like doing – using words 

✓ ✓
Writing stories Making a speech

Writing poems Telling jokes

Talking Telling a story

Reading magazines Making up words

Reading books Learning a new language

Playing word games Doing an interview

SCORE

2. Things I like doing – maths activities

✓ ✓
Drawing plans Doing number puzzles

Playing card games Doing experiments

Inventing things Playing chess

Spotting the mistake Going to museums

Using a computer Playing board games

Drawing diagrams Giving directions

SCORE

Ways of thinking and learning across
the Multiple Intelligences

A
ppendix 4

70



A
PPEN

D
IX

 4: W
A

Y
S O

F TH
IN

K
IN

G
 A

N
D

 LEA
R

N
IN

G
 A

C
R

O
SS TH

E M
U

LTIPLE IN
TELLIG

EN
C

ES

71

3. Things I like doing – using pictures and shapes

✓ ✓
Doing jigsaws Visiting beautiful places

Drawing cartoons Making sculptures 

Doing puzzles Designing posters

Working on machines Taking photos

Putting up displays Taking things to pieces

Decorating my room Watching TV and videos

SCORE

4. Things I like doing – physical things

✓ ✓
Playing sport Acting in a play

Doing pottery or craft Gymnastics 

Going on field trips Using tools and machines

Doing design and technology Dancing

Doing judo or karate Training for athletes

Walking or swimming Running or cycling

SCORE

5. Things I like doing – musical things

✓ ✓
Singing songs Whistling or humming

Background music Unusual music

Collecting CDs Dancing 

Relaxing to music Going to concerts

Using a synthesiser Listening to classical music

Playing a musical instrument Finding music for a play or a concert

SCORE



6. Things I like doing – working with other people

✓ ✓
Coaching sports and games Working on a group project

Going to parties Showing others how to do something

Talking on the telephone Doing community work 

Brainstorming ideas Playing team sports

Giving someone advice Meeting other people

Doing drama and role play Arguing my point of view

SCORE

7. Things I like doing – working on my own

✓ ✓
Solving problems Having a hobby

Writing my diary Being independent

Being creative Talking about my feelings

Making my own decisions Doing my own project 

Being in my own room Reading and listening to music

Making up my own mind Studying on my own

SCORE

8. Things I like doing – being outdoors

✓ ✓
Growing flowers Watching Nature films 

Cycling in the country Keeping a pet

Cooking a meal Going on field trips 

Watching animal films Being in a garden

Sketching plants and animals Visiting or working on a farm

Visiting places that keep Walking/climbing in the country

wild animals

SCORE
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9. Things I like doing – finding out about the world

✓ ✓
Going to church Settling arguments

Reading ghost stories Looking at the stars

Being in a nature park Watching films about space

Debating and arguing Going to a space museum

Reading about the past Watching films like Lord of the Rings

Reading about Time Machines Finding out about things

SCORE

10. Other things I enjoy doing
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Parents’ questionnaire

Name of child: ________________________________________________________________

Date of completion: __________________________ Class: _________________________

What does your child do really well?

Whatever Bethan sets her mind to, she does really well. If she is praised for her

achievement then this spurs her on to do even better.

What single achievement do you think your child is proudest of?

Bethan has extremely high standards, but I think she’s really satisfied when she makes

other people happy, laugh or smile. She’s also proud of her academic achievement.

What sort of people does your child most like to be with?

Bethan enjoys the company of most people - provided they are kind and do not ridicule

others. She has friends of all ages,race and gender. She will listen to and share her

views with most people.

What do your friends most admire in your child?

Bethan’s ability to communicate and the way in which she can empathise with others,

her sense of humour and her intelligence, and honesty and integrity.

What does your child most enjoy about school?

Bethan loves the social aspect of school - the fact that she has ‘trustworthy’ friends in

her class. She enjoys most subjects but English, music and drama are her favourites.

She likes to achieve and have a good and friendly relationship with teachers.

What aspect of schoolwork does your child most enjoy?

Participating in class, she’s very verbal! She enjoys being actively involved e.g. science

experiments, drama, music. She likes art but finds it difficult to sketch from life.
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What does your child most like doing at home?

Reading, reading and more reading! She loves to make up adventure stories, design

different costumes, and play, she has a vivid imagination. At the moment she's developing

ideas for a book called 'The Zizziers'. She likes playing piano and teaching her friend

how to play piano.

What seems most important to your child at this time in his 
or her life?

Her friends and her academic status (she wants to stay in the top band at school).

Is there anything else which might help us identify your child's
particular gifts and talents?

If Bethan feels she may fail then she is reluctant to try. She needs plenty of

encouragement, people (including myself) sometimes expect the same ‘high achievement

standard’ and forget to praise her. We’re only human - but so is she and she’s only

eleven years old! If learning appears exciting to Bethan then she loves to learn. 

Like all children, if given an encouraging, relaxed and opportunity rich environment, 

she will develop and expand her talents. I’m her mother and she leaves me dumbstruck 

a lot of the time, but I do try!

If Bethan expresses a desire to learn about something in particular then I try to explore

with her all the avenues to find out about what she is interested in.

It’s really important that she has new opportunities available to explore.

P.S.

I found the ‘single achievement’ question difficult because I couldn’t think of one in

particular.

After I had filled in the questionnaire I gave it to Bethan to read to see if she agreed

or disagreed with anything I had written. She said ‘It's cool mam, but you’ve spelt

‘Zizziers’ wrong - it should be ‘Ziziers’!!

When I asked Bethan about the ‘single achievement question she said ‘I don’t know of a

particular one because I’ve had so many’! She wasn’t boasting - she just said it so

matter of fact!

Reference: Parental questionnaire: Taken from Gifted and Talented Learners: Creating a policy for Inclusion. 
(Hymer and Michel 2002) (With permission) 
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Discussion of the questions at the end of each section should enable you to

complete the following audit. In the second column, use the numbers 1-5 to

describe how you judge the current situation, where 1 indicates high

performance, 3 is satisfactory and 5 indicates an area for development. In the

third column, enter the action required.  

Following the audit, schools may wish to produce an agreed, written policy, 

or ensure that all important aspects are included in other relevant policy

documents (for example, assessment, curriculum, pastoral care, staff

development, schemes of work). The actions described in the third column will

provide a basis for an action plan relating to provision for more able and

talented pupils, in which initiatives can be prioritised, lead personnel and roles

identified, and target dates and evaluation criteria set.  
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The school has a definition of 
‘more able and talented’ which 
takes account of the school context.

Staff have a good awareness of 
recent theories regarding 
learning and high performance.

A variety of strategies are used
to identify more able and 
talented pupils.

A range of data is analysed to 
identify potential and monitor 
progress of individual pupils, 
and of minority groups.

A variety of organisational 
strategies are in place to provide 
for more able and talented pupils.

All subjects include reference in 
their curriculum plans to more 
able and talented pupils. 

All teachers take account of 
pupils’ differing abilities and 
learning needs in their planning.

All subjects provide appropriate 
challenge for more able and talented
pupils, with good variety of 
enrichment and extension activities. 

There are many opportunities for 
extra-curricular enrichment and 
extension activities.

The school has equity of provision 
and access, and high expectations 
for all pupils.

There are sufficient and varied 
resources to support the 
education of more able and 
talented pupils.

Roles and responsibilities for leading,
monitoring and evaluating 
initiatives relating to more able 
and talented pupils are clear.

Parents are involved in decisions 
relating to the education of more 
able and talented pupils.

Issue Current situation Action required
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National Association of Able Children in Education (NACE)

http://www.nace.co.uk

The 21st Century Learning Initiative

http://www.21learn.org

Learning Brain

http://www.learningbrain.com 

Intelligence in Seven Steps by Howard Gardner

http://www.multi-intell.com/articles/gardner.htm 

Learning Style links

http://www.snow.utoronto.ca/Learn2/resources/stylelinks.htm 

National School Improvement Network

http://www.ioe.ac.uk/iseic

Campaign for Learning 

http://www.campaign-for-learning.org.uk 

Xcalibre

www.xcalibre.ac.uk

Department for Education and Skills (England)

www.standards.dfes.gov.uk/excellence/policies/giftedandtalented 

Gifted and Talented Coordinator training 

www.brookes.ac.uk/schools/education/ablepupils/

Academy for Gifted and Talented Pupils

www.warwick.ac.uk/gifted

QCA guidance on gifted and talented pupils in England
www.nc.uk.net/gt/ 

World class tests
www.worldclassarena.org

ALCs
www.advanced-learning-centres.org.uk 

Resources for teachers
www.thethinkingclassroom.co.uk

Accelerated learning
www.alite.co.uk
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Advancement of Philosophical Enquiry and Reflection in Education
www.sapere.net  

Philosophy for Children
www.dialogueworks.co.uk  

Thinking skills – Robert Fisher
www.teachingthinking.net 

Thinking skills – Edward De Bono
www.edwdebono.com

National Association of Gifted Children
www.nagcbritain.org.uk

Resources and policy documents
www.icteachers.co.uk/resources/resources_policies.htm  

Resources for learning
www.edwebproject.org/edref.mi.intro.html 

Becta advice on ICT and more able pupils 
www.ictadvice.org.uk/index.php?section=tl&cat=002002&rid=631

Resources on learning styles 
www.support4learning.org.uk/education/lstyles.htm

Resources on learning styles and multiple intelligences 
www.callington-comm.cornwall.sch.uk/teaching&learning/teach&learn.htm

ESRC teaching and learning research programme 
www.learntolearn.ac.uk/home.php3

Papers on multiple intelligences and learning 
www.uwsp.edu/education/lwilson/learning/index.htm
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