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In January 2001, Nord Anglia were commissioned by the DfES to carry out a research 

project aimed at evaluating the effectiveness of the introduction of the G&T strand 

within Excellence in Cities during its pilot year, 1999 – 2000.  The team were asked 

to make recommendations for improvement and to identify good practice which 

would be helpful to the Department and also to LEAs and schools who were to be 

included in subsequent phases of the initiative. 

 

The Nord Anglia team was led by Chris Webster who has a specialist responsibility 

for advising schools in Lancashire on their provision for Gifted & Talented pupils, a 

post he has held for seven years. 

 

The strategy adopted by the team was to first devise a questionnaire for the strand co-

ordinators to complete (see appendix 1).   After allowing time for consideration of the 

questions, the strand co-ordinators were visited by members of the team to talk 

through the questionnaire together.  The strand co-ordinators were asked to identify 

good practice in their schools for us to follow up, and effective lead and school co-

ordinators for us to contact.  Two more questionnaires were devised for the lead and 

school co-ordinators who were nominated (appendices 2&3).  The research at the 

school and cluster level is not therefore a representative sample of all schools though 

some strand co-ordinators chose to nominate a cross section rather than singling out 

an individual as being better than the rest.  Approximately fifty schools were sent the 

lead and school questionnaires. 

 

The team were very conscious of the extent to which the success of the research 

project relied on the good will of strand, lead and school co-ordinators and would like 

to thank all those people who provided them with information. 
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Section one – a summary of the main findings 
 

Good quality provision for G&T pupils covers a wider range of issues than 

some schools realise.  A fundamental change of approach to the ways in which 

teachers teach may be required.  Some departments encourage discussion about 

pedagogy whilst others only seem to discuss administration.  The range of study 

support activities (though not necessarily the quality) and identification procedures 

are the two main areas of relative strength in schools.  But where provision for G&T 

pupils is most effective, teachers are adapting their teaching styles to suit the preferred 

learning styles of their pupils.  This requires a great deal of reflectivity on the part of 

schools and departments and a willingness to talk about pedagogy.  In schools where 

this is an established part of their self-evaluation procedures, good quality provision 

for the gifted and talented cohort is developing rapidly. 

 

 

A) Characteristics of good practice 

 

1. The strand co-ordinator has expertise, status, time, administrative support and 

experience of working across schools at the management level. 

 

2. The partnership produces a clear development plan with carefully thought out 

success criteria and this is clearly communicated to all the schools. 

 

3. The partnership carefully considers the funding which will be delegated to the 

partnerships and the schools and the proportion which will be retained for central 

training. 

 

4. Training programmes are carefully planned by the strand co-ordinator so that 

school co-ordinators have the training they need before being asked to produce 

their school materials and training programmes. 

 

5. The monitoring and evaluation of both spending and provision is carefully 

planned by the strand co-ordinator and forms part of the LEA’s quality control 

procedures. 

 

6. The clusters are set up strategically to enhance the dissemination of good practice 

and to support schools at their various stages of development. 

 

7. Careful consideration is given to the choice of lead co-ordinator.  They have the 

imagination, enthusiasm, time and status to enable them to be effective and they 

are strongly supported by the strand co-ordinator and by all the headteachers in 

the cluster. 

 

8. The lead co-ordinator sets up subject specific training for representatives from 

departments within the cluster, perhaps arranging for a subject specialist to work 

with the teachers on an ongoing action research project. 
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9. Within schools the co-ordinators are chosen with care.  The role is advertised, has 

responsibility points attached to it as well as a substantial amount of safeguarded 

time and administrative support.  It is seen as a high status responsibility. 

 

10. The headteacher gives very public support to the school co-ordinator.  He/she 

works with the school co-ordinator to ensure that heads of department  produce 

action plans on developing their teaching and learning programmes, that they set 

targets within their provision for the G&T cohort and that progress towards 

achieving those targets is monitored through the school’s self-evaluation 

procedures.  He/she gives the co-ordinator control of the G&T budget. 

 

11. Through training, all the teachers in the school become adept at identifying their 

G&T pupils by using a range of wide range of indicators.  The makeup of the 

cohort is constantly assessed and evaluated and strategies exist to move pupils out 

of the cohort as well as in (perhaps into another “special” programme so as not to 

demotivate). 

 

12. Provision for the G&T pupils within the school shows a wide range of approaches 

including acceleration and/or enrichment and is based upon a detailed examination 

of individual needs, abilities, aptitudes and interests.  Provision is not just 

something extra given to the cohort after school but also evident in changes to 

teaching strategies and learning experiences for these pupils in every lesson. 

 

13. The pastoral needs of the G&T cohort are given high priority and there is a 

programme of working with pupils to negotiate attainment targets as well as wider 

objectives.  The school very openly involves parents in both identification and 

provision. 

 

14. The co-ordinator invites departments to bid for funding to develop their G&T 

provision against very specific success criteria. 

 

15. Teachers are accustomed to discussing pedagogy and time is set aside at meetings 

to discuss and to share successful practice. 
 

 

B) Strengths of current provision 

 

1. In general there is a great deal of enthusiasm at every level for the G&T strand. 

Expertise is following some way behind but is developing. 

 

2. Schools have become much more expert at identifying G&T pupils over the 

course of the initiative. 

 

3. Summer school activities have been extremely successful overall.  Taster courses 

at universities have often dramatically changed the attitudes of both pupils and 

teachers. 

 

4. The range of study support activities taking place in schools and out of school is 

extensive. 
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5. Whilst some clusters of schools have had problems, the majority of strand, cluster 

and school co-ordinators are very positive about the advantages of clustering.  

Some of the northern strand co-ordinators have also clustered very effectively. 

 

 

C) Weaknesses of current provision 

 

1. Insufficient time has been allocated to the majority of strand, cluster and school 

co-ordinators to enable them to fulfil their role effectively. 

 

2. The role of the strand co-ordinator has not been given sufficient consideration by 

many partnerships and the status given to the role, the levels of experience and 

expertise and the time allocation vary enormously from partnership to partnership. 

 

3. There has been a lack of continuity in the role of strand co-ordinator.  Many 

partnerships were slow to appoint and many have had several different co-

ordinators in post already. 

 

4. In some partnerships, the setting up of clusters has been slow and has lacked a 

coherent strategy. 

 

5. Difficulties over teacher staffing have hampered the development of the strand at 

every level. 

 

6. Some school co-ordinators have met resistance from some departments.  Often 

this has centred on the term “gifted” which some teachers are uncomfortable with. 

 

7.  A number of schools admit that their cohort is unrepresentative of their school as 

a whole.  The biggest imbalance is in terms of social class. A small number of 

schools miss the point over under-representation and suggest that gender, racial or 

social groupings are irrelevant – they simply look at ability.  This reveals a failure 

to understand underachievement. 

 

8. Many schools involve parents less than they might in both identification and 

provision. 

 

9. Very few schools have strategies for moving pupils out of the cohort as new 

pupils are included.  Whilst the reluctance to do this is understandable it does 

mean that the funding for the strand is diluted as the size of the cohort grows and 

cohorts should not, therefore, exceed 10% of the population in any year group.  

The practice of running larger cohorts obviously puts pressure on a finite amount 

of funding, for example on funding adequate amounts of non-contact time for the 

co-ordinator. 

 

10. Pastoral support for G&T pupils is under-developed in many schools. 

 

11. The development of high quality teaching and learning for G&T pupils is slow in 

many schools. 

 

12. Training at the department level is under-developed. 
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13. Links between the G&T strand and other strands within EiC are under-developed. 

 

14. Monitoring of the strand against properly thought out success criteria is under-

developed at every level. 

 

 

D) Recommendations 

 

1. More time needs to be given to the majority of strand, cluster and school co-

ordinators to allow them to fulfil their roles effectively.  At the cluster and school 

level this time needs to be safeguarded. 

 

2. Partnerships need to have clear views about the role of strand co-ordinator.  

Ideally the co-ordinator should have expertise in the field, experience of working 

across schools at the senior management level and adviser status.  More thought 

needs to be given to appointing the co-ordinator early and maintaining the 

continuity of the role.  The time commitment given to the role should be based on 

the number of schools in the programme. 

 

3. Monitoring of the initiative should be built into the school improvement visits by 

the advisory service. 

 

4. Strand co-ordinators should consider ways to improve communication with their 

clusters and schools so that there is a better awareness of partnership targets in the 

schools. 

 

6. Strand co-ordinators need to be more strategic about funding arrangements, basing 

decisions on identified need rather than simply devolving all the money to 

schools. Whilst this may be unpopular with the schools there is substantial 

evidence that where, for example, strand co-ordinators have focused funding on 

training and curriculum development it has been of high quality. 

 

7. Strand co-ordinators should identify “beacon departments” or “beacon elements” 

within their schools as centres from which to disseminate effective practice.  

Whilst few schools are good at everything, the majority of schools have 

something which they are doing well and which they could demonstrate to others. 
 

8. Clusters of schools provide an effective model for development but some 

partnerships need more persuasion towards this view.  Partnerships also need to be 

more strategic in setting them up and lead co-ordinators need greater support from 

all the senior management teams in the cluster. 

 

9. The role of lead co-ordinator needs enhancing.  It needs a substantial time 

commitment allocated to it and this time must be safeguarded.  A minimum of 0.4 

of a week is our suggestion.  It is entirely unreasonable to expect lead co-

ordinators to operate effectively on their current time allocations. 

 

10. Headteachers need to be fully committed to the development of the strand if it is 

to flourish. 
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11. The status of the school co-ordinator and therefore his/her impact needs enhancing 

by:- 

 Attaching responsibility points to his/her post 

 Advertising and interviewing for the post 

 Awarding and safeguarding a realistic amount of time to the role 

 Providing administrative support 

 very evident ongoing support is given and is seen to be given by the SMT 

 

12. The school co-ordinator should have control of the budget and departments should 

be invited to bid for financial support within very clear parameters. 

 

13. Schools should consider involving parents more in both identification and 

provision.  Though some schools are reluctant, better communication with 

parents, which includes talking to them about how they can help, can actually 

alleviate the pressure from parents which some schools seem to fear. 

 

14. Schools need to develop strategies for moving pupils out of their G&T cohort as 

other children move in. 

 

15. Pastoral support for G&T pupils needs greater consideration in most schools, for 

example by using learning mentors. 

 

16. More thought needs to be given as to how study support activities can be built 

upon to enhance everyday teaching and learning activities. 

 

17. Subject teachers need more specific training on what good quality provision for 

G&T pupils looks like in their department to enhance the quality of teaching and 

learning programmes. 

 

18. Teachers need to be more aware of the need to tailor provision to the preferred 

learning styles of groups and of individuals.  Extending pupils by accelerating 

their learning or by enriching the standard curriculum are equally valid 

approaches which teachers should consider after assessing the child’s needs. 

 

19. Clusters and schools should consider the action research model of professional 

development where departments work together with a subject specialist on 

developing programmes or activities and then each try these out in the classroom 

before meeting and discussing further.   

 

20. Schools should consider how the G&T strand might benefit from links with other 

strands, for example using learning mentors with under-achieving members of the 

G&T cohort. 

 

21. Strand, cluster and school co-ordinators need to develop monitoring and 

evaluation strategies set against properly thought out success criteria. 

 

22. More thought should be given to how school co-ordinators can work together with 

departments on setting and achieving targets. More progress may well be seen if 

the senior management team within schools asks heads of department to take 
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greater responsibility for setting targets and delivering them.  Provision could be 

monitored as part of the departments’ self-evaluation procedures. 

 

23. Target setting is a valuable tool in raising standards and the quality of provision 

but more thought needs to be given to the range of targets and to the success 

criteria.  Consideration should be given to the following points:- 

 good exam grades may be only a milestone on the way to a broader and 

deeper educational experience rather that an end in themselves 

 pursuit of examination grades alone may narrow the educational 

experience rather than broadening it 

 early examination entry may be inappropriate for some children 

 the number of out of school visits completed by a school is not a valuable 

criterion of success 

 changes in attitude or motivation are difficult to quantify 

 the ultimate success criteria should focus on  producing creative thinkers 

rather than training pupils to pass exams 

 

The most effective schools are those who have realised that provision for G&T 

pupils is not something extra that you do, but something that has fundamental 

implications for the way teachers teach.  They have adopted the adage “if 

children don’t learn the way we teach, perhaps we should teach the way they 

learn”.  There is evidence that where schools, departments and individual 

teachers are prepared to question what they do and why, they are making a 

significant impact on the quality of the pupils’ learning experiences. 
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Section 2 – A Summary of the Responses 
 

A) Questionnaire for strand co-ordinators 

 
1) Your own background 
   

Status & variability of SC role 

  The time and status given to the co-ordination of the strand at the 

partnership level has been variable.  Where existing school inspector/advisers were 

chosen to co-ordinate the strand, it quite quickly became embedded into existing 

structures and monitoring and evaluating progress have been systematic, often being 

built into existing school improvement visits.  Many of these strand co-ordinators 

have expertise in the field, experience of working across schools at a senior level, and 

the authority to drive the initiative forward.  However, the role is rarely their only 

responsibility and time constraints have limited their effectiveness.  

 

  Other strand co-ordinators have been teachers temporarily seconded 

into the post.  Some of these people are excellent but others, whilst they often have 

more time allocated to the role, do not always have the status or the expertise to lead 

the strand effectively.  In these instances, monitoring is sometimes little more than a 

friendly chat with the co-ordinator and their role is sometimes little more than that of 

administrator.  Several partnerships have bought in an outside consultant to manage 

the strand.  In those partnerships, responses to our questionnaires often mentioned less 

satisfactory support from an individual than they would have expected from the LEA 

as a whole. 

 

  Provision of adequate administrative support to the strand co-

ordinators is an issue linked to their status.  The majority complained that existing 

arrangements were inadequate.  Most could tell stories of days spent photocopying 

newsletters and licking envelopes.  This seems to be a very simple problem to 

address. 

 

  Overall, staffing at the strand co-ordinator level has been turbulent.  

Some authorities were slow to make the initial appointment and in those authorities 

the initiative was slow to take off.  Only a very few of those original strand co-

ordinators are still in place.  This has led to problems over continuity. 

 

Time 

  The appointment of strand co-ordinators, when there was little 

understanding of the role has led to wide variations in time allocations.  Many are 

trying to carry out the role with several other responsibilities.  Even those who are 

appointed full time are responsible for a caseload varying from 92 schools in one case 

to 12 in another. 

 

Training 

 Though some strand co-ordinators were appointed with expertise in the 

field, many were not and very few have been provided with training.  This has 

resulted in some instances where strand co-ordinators with no training or expertise 
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were expected to guide lead co-ordinators who had been through the national training 

and were therefore more aware of the issues.  In the course of the year, the DfES 

made training places available and some strand co-ordinators were able to take 

advantage of this but it has been ad hoc. 

 

2) Can you say what you have done and the approximate proportion of 

your time you have spent on the following areas:- 
 

Training 

 Most strand co-ordinators provided generic training for their schools in 

the early stages of the pilot year and many had moved on to organising subject 

specific training and training in study skills at the partnership and cluster level.  The 

majority agreed that there was a pressing need for further training for teachers, 

particularly in the preparation of teaching and learning programmes. 

 

Monitoring 

 Though examples of good practice are evident (see good practice 

guidance), many strand co-ordinators agree that monitoring is not yet well 

established.  This is predictable, as the main thrust in the first year was to get things 

up and running.  Where monitoring has taken place it has often concentrated on the 

activities which have taken place (inputs) rather than their effectiveness (outcomes).  

Some partnerships have built the monitoring and evaluation of the G&T strand into 

their regular school improvement visits by their inspector/advisers and where this has 

happened the monitoring has generally been much more hard-edged. 

 

 Monitoring of spending has been difficult.  Some strand co-ordinators 

have been quite effective in gathering details of spending, for example by asking for a 

detailed breakdown of the previous year’s account before releasing funding for the 

subsequent year.  Others have failed to gather much detail on how the funding has 

been used, sometimes because the school co-ordinator has no access to the school’s 

budget and therefore no information to give.  On other occasions school have ignored 

requests for the information. 

 

Disseminating practice 

 Most partnerships have relied on the clusters to disseminate good 

practice and therefore much has depended on the effectiveness of clustering 

arrangements.  Strand co-ordinators have passed on ideas on their visits to schools and 

at co-ordinator meetings.  There is some evidence that strand co-ordinators with 

expertise in the field have been more effective at identifying good practice and then 

tailoring it to a particular set of circumstances in their schools.  Many partnerships use 

newsletters and some are developing websites as an effective means of disseminating 

good ideas.  Overall, the extent to which partnerships, clusters and schools have been 

prepared to look outwards for new ideas has been a most significant issue.  There are 

examples of partnerships, clusters and schools who do not look around for good 

practice elsewhere and this has significantly hampered their progress. 

   

Facilitating clustering arrangements 

  There was no consistent pattern to this response.  Some strand co-

ordinators found this element of their role simple and they were able to quickly start 

working with their clusters.  Others described real difficulties where they had had to 
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spend much of the pilot year negotiating the makeup of the clusters.  Obviously this 

prevented them moving on to the real issues. 
   

 

 Supporting out of school projects or activities 

  This was one of the more straightforward aspects of the role.  Schools 

and clusters very quickly embraced this aspect of the initiative and most strand co-

ordinators were able to list activities covering several pages.  A small number of 

strand co-ordinators voiced some concern over pupils in the cohort appearing to 

hardly ever be in school and some had given guidance to school co-ordinators on 

restricting the amount of time spent out of school. 

 

Establishing links with Further Education, Higher Education or the 

business community 

  Almost all the strand co-ordinators spoke enthusiastically about links 

with Higher Education, both in terms of the quality of the collaborative work which 

had taken place with both teachers and children, and the way in which the 

expectations of teachers and aspirations of pupils had been lifted by the experience.  

Relatively few examples of links with Further Education or the business community 

were found. 
 

 

 

3) Was there any kind of clustering framework in your LEA on which 

EiC could build or did you have to devise one?   
 

Overall impressions 

 In the section on our questionnaire which invited strand co-ordinators 

to nominate the most effective and least effective aspects of the strand, clustering was 

the issue which appeared most often in both categories.  For some schools, working 

with other schools has been refreshing, rewarding and a real source of support.  For 

others it has been the aspect which they feel has most hampered the development of 

the strand. 

 

Strategy behind clustering of schools 

  The reasoning behind the establishment of clusters has been very 

varied.  Some partnerships simply continued previous practice, others chose 

geographic clusters, whilst others approached the issue more strategically.  The 

strategic planners sometimes chose groups of similar schools and sometimes very 

different schools, for example grouping a beacon school, a low attaining school, an 

average and a high attaining school together.  Whilst this last method has some 

potential difficulties in establishing relationships there is compelling evidence that 

where these have been overcome, the clustering activities which followed have many 

potential benefits around increasing awareness, expertise and expectation within both 

staff and pupils. 

 

Building the strand on to existing structures 

 Very few partnerships were able to point to existing clusters of 

secondary schools, indeed many strand co-ordinators described situations where very 

competitive relationships previously existed between schools.  There is some 
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evidence that where LEAs already enjoyed good relationships with their schools and 

they were able to use structures which were already in place rather than starting from 

scratch, the initiative took off more quickly and more effectively.  In a small number 

of partnerships, debates about the role of the LEA, the proposed structure, 

appointments and funding arrangements seem to have taken up much of the pilot year 

and very little progress was made.  Examples of these structures include: - 

 an adviser for G&T already in place and therefore some 

understanding of G&T within the authority  

 ready made school clusters 

 mutual trust over funding 

 established school improvement visits by LEA advisers which were 

then able to embrace the strand so that advice was regularly 

available and monitoring was hard edged. 

 

Potential advantages of working together with other partnerships 

  The pairing of the northern boroughs has largely worked well at the 

strand co-ordinator level.  Even more effective has been the “Trans-Pennine group” 

which appears to be a powerhouse of ideas and mutual support and is universally 

praised by all its participants.   

 

 

4) Did the lead co-ordinators emerge fairly easily in your clusters or 

did you have to persuade them to take on the role? 
 

  Some strand co-ordinators recounted difficulties in recruiting lead co-

ordinators and usually this was linked to the problems around clustering in general 

which were described earlier.  Predictably these co-ordinators tended to be the least 

enthusiastic and therefore the least effective.  Overwhelmingly, however, the strand 

co-ordinators praised the skill and effectiveness of their lead co-ordinators. 

 

 

5) Can you identify aspects of the project which you feel have gone well 

and say why? 

 
  Responses to this question were obviously many and variable 

according to local circumstances but many talked of raising awareness and raising 

expectations of pupils and many talked of the rewards in working together with other 

schools and colleagues.  The main issues are picked up elsewhere. 

 

 

6) Can you identify aspects of the project which you feel have not gone 

well and say why? 
 

  The most common complaint was time, both in terms of the timeframe 

imposed by the initiative and the lack of available time to carry out the work.  Those 

with unpleasant experiences of clustering listed that too.  The main issues are picked 

up elsewhere. 
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7)  Can you nominate one or two examples of “good practice” in your  

schools and say why you have nominated them?   
 

  Good practice identified by the strand co-ordinators was 

overwhelmingly within the areas “an effective co-ordinator”, 

“effective/comprehensive identification procedures” and “enrichment activities taking 

place outside the classroom or outside the school” 

 

 

8) To enable us to follow up examples of good practice, can you 

nominate for us particularly effective lead co-ordinators and school 

co-ordinators 
 

  Some strand co-ordinators were reluctant to single out individuals as 

being better than others and so gave us a cross section. 

 

9) Can you explain briefly how the funding arrangements for the 

strand operate in your LEA? Who holds the budget and who 

monitors it? 

 
  Funding arrangements vary widely according to the proportions of 

budget retained at the partnership level, earmarked for cluster activities and devolved 

to schools.  Predictably some strand co-ordinators complained that too much was 

devolved and some schools complained that too much was retained centrally.  There 

is strong evidence that where partnerships have retained funds to set up training, 

particularly subject specific training, and have arranged for experts to lead it, it has 

had a powerful impact.  Groups of teachers have then been able to work together 

across the cluster or partnership on developing teaching and learning programmes.  

More detail on this is provided in the good practice guidance.  There are also 

examples of extremely effective cluster activities when funding has been ring-fenced 

for that purpose.  Where almost all the funding has been devolved there is less 

evidence of good practice emerging.  Cluster and partnership activities which have 

depended on schools buying in to them have sometimes been cancelled through lack 

of interest, lack of co-operation or the failure of the senior management teams in 

schools to release teachers to take part.  Obviously where the activities have not taken 

place there has been no benefit to anyone. 

 

 

10) Can you describe any special projects or partnerships which have 

been set up between schools or across the LEA. (eg links with HEIs, 

business and industry, independent schools and/or other agencies) 

 
  Partnerships with Higher Education Institutions were almost 

universally acclaimed as being hugely beneficial and had evolved in a variety of 

ways.  Links with other agencies were very limited. 
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11) Can you say what criteria you, the clusters and the schools use to 

evaluate the effectiveness of work within the G & T strand? 

 
  Partnerships were following the advice of the Department very closely 

and were using the recommended criteria. 

 

 

12) Have you made any special arrangements to support struggling 

schools or departments? 
 

 The most common responses to this question were:- 

 the strand co-ordinator paid particular attention to those schools 

 the cluster was a valuable source of support 

 funding was both a carrot to encourage involvement and a support in itself 

 

13) How did you identify any Centres of Excellence in your LEA? 
 

  There were very few examples of this happening and some strand co-

ordinators were hostile to the idea suggesting that it could be a barrier to schools 

working together.  Several strand co-ordinators made the point that it was 

unreasonable to expect a school to be excellent across the board and there might be 

some mileage in identifying aspects of provision which a school did well or particular 

departments in a school who had good practice to share. 
 

 

 

B) Questionnaire for Lead Co-ordinators  
 

1. How effectively have you been resourced for your role in terms of 

time, admin. support, funding etc? 
 

Calibre & status of the cluster co-ordinators and time allocated to them 

  The calibre of the lead co-ordinator is probably the most significant 

feature in the effectiveness of the cluster.  The status of the co-ordinator (for example 

a senior manager in their school) has sometimes been a factor in their ability to 

negotiate between schools but their enthusiasm has been an even bigger one.  Almost 

all complain of a lack of time to do the job. The majority of lead co-ordinators who 

responded complained of impossible time demands put upon them (some had no time 

allocation whatsoever for the role in the first year). The vast majority spend far more 

time on the role than they are allotted and many lose some of that scarce time 

covering for absent colleagues.  Some schools have said they will not take part in joint 

activities again because they are not well organised and this has often been because 

there has been insufficient time to organise them properly. There is an urgent need for 

partnerships to consider increasing the allotted time, perhaps even to full-time 

attachment in some cases, and certainly to more effectively ring-fence the time 

allotted. 

 

  Time constraints have also prevented co-ordinators from completing 

the national training. 
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  Some clusters adopt the very sensible strategy of releasing the school 

co-ordinators at the same time each week to facilitate meetings. 

 

  Overall, the vast majority of lead co-ordinators seem very effective and 

with more time they could become more effective still. 

  

 

2. Do you have a job description specific to your lead co-ordinator 

role? 
  Very few of our respondents had a job description which covered this 

element of their role. 

 

3. Do you see your role as leading change or being there to offer advice 

when asked? 
 

Evolution of the role 

  There is considerable evidence that the role of the most effective lead 

co-ordinators has evolved markedly in two ways.  Firstly, it has become more 

proactive in driving forward appropriate activities rather than just chairing meetings.  

Secondly, as the co-ordinators have picked up expertise in the area they have often 

moved from a largely administrative stance to more of a consultant/expert role.  There 

are several instances of lead co-ordinators being recruited into strand co-ordinator 

roles. 

 

4. How effective do you feel your training has been? 
 

National training for co-ordinators 

  The national training provided by Westminster College attracted many 

comments.  Whilst at first sight many of these appear critical, the problem is really 

related to the previous point about time.  Lead co-ordinators overwhelmingly felt they 

did not have enough time to complete a comprehensive and intellectually demanding 

course and many failed to do so.  It is important to be clear about this.  In our view, 

the content of the course is good and the innovations set up by Westminster College 

to support co-ordinators are effective and highly regarded.  Documentation provided 

as part of the training is being used in many schools.  However the timeframe of the 

initiative, which has often expected co-ordinators to do the job before they received 

the training, and the time-commitment put upon staff whilst they were already 

severely under pressure has led to frustration.  A large number have told us that, given 

the time pressures under which they are working, they would have preferred training 

which helped them more with their day-to-day logistical problems.  Changes have 

since been made to address this issue. A personal development Plan has been 

introduced which includes the setting and monitoring of individual and school targets 

and records progress against these targets. The training is now more immediately 

linked to co-ordinators’ activities in schools and to the problems and issues they are 

facing. 
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5. How effective is the support you get from the L.E.A.? 

 

  The majority of respondents were very positive in their response to this 

question.  Some complained about lack of continuity when strand co-ordinators had 

been replaced and some complained that where an outside consultant had been bought 

in part-time they were not always available to answer queries. 

 

6. Do you think the schools see you as an “expert” within G&T, or a 

“facilitator” or both? 
 

  The vast majority of responses said “both”. 

 

7. Can you list the good things about clustering arrangements and 

some of the difficulties as you see them? 
 

Clustering for “talented” activities 

  There is some evidence that cluster activities involving pupils working 

together have been more successful in the “talented” areas.  Many schools talk 

enthusiastically about art workshops, music workshops or drama days whereas 

activities within academic subjects have sometimes been less successful because of 

differences in pupils’ ability.  On some occasions this has caused embarrassment and 

a reluctance to take part again.  There is a need for better planning of these activities 

so that potential problems can be avoided. 

 

 Clustering for curriculum development 

  Cluster activities where teachers have met together for curriculum 

development work has often had a very marked impact back in the schools. 

 

Clustering Positives 

 A potential powerhouse of ideas, for example where representatives from 

subject departments meet to draft materials or teaching and learning 

programmes.  A number around five or six appears significantly effective 

– large enough to generate ideas but small enough not to discourage 

reluctant contributors. 

 Economy of scale to finance visiting experts. 

 A real air of excitement from children around many activities – meeting 

new people, working independently on projects etc. etc. 

 A similar excitement among many teachers – many anecdotes around “this 

curriculum development work has given me a new lease of life”, “this is 

what I came into teaching for” etc. etc.  Some Heads of Department 

describe the boost given to “worn-down” members of staff. 

 

Clustering Negatives 

 Some instances where talking to the school down the road seemed an end 

in itself rather than a means to an end 

 Some instances where schools saw no value in clustering – “we have 

nothing to learn from other schools” 

 Lack of confidence in what they were doing meant some teachers were 

reluctant to share it for fear of ridicule 
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 A similar lack of confidence in some pupils.  When we interviewed groups 

of pupils on school visits a number described feelings of inadequacy 

arising from cluster activities 

 Some schools perceived as “not pulling their weight – don’t turn up, don’t 

contribute etc.” 

 Some clusters where rivalry over numbers and attendant competition 

prevented co-operation.  For example, one cluster of schools failed to 

agree on a venue for a maths day because each was fearful their parents 

would see the venue school as “the best one because it is teaching our 

teachers and pupils how things should be done”. 

 

 

 

C) Questionnaire for school G & T co-ordinators 
 

1) Your role 
 

Status of co-ordinator and support provided 

  The status given to the school co-ordinator is variable.  He/she may be 

the deputy headteacher or the most junior member of staff.  This sometimes has a 

bearing on their effectiveness; for example the junior member of staff may struggle to 

effect change in some reluctant but more senior members of staff.  Some co-

ordinators complain of very little support from the senior management team of the 

school.  However, examples were seen of junior members of staff being extremely 

effective where they were enthusiastic about the strand and well supported by the 

senior management team.  Often they have bonded with their fellow co-ordinators in 

other schools very effectively for mutual support.  Conversely, some deputy 

headteacher co-ordinators are less effective because they have many different calls on 

their time and they are often called away from their co-ordination role.  They also 

seem less willing to look for help outside their own school. 

 

  Good practice in the appointment of the co-ordinator is characterised 

by advertisement, interview, the attachment of responsibility points and a substantial 

reduction in timetable.  This practice automatically gives more status and confidence 

to the co-ordinator.  There are indications of a small number of co-ordinators in the 

role with no great enthusiasm detectable either from them or their senior management 

team and their appointment shows little evidence of strategic planning. 

 

  The most successful school co-ordinators are often those who work 

with the departments quietly offering suggestions and guidance on how they could 

develop provision for G&T pupils.  Instead of being formal whole-staff or 

departmental, their meetings are often one-to-one and almost incidental but persistent 

and cumulative. One of our respondents described this as “the Trojan mouse 

approach”!  Having funding to support the potential development has been an 

important incentive.  

 

  A number of effective schools have appointed one or two assistant co-

ordinators to support the co-ordinator.  This has proved effective in addressing the 
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workload issue, in generating ideas and in providing a more substantial pressure 

group to drive the school forward. 

 

  Some headteachers are very enthusiastic about the strand and this 

automatically raises the profile of the strand and the status of the co-ordinator.  It is 

almost always the case that schools which are effective in their G&T provision have a 

headteacher who is enthusiastic about the strand.  He/she backs up the co-ordinator 

with time, support and status and the strand is thus given standing and impetus.  One 

such headteacher talked of the need always to achieve “a critical mass of positivity”.  

 

  Administrative support for the co-ordinator is variable.  A fair number 

of respondents felt they would be more effective with more administrative support. 

 

Time 

  Time is again a significant issue.  Overwhelmingly, the school co-

ordinators described scenarios where they are given, say, 0.1 of the week non contact 

time for their co-ordination role and they spend four or five times that, mostly in their 

own time.  Even more frustrating for them is the loss of this time on occasions to 

cover for absent colleagues.  Some school co-ordinators are given no time at all to 

fulfil the role. 
 

  Several respondents made the point that the time taken to fill in our 

questionnaire had used up their officially allocated time for the week! 
 

 

Impact of staffing difficulties in schools 

  There is evidence that problems facing schools over the recruitment of 

teachers adversely affected the pilot year and continues to do so.  For example, one 

school spoke of 17 current vacancies.  This has impacted at several levels, for 

example: - 

 Lead and School Co-ordinators who sometimes lost their co-ordination 

time to cover for absent colleagues. 

 Poorly attended professional Development courses and cluster meetings 

because teachers were not released from their schools. 

 Instances of schools where the senior management team felt an effective 

teacher was more valuable in front of a class than co-ordinating G&T 

provision.  

 

This has led to some schools being denied contact with others and thereby becoming 

quite insular.    

 

Timeframe of the pilot year. 

  Most co-ordinators at every level complained about the speed of the 

introduction of the strategy.  A very few partnerships anticipated the introduction and 

had co-ordinators in place at every level in September 1999 but the majority did not.  

Starting on Jan.1
st
 2000, many co-ordinators recount spring-term meetings where the 

priority was to spend the money quickly rather than wisely.  The value for money 

achieved by some of the activities in the pilot year is questionable. 
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2) Can you briefly describe the training provided for yourself and for 

the staff at the authority, cluster, school and/or dept. level and can 

you say how the needs for that training were identified?  
 

Local Training 

  This is widely seen as inadequate by many schools.  Most of the 

training in the first year was generic around areas such as identification but many 

schools have reported uncertainty in some departments as to what to do with the 

youngsters they had identified.  Co-ordinators have delivered generic training but are 

uncertain as to whether it has had much impact on some departments.  Departments 

need practical, subject specific guidance on what to actually do with G&T pupils and 

also time to reflect on practice and develop programmes.  There are strong indications 

that teachers are better at delivering a product based curriculum than they are at 

reflecting upon the skills G&T pupils need to enhance their learning.  Training to 

enable them to do that for their own particular subject must be a priority. 

 

 

3) Identification 
 

Terminology 

  Many responses at the partnership, cluster and school level described 

difficulties over the term “Gifted”.  It has generally been regarded by educationalists 

who use the term that it should be applied to pupils functioning above the 98
th

 – 99
th

 

percentile nationally.  The guidance provided to schools has not only used the term 

more broadly than that (5% – 10% rather than 1%) but has also norm referenced it.  In 

some school therefore, pupils in the “gifted” cohort may be regarded as having only 

average ability elsewhere.  Whilst the additional support given to this larger group of 

pupils (10% rather than 1%) is welcomed in schools, several issues around the 

terminology emerged in the research:- 

 many school co-ordinators have had great difficulty in persuading their 

staff to embrace the term and have had much more success in moving 

forward after changing the name of the cohort to, for example,  “the more 

able”. 

 cluster activities have foundered occasionally when outside “experts” 

engaged to work with the gifted cohort have discovered pupils from some 

schools who were not able to access the activities. 

 some schools are anxious about the effect the term has on parental 

expectations.  Some of the pupils will not achieve higher grades at GCSE 

and anticipate parents asking questions about this, having been led to 

believe their child is “gifted”. 

 some schools expressed concern over pupils transferring from one school 

to another. 

 

Range of Identification Procedures 

  There is evidence that schools have picked up expertise in identifying 

their G&T cohorts since the initiative began.  Most started by using just exam or test 

results and some still rely too heavily on those indicators thereby failing to identify 

able underachievers.  Many co-ordinators describe discussions with staff members 
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who are reluctant to recognise potential in pupils who are difficult or not already 

producing good work.   

 

  The majority of schools we encountered now use a good range of 

indicators to identify their cohort. 

 

  A number of schools admit that their cohort is unrepresentative of their 

cohort but they are attempting to address that.  The biggest imbalance is in terms of 

social class (suggesting perhaps that the lack of cultural capital is a significant issue in 

underachievement).  A small number of schools miss the point over under-

representation suggesting that gender, racial or social groupings are irrelevant – they 

simply look at ability.  This reveals a failure to understand underachievement.  

 

  Initially schools tended to identify their G&T cohort generically.  This 

sometimes led to pupils with particular ability in say just one subject being excluded.  

It also resulted in pupils gaining little from some of the enrichment activities set up 

for them, for example a maths enrichment day might be of little value to a child who 

was not very able mathematically but was included in the cohort because of ability 

elsewhere.  Almost universally, schools have moved on from this position.  They now 

identify their G&T pupils department by department and set up more focused 

activities for them.  This has generally led to a much larger cohort than 10% in the 

majority of schools.    

 

  Movement into the G&T cohort is becoming more common as teachers 

get better at identifying qualitatively.  Predictably there is reluctance to move pupils 

out (other than for complete disinterest) which leads to cohorts growing in size.  This 

dilutes the funding and other resources available for the 10% and is contrary to DfES 

guidance.  Some schools have a larger group of pupils who provide a “feeder group” 

to the 10% cohort.  This represents a sensible compromise, but G&T funding should 

by targeted primarily at the 10% cohort.. 

 

  A majority of responses indicate that schools have made good progress 

in this area.  Identification has become much more focused and sophisticated as 

teachers have begun to understand multiple intelligences.  Of slight concern is the 

feeling that schools have put much of their energies into this area because they feel 

more confident about it.  Provision is nowhere near as well developed. 

 

 

4) Are parents involved in identification and/or provision and if so, 

how?  
 

  The involvement of parents is variable.  Responses to our question 

varied from complete involvement (a willingness to consider parental nomination, 

detailed information to parents on the criteria and involvement in provision) to no 

involvement at all.  This was often indicative of the school’s approach.  Some gave 

the impression of very clearly labelling their G&T cohort and holding them up as 

some kind of beacon whilst others were almost embarrassed about recognising them.  

Some responses betray concerns about articulate parents.  The majority of schools 

appear to have taken what they see as a pragmatic view.  They tell parents if they ask 

but do not broadcast their criteria and they use information from parents as a piece in 
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the identification jigsaw.  They try to give out the message that good quality provision 

for their more able pupils is part of their overall provision aimed at enabling all 

children to achieve their potential.  Overall openness appears the more effective 

policy. 

 

 

5) Are governors involved in the strand activities and if so, how? 

 
  Many schools reported that the regular governing body meetings were 

given progress reports on the development of the strand but very few schools reported 

more than this. 

 

6) Are learning mentors used to support work in the G&T strand? Can 

you give numbers and particular responsibilities please? 
 

  A number of schools were using learning mentors to address 

difficulties over underachievement or disaffection and many more were planning that 

for the near future.  A small number had never considered using learning mentors to 

work with G&T pupils, often schools which had a limited understanding of 

underachievement. 

 

7) What other systems of pastoral support are in place for your G & T 

cohort? 
 

  We found a number of schools where co-ordinators met with their 

G&T cohort individually once a term to review progress and agree individual targets 

for the forthcoming term.  This practice was generally welcomed by the pupils in the 

school and they clearly felt a full involvement in, if not ownership of, the system.  

The agreed targets covered much broader areas than academic achievement and this 

was valuable in developing the whole child.    
 

  Where IEPs were put in place detailing just academic targets they were 

of limited use.  People spoke of a paper exercise and many teachers appeared to take 

little notice of them.   

 

  A number of pupils told us that they most enjoyed working in a small 

set with pupils of similar ability.  They often described the close relationship they 

enjoyed with the teacher which was on a much more equal footing than in other 

classes and groups.  They also talked of how they felt more confident about 

expressing themselves and revealing their real ability without the risk of being teased. 

 

  Working closely with parents on provision for G&T pupils was 

extremely rare. 
 

 

8) What do you do about underachievers ( eg pupils who clearly have 

potential but don’t translate that into achievement.  Are they 

included in the G and/or T cohorts?) 
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  Several responses detailed a change in attitude from departments in the 

second year.  They described how teacher nominations and test results identified the 

same pupils in the first year but with more experience and reflection, teachers were 

beginning to focus on potential rather than attainment and pupils with low levels of 

attainment but evident ability were being nominated.  

 

9) Can you nominate anything which you feel you do particularly well 

in your school.  “Good practice” may include some of the following 

aspects which are imaginative, innovative or particularly effective.  

Could you tick any which apply and give us a brief description. 
Effective/comprehensive identification procedures       

A whole school approach       

Aspects of classroom provision :- 

Pupil grouping 

Special programmes for gifted or talented cohorts 

Study support       

Monitoring and evaluation systems 

Identifiable impact on standards within the school 

Identifiable impact on teacher expectations within the school 

Enrichment activities taking place outside the classroom or outside 

the school       

Clustering arrangements with other schools       

Professional development 

Links with other strands in EiC 

 

  This is a typical response which tended to confirm the impressions of 

the strand co-ordinators.  Progress is now being made in the other areas but in the first 

year the main development was within the areas which were easier to address and 

involved things which could be done in addition to standard classroom practice rather 

than re-assessing and possibly changing it. 

 

  Another important aspect which we discovered when we visited 

schools was that they were often very reluctant to claim that they did anything well so 

this may be a falsely modest picture. 

 

10) Can you name 4 of your departments which are delivering the G 

& T strand particularly well? 

 
 

  No particular pattern emerged here and comments were often about the 

enthusiasm of individuals in the departments being the most important factor in 

development.  The top four departments nominated were Modern Foreign Languages 

followed by Maths, then History and then Art. 

 

 

11) Would you describe your school (or particular departments) as 

regularly reflecting on what they do and discussing pedagogy? 
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  Very few schools claimed that they were, as yet, reflective though 

many nominated a particular department which was.  Time again emerged as a factor 

here and a number of responses talked of being too busy to be reflective!  

 

 

12) How is the funding of the strand organised and monitored in 

your school? 
 

  Some co-ordinators manage the budget extremely effectively and 

invite departments to bid for funding for projects which meet very strict criteria 

around improvements in learning.  This represents good practice which is leading to 

significant improvement in the quality of pupils’ experiences and learning.  It is also 

an extremely effective way of encouraging reluctant departments to take an interest.  

Other co-ordinators are less meticulous about the way money is spent, often simply 

dividing it out between departments.  Some co-ordinators do not even know what 

their school budget is.  In these latter cases there are doubts about whether the funding 

is always being used appropriately.  

 

 

13) What criteria do you use to measure the effectiveness of the 

initiative in your school and how do you monitor the progress of 

individuals? 
 

 The criteria suggested to schools by the department were quoted back 

to us in almost every case.  However, the monitoring of progress against these criteria 

is at a very early stage of development.  Predictably in the first year the emphasis was 

on getting things moving and many of the activities were planned with little thought 

of success criteria.  There is very little evidence of funding being linked to outcomes 

in that first year and many school co-ordinators are unfamiliar with the targets set by 

their own partnership and therefore monitoring against those targets did not happen. 

 

  Several responses mentioned workload.  They argued that teachers 

have been far too busy doing what was asked of them to have time to pause and 

reflect on its effectiveness. 

 

  In the second year, school co-ordinators still feel far more comfortable 

in monitoring study support activities than they do teaching and learning.  Whilst the 

organisation of out of school activities is very tangible and measurable (at least in 

terms of whether activities took place or not) many co-ordinators admit that they take 

on trust the assertion that departments are modifying their teaching and learning. 

 

  A small number of schools are building the monitoring of G&T 

provision into their lesson observations as part of their self-review procedures. 

 

 

 

14) What have you done to support struggling or reluctant 

departments or teachers? 
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  Some school co-ordinators have met with resistance from some 

departments.  Typically the kinds of things described include: - 

 Discomfort around the term “gifted” 

 Concerns about “elitism”.  Co-ordinators described conversations with 

teachers who resented the fact that only some “special” children could be 

taken out on school trips.  One co-ordinator reported cutting back on 

activities outside school because they often led to accusations of elitism. 

 A belief that able pupils already have more than their fair share of 

advantages 

 A failure to appreciate underachievement in able pupils 

 Departments in the comfort zone because they already get plenty of A* s 

 

  Whilst the chain of information and guidance has often been relatively 

smooth from the DfES through the partnerships and into the schools, it has sometimes 

broken down between an unsupported school co-ordinator and a resistant department.  

A more effective model adopted in some schools we saw, was the investment of more 

responsibility in the Heads of Department to identify their gifted or talented pupils, set 

targets for them and monitor their progress towards those targets.   

 

15) Provision 

 
  Almost all the responses said that much more work had taken place 

outside the classroom than in it. 

 
  Overall, schools have concentrated more on their provision for 

academically gifted pupils than they have on their talented pupils.  Historically there 

has always been a small number of talented musicians or artists who have been 

entered for examinations early and so differentiation has always existed for those 

pupils.  In our survey a large number of responses suggested schools were just 

beginning to address the identification of and provision for their talented cohort. 

Reasons given for the delays were: - 

 Uncertainty about the criteria to use to identify talent 

 Issues around funding because, for example, musical instruments are very 

expensive. 

 Often, highly talented pupils are beyond the point where the school can extend 

them further.  Provision for talented pupils is therefore often about making 

links with experts outside the school.  So, for example, the most appropriate 

way of meeting the needs of a talented athlete may be to put him/her in touch 

with a coach or an athletics club. 

 

Study Support 

  A vast array of activities has been organised under the umbrella of 

study support.  Evaluations of the activities talk far more about enjoyment than about 

more quantifiable gains.  Whilst many of the experiences have clearly been effective 

in motivating pupils and broadening their horizons, the planning of follow-up 

activities to build upon the experiences appears patchy. 
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  Some of the activities detailed suggested a teacher’s “hobby-horse”, a 

long desired dream which EiC had finally funded rather than a strategically managed 

project. 

 

  A wide range of after-school activities and classes are taking place for 

the cohort and many are making an impact on learning within the classroom. 

 

  Summer schools are almost universally applauded as a rich source of 

experience and motivation for both teachers and pupils. 
 

 

Teaching and Learning 

  The vast majority of schools in the pilot year financed activities 

outside the classroom and very little change took place within it.  Whilst many of 

these activities were enjoyable and enriching, they had limited long-term impact on 

day-to-day provision.  The challenge for schools is to link the out of school 

experiences with work in the classroom so that there is more lasting impact.  There is 

evidence that in the second year of the initiative, this is starting to develop. 

 

  There is little evidence to suggest that many schools are finding time to 

discuss pedagogy.  Where departments are meeting to discuss provision and amend 

their schemes of work, the product of those meetings is often a sentence in the 

schemes of work such as  “the provision of differentiated worksheets”.  In most 

schools there is a very long way to go before discussion centres on the quality of 

learning experiences. 

 

Acceleration/Enrichment 

  A number of schools have a tradition of entering gifted and talented 

pupils for examinations early, particularly in music, but also in languages where a 

very cosmopolitan clientele include some pupils speaking additional languages at 

home. 

  In our small survey, maths and modern foreign languages were the two 

most popular subjects for early entry.  This is predictable, as they are skills-based 

subjects which able pupils with good memories can often access with ease. 

 

Overall, less acceleration was taking place than was expected, although this was 

increasing. 

 

   



 26 

Section 3 – good practice guidance for schools and 

clusters 
 

The good practice guidance sub-divides into 6 sections.  Each section begins 

with an introduction outlining the features of good practice and goes on to 

describe in detail some examples.  The sections are obviously closely linked, 

for example pastoral work which is effective is also bound to be study support 

which in turn should impact on teaching and learning.  Effective professional 

development impacts on all the other aspects and so on.  Good practice 

emerges in schools when the sections are very closely woven together. 

 

 

Study Support 

 In our research, study support was a term used to describe a wide range of 

activities.  These activities fell into three broad areas: - 

1. Teaching pupils skills which enable them to learn more effectively.  

Examples might include thinking skills, independent learning 

skills, accessing and handling data, mind-mapping, revision skills, 

brain gym etc. 

2. Introducing children to activities which nourish the imagination 

and therefore motivate and inspire the individual.  Examples might 

include school visits, visiting speakers or out of school clubs and 

activities. 

3. Physical resources which support learning, for example resource 

centres, school intranets, homework clubs etc. 

 

The crucial issue for schools is how to build on these experiences and use these skills 

and facilities to develop the quality of learning in the classroom. 

 

 

George Mitchell School in Waltham Forest have set up a Study Centre.  They feel it 

is particularly beneficial as some of their G&T pupils have limited study facilities at 

home.  Not only do pupils have a quiet place in which to work, they are also given 

special recognition by having their own place to work and they each have a card 

which lets them in.  Pupils have access to ICT and a whole range of resources and 

materials which enable them to be more independent in their learning.  On our visit, 

some pupils were using it to prepare powerpoint presentations and others were 

revising, preferring to stay at school rather than take study leave at home. 

 

Notre Dame Girls’ School in Southwark set up a day’s training for their G&T cohort 

on Accelerated Learning.  It was lead by four teachers from Dulwich College and 

each took the girls from one year-group in Ys 8, 9, 10 &11 (about 10 girls in each 

group). Feedback from the girls was overwhelmingly positive; they commented that 

they had never really thought before about the ways in which they learned things.  

The Y11 group focused on revision techniques.  The school is now considering a 

proposal to teach study skills and accelerated learning techniques for one period each 

week to the Y7 cohort.  The co-ordinator is hoping to work with the Heads of Year so 

that this can be built into the PSHE curriculum.  The staff feel strongly that the 

training must not be a “one off” but must be regularly reinforced.  Examples of how 
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mind-mapping has been used by individuals in particular circumstances are being 

kept by pupils and teachers. 

 

Hope Community High School in Salford set up a school website as a summer 

school activity.  The pupils worked on building the site, made links with outside 

agencies and operated a chat room in the evenings.  There are issues around 

maintaining and updating such a site but it has great potential in encouraging 

independent learning when pupils can access materials and guidance remotely.  It 

can help bridge the gap between home and school involving parents more closely in 

the education of their children. 

 

In St Marylebone School, there are several examples of after school enrichment 

activities, some supported by professional artists, which give pupils skills which they 

can use in class.  For example, in the art department there is a photographic club and 

a life drawing class, and pupils have painted plates and produced knitted textiles 

which they have entered in their GCSE exhibitions.  The department believe strongly 

that working with expert professionals is not only motivating for pupils but good 

professional development for the teachers. 
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Pastoral Support 

 In our research, we encountered some teachers who did not see the need for 

this kind of support for G&T pupils.  They felt that these pupils already have lots of 

advantages.  Moreover, a slight feeling of resentment was detectable in teachers 

sometimes as they described an individual as arrogant.  Sadly it is not unknown for 

some teachers to seek opportunities to puncture that arrogance. 

 

 Paradoxically, many G&T pupils may suffer from quite low self-esteem.  

They appear to think far more about their perceived shortcomings than about their 

many strengths.  Unhappiness and subsequent under performance may also be caused 

by issues such as: - 

 fear of failure 

 pressure to do well, sometimes from home, sometimes from within 

themselves 

 a desire to keep ability covert so as not to stand out 

 poor social skills with peers and a preference for adult relationships 

 disaffection arising from boredom 

 tension within themselves arising from high achievement in one area but 

not in others 

 preferred learning styles which are ignored by teachers 

 teasing from peers over perceived eccentricity 

 reluctance to write because written skills are greatly inferior to oral 

 ability in areas not necessarily valued by the school. 

  

In the effective schools that we saw, good quality pastoral support was an 

essential ingredient within the school’s drive to ensure all their pupils achieve their 

potential.  They set out to raise that low self-esteem, identify the causes of 

underachievement and inform teachers of preferred learning styles so that their 

teachers can teach the way pupils learn rather than pupils failing to learn the way 

teachers customarily teach. 

 

St Marylebone School in Westminster have created individual learning plans with 

their G&T cohort.  The pupils meet with one of three teachers each term, coming out 

of lessons for the meetings.  The agenda is very much led by the pupil and the 

discussion is wide-ranging covering academic and personal goals both within school 

and outside. The first meeting starts with a discussion of the results of the Gardner 

test of particular abilities which provides a useful “icebreaker”.  Subsequent 

meetings start with a review of the previous term; if objectives were not met why was 

that and what can be done to help?  If they were, where do we go next?  An example 

of the record of the meeting can be found in the appendix.  Particularly interesting is 

the section on preferred learning styles.  Information on this is passed back to the 

teachers enabling them to meet those preferences where they can (and they do!)  It is 

also an opportunity to discuss with pupils the need for certain learning styles in 

certain subjects and to make the point that we do sometimes have to do things we 

don’t enjoy!  Overall it is a very positive experience and the pupils told us they value 

it. 

 

George Mitchell School in Waltham Forest have been successful is supporting 

disaffected and underachieving pupils using a range of strategies.   



 29 

In Y9, they have worked with an outside agency on setting up a “ Compact Club”.  It 

operates partly within school and partly outside and is aimed at helping pupils decide 

what they want to do and what they need to be able to achieve their goals.  They are 

invited to set themselves both academic and personal challenges and it helps them to 

achieve a much clearer view of their own academic and career goals. 

In Y10, the staff organise full day seminars on learning performance which supports 

pupils in revision and study skills. 

In Y11 the work with the university summer schools has been particularly successful.  

Many pupils say they now realise that universities have “ ordinary” people in them 

which came as quite a surprise.  The school have detected a change in pupils attitudes 

and university entrance is now for many, something they actually want to do rather 

than something they had been told they should do.  Moreover, pupils now feel more in 

control of their own future. 

 

St John Bosco School in Liverpool has set out to tackle the problem of 

underachievement within a small group of disaffected pupils.  The philosophy of the 

school is very evidently child-centred. Disadvantaged pupils are looked at 

particularly carefully in the identification process and no child is excluded from the 

cohort however poor their previous behaviour might have been.  The co-ordinator has 

regular meetings with the learning mentors who are working with individual pupils.  

The learning mentors develop a detailed understanding of particular issues for each 

child and pupils’ behaviour is reported upon by individual teachers at the end of each 

day.  The pupils themselves are also asked to reflect on how they are doing.  The 

discussion time between the co-ordinator and the learning mentors and the co-

ordinator and subject teachers is a significant feature of this successful strategy.  Not 

only are they all able to develop strategies together, the pupils know they are being 

monitored and supported on all sides. 

 

Kimberworth School in Rotherham have developed a range of strategies to 

deal with underachievement.  The first part of the exercise is to be rigorous in their 

identification of possible underachievement and this they are.  A member of staff has 

been appointed as a “teacher counsellor”.  He works for one morning each week on 

mentoring half the cohort of identified underachievers.  The other half are mentored 

by the learning mentors under his guidance.  The counsellor tries to get from the 

pupils some feel as to their self esteem, and whether they feel they are 

underachieving, and if so why.  Targets are negotiated with these pupils and advice 

given, often in the area of self-esteem, attendance, or behaviour.  Organisation is 

often a particular issue which has a bearing on learning, for example organising 

revision.   Exploring the aspirations of the pupil’s friendship group is another 

common area.  Strategies which have also worked well include:- 

 Inviting students from Hallam University to also work as mentors, giving 

advice on revision techniques and organisational skills and acting as role 

models.   

 Taster courses at university which are valuable in giving these pupils 

aspirations. 

 Learning Performance Seminars for pupils at Sheffield Hallam & also in 

school.   

 INSET for staff from the Pacific Institute on how to develop children’s 

aspirations 
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 Parents being consulted and invited to meetings where the work of the 

mentor is discussed 

 Wall of achievement – photographs of pupils who have achieved 

something special. 

 

The pupils we interviewed were very positive.  They had no problems over 

relationships with their peers.  They feel proud to be part of the programme and they 

feel that the strategies they have learned have been very valuable. 
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Identification 

 Identifying gifted and talented pupils is like completing a jigsaw puzzle using 

a wide range of indicators as the pieces.  Those indicators will include assessment 

data, assessment of a child after discussions with him/her, primary school records, 

views of parents, views of other pupils, views of other departments, ongoing open-

ended assessment, teacher familiarity with the characteristics of gifted or talented 

pupils and so on.  Only by using and comparing the full range of indicators can 

teachers assess whether achievement demonstrated by an individual represents 

potential being fully translated into achievement or underachievement.   

 

In the effective schools we visited, an understanding of the concept of multiple 

intelligences enabled schools to include pupils whose particular ability was in just one 

field or subject.  Teachers were familiar with the indicators of high ability in their 

own subject and identified pupils accordingly. 

 

 Detailed knowledge of individual pupils and their backgrounds was another 

important aspect of identification.  Many pupils underachieve because although they 

have raw talent or ability, they perhaps do not have sufficient language skills, parental 

support or the cultural capital enjoyed by some of their peers.  Thorough identification 

procedures saw through these issues. 

 

 Finally teachers had awareness of issues which can mask ability.  The school 

pastoral support system made teachers aware of many of the issues listed above. 

 

In George Mitchell School in Waltham Forest,  identification procedures have 

evolved.  The co-ordinator started by looking at quantitative data.  The 10% gifted 

cohort was identified from CATs scores, Key Stage 2 assessments at level 5 or above, 

and pupils achieving level 7 or above at KS3.  The school therefore had a clear view 

of prior attainment and based their first cohort on that information.  The names of the 

pupils were recorded and sent round the departments asking for comments and 

additions were invited.  In the first year there were very few discrepancies between 

the data and the nominations.  PE, D&T and the Arts Departments were also invited 

to nominate their most outstanding pupils.  The heads of year then met together to 

look at the list and to give their comments. Next, a letter went out to all parents 

explaining what was happening and asking them to nominate their child if they 

wished.  They didn’t at that stage know whether the school had already nominated 

their child.  Finally the children were asked to nominate themselves if they wished.  

Very few came forward at first but as the activities started up more and more children 

did start coming forward.  Pupils were asked to provide evidence of why they should 

be included and the G&T co-ordinator discussed those individuals with their 

teachers.  All of those self-nominating were given an extra programme of some sort 

though not necessarily within the G&T cohort. It was seen as important to encourage 

pupils showing that level of initiative and concern about their own progress. 

 

In the second year however with more experience and more training, the staff 

nominations did not match the levels of attainment anywhere near as closely as in the 

first year.  A fair number of the nominees were challenging and disaffected Afro-

Caribbean and white boys when those groups had been severely under-represented in 

the first year.  Interestingly, some of these nominees had done well in the non-verbal 

parts of the CATs test which tended to confirm their underachievement. 
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The school have adopted pastoral strategies to help support individuals (these are 

described in the pastoral section of this report).  They believe that not only are they 

now better at focusing on potential rather than attainment in their identification 

procedures, but involving previously disaffected youngsters has given the whole 

initiative more credibility within the pupil body.  There is now a real desire to be in 

the G&T cohort.  An important element of this is, they feel, their openness about the 

makeup of the cohort and the involvement of parents. 

 

At Halewood School in Knowsley, the co-ordinator has set up very detailed 

identification procedures involving all the departments.  Departments have been 

given training on Gardner’s seven intelligences and staff have used those to identify 

ability in many areas.  Parental nomination is taken into account and at Open 

Evenings, parents are invited to nominate their child if they feel that is appropriate. 

Each department, guided by a link staff member in each department, also nominates 

pupils. SATs scores, reading ages, primary results and CATs scores are used and 

these are broken down into sub-scores to help identify underachievement.  Pupils also 

nominate themselves and they are clearly very keen to be in the programme.  The 

identification system is very open and everyone knows who is on the list. 
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Teaching & Learning programmes 

 

 We saw several alternative models of provision, each with their advantages 

and disadvantages.  Some models were more prevalent in certain subjects: - 

 

1. Enrichment  

Studying at the same level but across a wider range of issues is often seen in English, 

History, Geography, Religious Studies and Design & Technology.  Characterised by 

lots of dialogue and creative and critical thinking.  Children learn to be thinkers rather 

than memorisers. 

 

The humanities area of the curriculum was where the most effective enrichment 

activities were seen.  Teachers often felt that maturity and wisdom as well as high 

levels of ability were essential qualities for a real understanding of the issues and 

these were incompatible with early entry.   Some of the work we observed in small, 

setted humanities groups was exceptionally good demonstrating high level 

philosophical debate. 

 

2. Extension  

Studying the same issues or carrying out the same activities but at a higher level is 

often seen in art, science and PE and, indeed, in most subjects in various parts of the 

school.  As such it is the crucial area for development in most schools.  Potential 

difficulties can arise if the core task is not stimulating; the more able pupils may not 

have the motivation to reach the extension tasks.  Much depends on the quality of the 

extension task.  It may need to be individualised encompassing aptitudes and interests 

as well as ability.  The yardstick must be the amount of thinking required, not the 

amount of time it will take or the amount of writing produced 

 

Some subjects lend themselves very well to open-ended investigative work.  

We saw high quality problem-solving work in Design & Technology, for example.  

Most disappointing was often science.  In our small survey it was unusual to see 

teachers breaking out of the “demonstration followed by writing-up” mould.  The 

examination system may be a contributory factor.  Pupils talked of being told what 

they were expected to find rather than being allowed freedom to experiment.  The 

exception to this was CASE Science but even schools who were enthusiastic 

proponents of this in Ys 7, 8, & 9 reverted to more traditional methods in Y10 & 11. 

 

 

3. Acceleration (early examination entry) 

Often seen in maths, languages, ICT and music.  The pace may suit the pupils and 

provide challenge.  It can also get the exam out of the way allowing pupils to move on 

to more thought provoking subsequent work.  The difficulties are in ensuring that the 

following work is sufficiently challenging and that teachers have the skills and 

experience to accurately predict grades (pupils should not have to sit exams again 

because their grades are low).  The biggest concern of all is the danger that provision 

is faster, wider (pupils collecting a wide range of GCSEs) but often not deeper 

(surface learning).  

. 
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The two main considerations for schools planning early entry are: - 

 the risk of pupils getting a more inferior grade than they would if they 

took the examination at the right time 

 what to do with pupils the following year 

 

 The schools we looked at had considered these issues at great length and put in place 

appropriate strategies.  For example experienced staff were absolutely confident (and 

were proved correct) in predicting GCSE grades of A*, A or B and would not suggest 

accelerating pupils likely to get lower grades than this.  A or AS level modules were 

provided for the following year, for example a “Decision Maths” module.  One school 

insisted the pupils took the planned courses but did not insist they enter the exam.  In 

every case we saw, pupils were given a free choice as to whether they accelerated or 

not.  One school made the point that they aimed to enter children for GCSE “at their 

peak”.  They argued that delaying entry may not necessarily lead to a higher grade if 

pupils become bored and disaffected. 

 

  All the accelerated groups were being given extra tuition by their 

teachers after school, at weekends or in the holidays.  These activities obviously rely 

heavily on good will and it questionable whether they are sustainable on a permanent 

basis. 

   

   

Accelerated Sets 

 In St Marylebone School, Westminster, G&T funding has been used to support 

a sixth set in Y10 in maths and French.  This has not only produced a small set for the 

most able pupils but has obviously reduced the size of all the sets.  The most able set 

prepares pupils for GCSE a year early.  The teachers have discussed in detail the 

potential disadvantages of early entry, failure to obtain the highest grades and what 

the pupils will do in Y11.  Teachers use their experience and knowledge of individual 

pupils before nominating them to the groups.  They must be confident in their ability 

to pass the higher paper which means an A*, A or B grade.  Pupils are consulted and 

are completely free to opt out of the arrangement if they wish. 

 

 Pupils are very supportive of the strategy.  They feel that being nominated for 

the group demonstrates confidence in them and that gives them confidence in 

themselves.  They like the small set.  They feel more comfortable about demonstrating 

their ability in the set than they do in some other mixed ability sets.  They also feel 

they have a special relationship with their teachers, more adult and more one-to-one.  

They do not feel unduly pressured by the arrangement, indeed they feel that next year 

they will feel less pressured as they will potentially already have two GCSEs under 

their belt. 

 

 Next year they will continue as a set and will do A or A/S level modules as 

well as some work with the Pimlico Group, a group of students from Imperial College 

who are working with the G&T students.  In maths they will be offered a “Decision 

Maths” module which is thinking skills based and will be useful to them in other 

curricular areas.  The examination at the end of that module is optional but the 

course is not.   
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The teachers are confident that the pupils are taking the GCSE examination at 

their peak.  If they were to cover the course over two years, the leisurely pace might 

allow boredom to set in and the grades would not necessarily be higher.  In maths last 

year, 2 pupils achieved B grades and the rest got As or A*s. 

 

 

G&T set but enrichment, not early entry 

 In St Marylebone School, Westminster, a Y9 history group of 14 G&T pupils 

tease out the contradictions in Nazi philosophy.  The debate is lively and perceptive.  

The teacher guides the debate but most of the dialogue is between the pupils.  Many of 

the features of a thinking skills approach are evident (nominating someone to answer 

a question, “phoning a friend” if support is needed and so on).   The oral session is 

followed by a good quality extension task – writing a piece of dialogue between a 

naïve tourist and two local people overheard on a train crossing Germany in the 

1930s. 

 

 In Liverpool, the LEA employs two mathematics teachers to go around the 

schools teaching maths to sets made up of the most able pupils.  The impact has been 

dramatic with the pupils concerned getting far higher GCSE grades than the schools 

had previously achieved. 
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Local Professional Development 

  

The most effective professional development for teachers we saw started with 

awareness raising of what the strand is all about but then moved on and quickly 

became subject specific.  Teachers considered what able pupils were capable of in 

their subject and the kinds of activities and programmes they needed to extend them. 

 

 The need for professional development is particularly important because 

teachers need to extend and develop their role which is often, at present, skewed 

heavily towards delivering content.  In some subjects it is certainly possible to 

compact the content thereby freeing time for more process-based curriculum 

activities. 

 

 The challenge for teachers is to reflect upon what these activities might be.  

Good quality professional development which is workshop focused, small-group and 

led by a subject specialist has been a very positive aspect of some of the cluster 

activities.  Time to reflect on pedagogy and pupil learning styles is a luxury denied to 

most teachers and the opportunity can be enormously rewarding.  Teachers have often 

felt de-skilled by some of changes imposed upon them over recent years and this can 

be an enormously valuable and rewarding way of re-skilling. 

 

In Liverpool the decision was taken to retain money centrally to finance curriculum 

development.  Subject advisers were invited to bid to fund curriculum development 

projects involving both experts and subject teachers working together on developing 

materials.  The product is impressive but the most valuable aspect has been the 

professional development for those teachers as they worked together, constantly 

thinking about the kinds of activities which challenge G&T pupils.  The potential 

benefits to the pupils of those teachers back in the classroom are enormous. 

 

In maths, for example, one member of staff from each maths department in the 

partnership took a group of pupils to a maths problem solving day led by a maths 

lecturer from Liverpool Hope University.  The day was successful and much enjoyed 

by the pupils.  The most significant aspect of this initiative, however, was that the 

lecturer then visited each cluster and met with the teachers to analyse with them why 

the pupils had enjoyed the activities so much.  What was it about the activities on the 

day which had inspired and how could these clearly identified preferred learning 

styles be incorporated into the daily maths diet?  These discussions have now moved 

into the maths departments of the individual schools where teachers report far more 

discussion around pedagogy at staff meetings, staff now far more demanding of their 

most able pupils, similar extension activities being built into lessons and a renewed 

excitement being shown by teachers.  As evidence of that, a number of maths teachers 

voluntarily go along to the weekend master-classes provided for the cohort. 
 

In history, the history adviser called a meeting of all the Heads of History across the 

partnership.  The focus here was to develop materials which would extend the G&T 

cohorts in the schools.  After discussing several promising ideas it was agreed that 

the project would focus on one house, 1 Princes Rd.  The history of the house 

appeared to reflect the development of many aspects of Liverpool’s history.  A teacher 

was offered secondment to do the research and she found photographs, plans, census 

returns etc. and all the teachers in the project brought information they had searched 
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out to the regular meetings.  All the material is now on a CD and it is used as 

extension materials to resource the KS3 programmes of study.  The impact of the 

strategy has been immense.  Once again it is real action research with teachers trying 

out materials and reporting back to the group.  Teachers recount improved literacy 

skills, improved enthusiasm and a real development in history skills within their 

pupils.  The materials provide a gateway into all manner of additional independent 

study, geography (around mapmaking), language (for example vernacular 

architecture and old names such as “Home for Incurables”). Finally the enthusiasm 

shown by the teachers is very evident.  The project has given them a real professional 

lift. 

 

In geography, a group of teachers have met to develop materials around the theme of 

Liverpool’s twin cities, New York and Shanghai and the visit of the Liverpool clipper 

to those places.  Teachers have sailed with the clipper on legs of its voyage and pupils 

in the cities’ schools have been in regular contact with the ship through its internet 

site.  Once again action research is refining the materials for future use. 

 

Finally in art, six Heads of Art met with the Art adviser to discuss collaborative 

projects.  Several emerged which all involved pupils and teachers working with 

professional artists and galleries producing work and mounting exhibitions.  The 

standard of work produced is impressive and the boost given to pupils by working 

with professionals is very evident.  But perhaps best of all, the professional 

development for the staff in working with each other and with professionals has been 

immense both technically and in their morale. 
 

 

In Southwark, the strand co-ordinator organised a training day for all school co-

ordinators on study support techniques.  It was led by teachers from Dulwich College.  

Topics covered included multiple intelligences and how to discover what kind of 

learner you are, speed reading, mind-mapping, overcoming barriers to learning (how 

to tackle subjects you’re not so good at), making pupils feel comfortable & confident, 

the importance of the classroom “atmosphere” and so on.  It had a major impact on 

teachers in that it led to reflection on whether teachers taught in the way pupils 

preferred to learn.   A group of teachers is now meeting together to put together a 

generic scheme of work on study skills.  The school co-ordinators hope to work with 

form tutors so that study skills are built into the PSHE curriculum. 

 

Southwark has also organised subject specific training for heads of Depts.  After 

input from outside speakers, the teachers have discussed how the principles of 

effective G&T provision apply to their subject. They then went on to produce action 

plans on how they needed to adjust their schemes of work in their own schools.  They 

have been given a year in which to do this.  The sessions were very practical, getting 

right down to what needed to be given to the G&T pupils in the classroom.  Working 

together with other Heads of Department was a new experience and a really creative 

source of ideas.  It very quickly opened up the debate on pedagogy and regular 

follow-up meetings are now held at the cluster level. 

 

One crucial element of good training identified by Notre Dame School in Southwark 

is that all the training given to the pupils is also given to the staff so that staff are 
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aware and can take advantage of the pupils’ new skill levels in the work which they 

set. 

 

Grey Coat Hospital in Westminster demonstrates the value of staff reflecting on the 

way they teach.  Questionnaires are given to the pupils inviting them to comment on 

the way they are being taught.  The staff have had INSET on encouraging children to 

think laterally.  They then broke into subject departments to reflect on how they could 

use that approach within their subjects.  Staff are encouraged to observe each other 

teach and to discuss pedagogy and how to make it better.  The climate within the 

school is conducive to reflection and to changing the ways of teaching to match 

pupils’ preferred learning styles. 
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Monitoring & evaluating systems and criteria used 

 

 The best planned programmes and activities for G&T pupils we saw started 

with a consideration of the desirable outcomes.  In general terms the success criteria 

were around ensuring that pupils achieved their potential and achieved high levels of 

attainment but also that they became skilled and motivated thinkers and learners.  

Success criteria such as enjoyment or percentage of early examination entries were 

significant fringe benefits or important milestones along the way but not ends in 

themselves.  Similarly, the cost effectiveness of spending decisions was judged 

against those same success criteria.  The golden rule in monitoring and evaluating was 

to evaluate against outcomes rather than inputs.  In other words it was not sufficient to 

monitor whether or not activities took place but to move on to the impact those 

activities had.  Schools, therefore, needed to be very clear about what the desirable 

outcomes were. 

 

In Halewood Community School, Knowsley, effective systems have been set up to 

monitor funding and activities.  The co-ordinator, who controls the budget, has 

produced documentation for the staff on which they can apply for resources but a 

case has to be made for the way it is hoped those resources will improve the quality of 

learning for the cohort.  A similar system exists for activities.  Teachers fill in the 

forms which ask for information describing the activity, the number of pupils it will 

involve, the cost and the anticipated learning outcomes.  No activities are approved 

unless they appear to represent a significant potential impact on pupils’ learning. 

Staff also tick the children’s names on a list so that pupils can be tracked as to the 

range of experiences they have encountered.  Finally there are evaluation sheets to be 

completed by teachers and pupils and returned to the co-ordinator. 

 

The co-ordinator keeps a very detailed database on individual pupils which all 

teachers have access to.   In addition, the school is undertaking self-review of which 

lesson observation is a part.  Provision for G&T is one of the aspects which is being 

monitored. These strategies, together with the co-ordinator’s records of pupils’ 

academic progress and range of experiences, provides the staff of the school with a 

very clear picture of their effectiveness. 

 

In Prescot School, Knowsley the children have been asked to play a role in 

monitoring and evaluating their own work.  They are asked to identify work of which 

they are proud.  They then record it in what the school calls an electronic logbook.  A 

technician was asked to write a database programme which the children can access 

and pupils choose the work they wish to enter.  The database also contains all their 

hard data (CATs & SATs scores etc) which they can look at so they are very clear 

about how they are doing.  Their achievements outside school can also be recorded.  

The data provides a good focus for discussions between teachers and pupils.  Pupils 

are given an hour each week when they have the opportunity to look through their 

work and drag into the electronic logbook the work they want to keep.  Staff are on 

hand and there is often very valuable discussion about what pupils have done and 

why they are proud of that piece of work etc.  This innovation has led to far less work 

for teachers in chasing and then filing pieces of work.  Pupils are far more 

enthusiastic about the electronic system than they were about the old paper system.  

Pupils are now beginning to self-monitor much more and parents are getting far more 

interested in nominating pieces of work too. 



 40 

 

Appendices 

 

Appendix 1 

 

Questionnaire for LEA co-ordinators of the G&T strand 
 

1) Your own background 
a) What background do you have within the field? 

 

b) What did you do before your appointment to strand co-ordinator and how did 

your appointment come about? 

 

c) Do you have a job spec? (please attach a copy if you don’t mind) 

 

d) What proportion of your total time is spent on this role (both in theory and in 

practice)? 

 

e) What training have you had to support you in the role? 

 

f) Do you have any admin. support? 

 

14) Can you say what you have done and the approximate 

proportion of your time you have spent on the following areas:- 
a) Training the school co-ordinators 

 

b) Monitoring what is happening in schools 
 

c) Facilitating clustering arrangements 

 

d) Disseminating good practice 

 

e) Supporting out of school projects or activities 

 

f) Establishing links with Further Education, Higher Education or the 

business community 

 

g) Other aspects 

 

15) Was there any kind of clustering framework in your LEA on which EiC could 

build or did you have to devise one?   

 

16) Did the lead co-ordinators emerge fairly easily in your clusters or did you have to 

persuade them to take on the role? 

 

17) Can you identify aspects of the project which you feel have gone well and say 

why? 
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18) Can you identify aspects of the project which you feel have not gone well and say 

why? 

 

19) Can you nominate one or two examples of “good practice” in your schools and 

say why you have nominated them?  “Good practice” may include some of the 

following aspects which are imaginative, innovative or particularly effective. 

An effective co-ordinator (and why they are effective) 

Effective/comprehensive identification procedures 

A whole school approach with a shared vision 

Aspects of classroom provision: - 

Pupil grouping 

Special programmes for gifted or talented cohorts 

Study support 

Monitoring and evaluation systems 

Assessment and target setting 

Identifiable impact on standards within the school 

Identifiable impact on teacher expectations within the school 

Enrichment activities taking place outside the classroom or outside the school 

Clustering arrangements with other schools or outside agencies 

Professional development 

Links with other strands in EiC 

 

20) To enable us to follow up examples of good practice, can you nominate for us a 

particularly effective:- 

a) Lead co-ordinator 

 

b) School co-ordinator 

 

21) Can you explain briefly how the funding arrangements for the strand 

      operate in your LEA? Who holds the budget and who monitors it? 

 

22) Can you describe any special projects or partnerships which have been set up 

between schools or across the LEA. (eg links with HEIs, business and industry, 

independent schools and/or other agencies) 

 

23) Can you say what criteria you, the clusters and the schools use to evaluate the 

effectiveness of work within the G & T strand? 

 

24) Have you made any special arrangements to support struggling schools or 

departments? 

 

25) How did you identify any Centres of Excellence in your LEA? 

 

 

Appendix 2 

 

Questionnaire for Lead Co-ordinators  
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1. How effectively have you been resourced for your role in terms of time, admin. 

support, funding etc? 

 

2. Do you have a job description specific to your lead co-ordinator role? 

 

3. Do you see your role as leading change or being there to offer advice when asked? 

 

4. How effective do you feel your training has been? 

 

5. How effective is the support you get from the L.E.A.? 

 

6. Do you think the schools see you as an “expert” within G&T, or a “facilitator” or 

both? 

 

7. Can you list the good things about clustering arrangements and some of the 

difficulties as you see them? 

 

 

Questionnaire for school G & T co-ordinators 
 

1) Your role 

a) How many hours per week do you spend in this role (both in theory and in 

practice)? 

 

b) Is this time sacrosanct or do you often get called away from it (cover for absent 

colleagues etc)? 

 

c) What, if any, are your other management roles within the school? 

 

d) What has the headteacher or senior management team done to support your role?  

Can you list, say, 4 things? 

 

e) Do you have any admin. support? 

 

2) Can you briefly describe the training provided for yourself and for the staff 

at the authority, cluster, school and/or dept. level and can you say how the 

needs for that training were identified?  
 

3) Identification 

a) How do you identify your G. & T. pupils? 

 

b) How have your identification procedures evolved since the initiative began?   

 

c) Please describe briefly how movement in and out of the cohort operates in 

your school and how is this monitored? 

 

d) How much weighting do you give to qualitative data (eg teacher impressions 

of potential when achievement may not be very evident)? 

 



 43 

e) Do you have minimum levels of ability for your “Gifted” cohorts and if so 

what are they? 

 

f) Are the criteria published (ie known openly to parents, staff and pupils)? 

 

g) Are the criteria generic or subject specific? (if this only applies to some 

subjects which ones?) 

 

h) Are your cohorts representative of your intake as a whole in terms of gender, 

ethnicity and home background?  If not can you detail the imbalance? 

 

4) Are parents involved in identification and/or provision and if so, how?  

 

5) Are governors involved in the strand activities and if so, how? 

 

6) Are learning mentors used to support work in the G&T strand? Can you give 

numbers and particular responsibilities please? 

 

7) What other systems of pastoral support are in place for your G & T cohort? 

 

8) What do you do about underachievers ( eg pupils who clearly have potential 

but don’t translate that into achievement.  Are they included in the G and/or 

T cohorts?) 

 

9) Can you nominate anything which you feel you do particularly well in your 

school.  “Good practice” may include some of the following aspects which are 

imaginative, innovative or particularly effective.  Could you tick any which 

apply and give us a brief description. 

Effective/comprehensive identification procedures 

A whole school approach 

Aspects of classroom provision :- 

Pupil grouping 

Special programmes for gifted or talented cohorts 

Study support 

Monitoring and evaluation systems 

Identifiable impact on standards within the school 

Identifiable impact on teacher expectations within the school 

Enrichment activities taking place outside the classroom or outside the 

school 

Clustering arrangements with other schools or outside agencies 

Professional development 

Links with other strands in EiC 

 

10) Can you name 4 of your departments which are delivering the G & T strand 

particularly well? 

 

11) Would you describe your school (or particular departments) as regularly 

reflecting on what they do and discussing pedagogy? 

 

12) How is the funding of the strand organised and monitored in you school? 
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13) What criteria do you use to measure the effectiveness of the initiative in your 

school and how do you monitor the progress of individuals? 

 

14) What have you done to support struggling or reluctant departments or 

teachers? 

 

15) Provision 

a) Can you describe in general terms the balance between specific provision 

within the classroom and out of class study support activities? 

 

b) Do you have a school policy (or have you provided guidance for departments) 

on creating teaching and learning programmes for the G&T cohort ? 

 

c) Does your school teach any special subjects to your gifted groups (eg 

philosophy)? 

 

d) Provision within departments.  Below are some questions we would like to ask 

your Heads of Department.  Could you pass them to your heads of department 

for completion please? 

 

 

________________________ Department 

 

 

 

a) Do you have a nominated member of staff responsible for G & T pupils in 

your dept.? 

 

b) Which of these forms of provision are evident in your department?  Please 

tick and/or explain further if you wish. 

 

 Special lessons are provided for individual G or T pupils 

  

 Differentiation for G&T pupils is evident in schemes of work and lesson 

plans 

 

 Specific programmes of study are provided for G & T groups 

 

 The needs of G or T pupils are met within the top set (ie provision is 

mainly enrichment of the standard curriculum within normal lessons)  

  

 G & T pupils are accelerated into content normally only accessed in 

subsequent years or Key Stages 

 

 Gifted pupils sometimes take exams early 

 

 Special homework is provided for G & T pupils 
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 G & T pupils are taught special study skills (eg thinking skills, accelerated 

learning techniques etc) 

 

c) Can you assess the impact of G & T provision on the exam system (eg if the 

G & T pupils take the exam early, what will happen to them in your subject 

then?)  Are there any points you would wish to make, positive or negative, 

about  the early sitting of exams? 

 

d) What arrangements exist for monitoring and evaluation, assessment of 

effectiveness etc.  

 

e) Can you briefly describe any out of school activities which have taken place 

in your subject? 

 

f) What targets and/or individual learning plans do you set for your G & T 

pupils? 

 

g) What has been the impact (good or bad) on the rest of the pupils in the 

department? 

 

 

 
  


