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Executive Summary 
 
This is the final report on the evaluation of the Charter for Transition project in 
Barnsley. The research on which this report is based took place between 
2000 and 2003. It is complemented by two previous interim reports on the 
pilot phase and phase 1 of the project. This report concentrates mainly on 
phases 2 and 3 of the project, although the conclusions and recommendations 
are based on a synthesis of all three reports. 
 
Chapter 1 introduces the background to the project. Key issues in this chapter 
are as follows: 
 

• The successful implementation and smooth transition from the initiation 
phase with one coordinator to the implementation phase with a new 
coordinator. 

• The success of the pilot phase in terms of developing good practice in 
transition activities. 

 
Chapter 2 presents the project methodology. Key issues in this chapter are: 
 

• The use of a flexible 'cascade' evaluation model, with a variety of 
research methods used. 

• The use of teacher interviews to examine the development of charter 
work in the pilot phase. 

• The use of attainment data, teacher interviews, pupil group interviews 
and a teacher questionnaire survey to examine issues of attainment, 
staff roles, pupil experiences and staff views on aspects of charter work 
in Phase 1, and Phases 2 and 3. 

• The use of a second teacher survey to examine changes over time and 
differences between phases. 

 
Chapter 3 presents an examination of attainment data in Charter schools. Key 
findings were: 
 

• Phase 3 schools tended to have higher attainment than others. 
• Phase 1 schools progressed more than other schools in the early 

years, but this progress had been reduced by 2001. 
• Barnsley schools tended to progress at a faster rate than the average 

for schools in England until 2001, when progress slowed. 
• One must be cautious when using nationally published measures of 

attainment, as other measures can be equally or more valuable. 
 
Chapter 4 contains an analysis of the final survey of teachers. Key findings 
are as follows: 
 

• Responses were obtained from 43% of Charter schools. 
• Teachers were broadly positive about the impact of Charter on 

teaching and professional development. Teachers were very positive 
about the impact on marking and feedback, improving pupils' learning, 



 4

use of data and target setting, and shared understanding of school 
improvement. 

• In terms of management and sustainability, staff felt Charter was 
supported and valued by SMT, the charter work would be sustained, 
although this could be affected by funding issues, and that staff in the 
school/departments were generally actively involved in Charter work. 

• Schools were more positive about the impact on pupils than in the first 
survey. In particular staff felt Charter had contributed to increased 
attainment, improved behaviour and positive attitudes to learning. 

• Other comments focused on Charter helping move the school forward, 
training and staff development, tracking, use of data and transitions. 
The overwhelming view of these responses was of very high regard for 
the work of Charter for Transition.  

 
Chapter 5 reports on student views, linking to literature on the use of pupil 
views and transitions. The key findings presented here include: 
 

• Relatively positive views of the transfer form primary to secondary. 
• Concerns regarding bullying and other 'horror stories' in secondary 

schools. 
• Benefits of specialised teaching in secondary schools. 
• Problems with poor facilities, bullying and relationships with teachers in 

secondary schools. 
• Positive impact in terms of self esteem, and dealing with personal and 

academic problems, of peer mentoring schemes for both mentors and 
mentees. 

 
Chapter 6 synthesis views of teacher and headteachers throughout the 
Charter evaluation work. Important findings presented here are as follows: 
 

• The development of improved transfer arrangements. 
• Benefits of Charter in many areas, especially providing a catalyst for 

school development, creating a shared commitment to school 
improvement and target setting. 

 
Chapter 7 provides a list of factors related to the success of Charter for 
Transition as follows: 
 

• Flexibility and Variety 
• Quality of Provision 
• School-led Support 
• Commitment of School Management 
• Focus on Key School Development Areas 

 
In addition, a number of recommendations are included. Key 
recommendations are as follows: 
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• School-led support not only allows flexible, quality provision to be 
targeted most effectively, but also encourages school ownership of and 
commitment to the project.  

 
• Approaches which focus on key areas of school development, rather 

than more peripheral aspects of school work, are more likely to lead to 
more fully committed schools. 

 
• Using multiple attainment measures, rather than narrow ones, Charter 

for Transition can be judged to have made some impact on attainment, 
particularly in the early years, but this has not been a major output from 
the project.  

 
• Projects which can allow for the professional development of staff 

(which is in evidence in Charter for Transition) are in a better position to 
create successful whole school improvement, since this provides 
further impetus to teacher ownership of the project. 

 
• The pastoral elements of school transfer are still problematic in some 

schools. Therefore, it is important to keep the focus on this element of 
transfer, whilst still developing the attainment in progression focus 
championed by Charter for Transition. 

 
• Peer mentoring is a successful method of meeting a variety of pastoral, 

and to some extent academic, needs of pupils, both mentors and 
mentees. Schools should investigate this strategy if not already in 
place. 

 
• Many schools will continue the work of Charter, but to ensure the 

improvements are sustained, support for these activities in some form 
should be considered by the LEA. 
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1 Introduction 
 
1.1 Background to the project 
 
The report begins by setting the Charter for Transition project within the 
context of SRB3. The aims of the project and approach taken to the 
evaluation is then discussed and brief reports are given for each of the three 
phases. The section concludes with a brief review of other work in the field of 
transition and national and local projects that have also had impact on the 
work of schools over the duration of the Charter project.  
 
The Charter for Transition Project has been part of a larger programme, 
"Highway to Success", which was the title given to the Single Regeneration 
Budget Round 3 Scheme by the Barnsley Regeneration Forum. The overall 
purpose of this programme was to bring about a fundamental and positive 
change in attitudes towards education, training and employability, particularly 
amongst the young, to raise the levels of attainment and improve prospects 
for employment. This purpose was divided into six principle objectives: 
 

• improve pre-school learning so that primary schools have a better base 
on which to build 

• improve levels of attainment so that school and young people have 
better employment prospects 

• prepare school leavers and other job seekers for the world of work 
• increase parents' commitment to, understanding of and support for 

education and learning 
• re-integrate many of the long term unemployed into the work force 
• improve the competitiveness of managers and supervisors of small 

companies 
 
SRB Highway to Success Approved Delivery Plan Year 1 1997-98 
 
The expected contribution of the Charter for Transition project to the six 
principle objectives was: 
 
The key outcome target is to reduce the proportion of pupils whose progress 
is adversely affected when they transfer schools. The project will work 
borough wide to minimise disruption to pupils' progress as they move through 
the main transitional stages from infant to junior schools and from primary to 
secondary schools. The project will introduce a monitoring system in order to 
identify problem areas and will target assistance at key points by raising 
teachers' awareness of best practice in co-ordinating the cross-phase 
curriculum and helping parents to support their children across transition 
phases. (SRB3 Delivery Plan Year 1 1998-9). 
 
This statement of intent was subsequently reworked for implementation 
purposes into four broad areas:  
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School dimension 
To help schools promote progression in learning through:- 
School and pupil target setting 
Transfer and transition arrangements 
Development of bridging projects between key stages 
 
Pupil dimension 
To help pupils in:- 
Planning and managing their own learning 
Reviewing progress, setting targets and planning developments 
 
Teacher dimension 
To help teachers develop aspects of classroom practice through:- 
‘progressive’ schemes of work 
assessment and recording developments 
differentiation 
tracking pupil progress. 
 
Parent dimension 
To help parents with Home School Partnerships though 
Home-school contracts 
Developing skills of parents to support learning 
 
The Charter Team deliberately adopted a delivery model for the project that 
met the perceived needs of individual schools or groups of schools. It was 
recognised that some schools were further ahead than others for example, in 
school development planning, using assessment data, and using innovative 
learning and teaching strategies. Some pyramids of schools also had better 
pupil transfer arrangements than others. At the beginning of the project 
schools were invited to participate in one of the three phases and negotiated 
the focus of the project with team members and a group of schools offered to 
be in the pilot phase. Detailed action plans were developed by schools and 
team members provided support for this task. Most schools took advantage of 
the offer of CPD sessions from team members, and representatives attended 
Charter conferences at which presentations of good practice were given. This 
contributed to networking both between the project team and schools and 
between teachers from different schools. Charter money was used for a 
variety of purposes - to provide cover for teachers to visit other schools, the 
development of resources, setting up systems to track data etc. The choice of 
focus of school projects was wide and is given in Chart 4.1, page 32. 
 
 
1.2 Establishing the team and starting the project January - July 1998 
 
In the first 6 months of the pilot phase, in common with many projects of this 
nature, the Charter team faced a number of management challenges to its 
development as an effective working group. These were:-  
 
(1)  recruitment in stages 
(2)  full administrative support and financial expertise not yet in place  
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(3)  comprehensive school data of a comparative nature not yet available  
(4)  complex LEA/SRB structures and role relationships regarding      

accountability and communications. 
 
Despite these constraints the Charter team played a key role in establishing 
and maintaining rigorous bidding procedures from schools while enlisting the 
support and enthusiasm of schools that submitted projects. By July 1998 the 
challenge of increasing LEA involvement had begun to be addressed through 
the appointment of the Chief Adviser to Chair of the Steering Group in 
January 2000. More complete data collection was under way with the 
appointment of a Data Management Officer at Longcar (November 2000) and 
financial expertise was being developed by the project secretary. 
 
By August 1998 management challenges had shifted to those of role 
clarification. This involved both people and projects. Roles had to be clarified 
for key players within the Charter Team and pilot schools and the nature of 
the relationship of Charter work to other National initiatives within the LEA 
needed to be addressed. Clarification was being sought on how aspects of 
Charter work related to National Literacy and Numeracy strategies in 
particular. In addition, the strategic and operational balance of the Charter for 
Transition (CfT) project coordinators role was made uneven through 
involvement in EAZ work. In schools, the role of secondary deputies in 
ensuring that school coordinators maintained a school-wide perspective was 
not generally made explicit. At the same time the low secondary headteacher 
attendance at Charter INSET programmes raised further questions about the 
level at which Charter work was being managed in schools. 
 
In response to these challenges a project management training programme 
was devised and delivered by the Charter team. This was very well received 
across the LEA and enjoyed high participation rates, not least because of the 
project management portfolio which accompanied the training. Meanwhile 
high satisfaction rates were also being recorded across the portfolio of 
courses delivered by the Charter Team, an outcome due in no small part to 
additional administrative support that was secured during this period. Lastly, 
debate about evidence of ‘what makes a difference’ in the pursuit of effective 
transition policies began to take place at steering group meetings. 
 
 
1.3 Appointment of Independent evaluators  
 
The Steering Group also agreed to appoint independent evaluators to the 
project to complement the evaluative work of Peter Gaskell, who was 
undertaking this on a voluntary basis. A team from Sheffield Hallam University 
School of Education was appointed for this task and began work in March 
2001, with a requirement to submit the final report in July 2003. Since the 
project had been running for two years, the evaluators agreed a strategy with 
the Steering Group that would include a report on the 1998-2001 period. This 
was achieved through documentary analysis, interviews with key players and 
through visits to schools that had participated in the pilot phase (see Chapter 
2 p12). It was also clear that the project was being implemented at a time of 
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considerable change for schools. Schools were participating in several other 
national and local projects, e.g. EAZs which had often similar and overlapping 
aims. Of particular significance was the introduction of comparative 
assessment data for schools through the Autumn package and PANDA, an 
increased national emphasis on the setting of targets for schools, subjects 
and pupils and the introduction of performance management for school staff. 
All of these have impacted on the type of activity that schools choose to seek 
support from the Charter Team. At the same time school transfer issues 
between primary and secondary schools remained high on the national 
agenda. 
 
The approach taken to the evaluation would therefore need a degree of 
flexibility in order to take account of these changes. In some areas it was 
recognised that it would be difficult to make a causal link to any one initiative, 
for example to pupil achievement. As the Charter project aimed to have an 
involvement with all schools in the borough and was implemented in three 
phases, this meant that it was not possible to adopt an experimental approach 
by having, for example, matched control schools. 
 
The initial broad aims of the evaluation at the outset were to: 
 

- provide an independent report on the impact of the SRB round 3 
Theme G2 on the achievement of children in the Borough (note that 
achievement was to interpreted widely - i.e. not restricted to testing) 

- identify the factors that will help the successful outcomes of the project 
to be sustained beyond 2003 

- provide evidence that will support the bidding for further funding 
- produce a report that is rigorous and academically sound both in the 

methodology used, the analysis of data and the conclusions reached. 
 
The reporting requirements to the Steering Group were for a report on the 
Pilot Phase in November 2001, a report on phase 1 in June 2002 and final 
report in July 2003 to include phases 2 and 3.  
 
 
1.4 Pilot Phase - reported to Steering group in November 2001 
 
During the Spring, Summer and Autumn of 1999 the Charter team continued 
to develop its reputation amongst coordinators in schools as a process-led, 
enabling force for evidence–based improvement. Positive evaluations at 
‘good’ or ‘very good’ levels continued to be registered across the range of off- 
site Charter INSET provision. Further consideration, however, needed to be 
given to the volume of content addressed in some of these courses where 
more time for discussion and reflection had been requested. This issue of 
content/process balance also arose during the planning and delivery of 
dissemination events. Evaluation reports at the time suggest that the purpose 
of such events was not always made explicit. In particular, it was not clear 
whether they were for ‘celebration’ of achievements of pilot participants or for 
‘preparation’ of schools entering the first implementation phase. The first 
purpose might suggest a focus on content, the second a focus on process. 
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While the two purposes were, of course, not mutually exclusive it was felt 
important to be clear about where the prime emphasis lay when planning 
future events. 
 
During the summer of 1999, school success stories were reported in depth 
across the full range of Charter work contexts for instance, the Lacewood 
'Little Learners' project, aimed at helping parents prepare their children for 
nursery, has since been included as a case study in a DTI publication on good 
practice in SRB. Gooseacre’s variety of strategies for involving parents in 
pupils' learning had drawn a 37% response from parents in Y2 and a 46% 
response in Y6 and as a result of these activities, the 1999 SATS scores had 
exceeded targets already set for summer 2000. At Kingstone School, 
agreement on abc criteria in mathematics between primary and secondary 
teachers within the pyramid had progressed sufficiently to enhance the 
transfer of pupils to the secondary school in September and the same process 
was now under way in English.  
 
Charter for Transition work to date had also received praise in an OFSTED 
evaluation report earlier in the year (1999). 
 
 
The best support to Schools is by two externally funded projects - Charter for 
Transition and the National Numeracy Strategy. 
 
The support provide by the Charter for Transition project has been the most 
positive feature (in secondary schools). 
 
The LEA has not, in the past, had adequate systems in place to provide 
relevant and easily interpreted performance data in schools. A recent review 
has led to the introduction of data analysis to support the target- setting 
process. This work is being carried out by Charter for Transition. The 
emphasis in the last year has been provided by a significant training 
programme for Headteachers, in how to use the data and on introducing 
standardised tests for selected year groups, as an aid to challenging low 
expectations. Training has also been provided for Governors. 
 
Restructuring of the LEA following the 1999 Ofsted report led to the 
responsibility for SRB in education being moved to education services. Links 
with the advisory service were developed during this year through the 
succession to Chair of the Charter Steering group of a Senior Adviser 
(February 2001). This senior adviser established a system for sharing 
information with the Charter Team on advisory work being done in schools. 
The presence of the data management officer in the Charter Office had also 
given Advisers a legitimate opportunity for liasing with the Charter team on a 
regular basis. Thirdly, mutual invitations between Charter team members and 
advisory colleagues to attend each other’s courses had now become routine.  
 
In the view of those in post during the pilot R&D phase of the Charter Project, 
strong individual leadership enabled the momentum for a wide range of 
activities to get off the ground. The first coordinator had provided a master 
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plan for such activities which team members had then fine tuned to identify 
key training strategies. Such strategies could uncover tacit knowledge of good 
practice and make it explicit so it could be shared. As the pilot phase drew to 
a close in the Spring of 2000, it was apparent that the implementation phase 
would require an approach that would allow schools to identify projects that 
met their needs. This would require a more ‘hands off’, less directive and 
more collaborative approach. Such an approach would allow time for critical 
reflection to develop understandings and make connections concerning the all 
important issues of change and sustainability of activities. The new co-
ordinator, appointed to the team in January 2000, prior to the end of the pilot 
phase in April was highly committed to this approach. 
 
By the close of the pilot phase, the Steering Group, informed by evidence 
from local school evaluations and dissemination events, had identified a 
number of success factors in promoting progression within schools, promoting 
progression across the phases at 11+ and identification of emerging features 
of effective transition (see item 6 of Steering Group meeting January 
2000). It was also seen as important for this debate, and the decisions that 
arose from it, that a sufficient quorum was maintained at such meetings. 
 
 
1.5 Report on Phase 1 of Implementation - Steering Group June 2002  
 
The report on phase 1 centred around three questions that emerged from the 
collection of data from schools, from the pilot phase of evaluation and from 
discussion with the project team. It was also designed to complement the 
work of Peter Gaskell who was monitoring a large number of training events in 
schools and reporting his findings to the Steering Group. (See Chapter 2, p12 
for these questions). 
 
 
1.6 Report on Phase 2 and 3 of Implementation - Steering group July 
2003 
 
The data collected for these phases continued to focus on the impact of 
Charter work on pupils and whether earlier work with pilot and phase 1 
schools had become embedded in school practices. Part of the data was 
collected by survey from all schools in the borough. Visits were made to 
samples of primary and secondary schools in different phases in order to seek 
the views of teachers and pupils on work supported by Charter funds. This 
work is reported in Chapters 3-6. 
 
 
1.7 Activities and research on transfer/transition and raising 
achievement taking place during the lifetime of the Barnsley Charter for 
Transition project. 
 
The 1998 to 2003 period has been one of considerable change in education 
nationally and some of the activities in the Charter project also feature in other 
initiatives. The unique contribution of the Charter projects was that they were 
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determined by the schools and not by an outside agency. Transition activities 
between different phases of schooling were promoted strongly in the 1970s 
but most were related to pastoral rather than curriculum issues. The 
introduction of the National Curriculum led to a renewal of interest in this area, 
with the need to promote better curriculum continuity. The main national 
research on transition has taken place at the University of Cambridge Faculty 
of Education. The most recent project, the Transfer and Transition Project has 
three strands - the nature of dips in pupil progress, overcoming problems 
associated with the move of pupils from one school to another, and transitions 
from year to year with an emphasis on the impact of friendships on pupil 
progress. Maurice Galton who has been involved in transition research since 
the 1970s and Tony Pell have written extensively about research on transfer 
and transition. One of the more recent findings is that poor performance after 
school transfer can be attributed to variations in teaching approach and the 
consequent failure of pupils to take account of these differences in addition to 
the issue of curriculum continuity (Galton, Morris, and Pell, 2000). 
 
The area of transition and transfer has also been researched in many other 
countries.  In reviews of American research, it is apparent that many young 
adolescents become more negative about schools and themselves in the 
period after transferring to junior high schools.  The explanation for this was 
that they are moving into a more competitive environment and many, 
uncertain of their strengths relative to others, lose self esteem, and as a 
consequence disengage (Demetriou, Goalan, and Rudduck, 2000). 
 
Other relevant research that was undertaken concurrently with the Charter for 
Transition evaluation included a DfES research project (see Harris et al., 
2003) that explored the perspectives of head teachers, middle managers, 
classroom teachers, and groups of pupils in eight schools (two primary, six 
secondary) in the former coalfield areas. Findings from this report are 
discussed at the end of Chapter 7. 
 
The body responsible for School Inspection in the U.K. has also reported 
recently on this important area in: 
 

• Changing Schools Evaluating the Effectiveness of Transfer 
Arrangements at Age 11- Ofsted July 2002 reported that secondary 
teachers were not doing enough to build on the achievements of their 
primary colleagues- and teachers know little about how children are 
taught and assessed in partner schools. Pastoral aspects were 
however good and children with special needs were well catered for. 

 
Other important projects that have overlapped with the work of Charter are: 
 

• The Excellence in Cities initiative and Education Action Zones. The 
recent report Excellence in Cities and Education Action Zones, Ofsted 
May 2003 reports on the improvement of schools in disadvantaged 
areas and has a range of findings that are pertinent to the Charter 
initiative particularly in relation to trends in pupil achievement. 
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• The introduction of the National Literacy and Numeracy projects have 
been concurrent with the Charter programme and some research has 
been reported on aspects of these programmes, for example, Jean 
Rudduck in the University of Cambridge report on Sustaining pupils' 
progress at year 3. Some of the Charter work has been concerned with 
bridging projects which have been designed by clusters of schools. 
Since Charter started the National strategies have published example 
bridging units between year groups. 

 
• Some Councils have also achieved Beacon Status for transition work 

and have run a number of national dissemination events and 
conferences in the past three years. The councils concerned are North 
Lincolnshire and Suffolk. 
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2 Methodology 
 
2.1 The initial model 
 
The delivery model used by the Charter for Transition project was complex, 
involving three phases and a pilot phase, each of which has been evaluated. 
To capture the developments within the project, we have used a version of our 
own developmental ‘cascade model’ to conduct the evaluation. This model 
uses a variety of types of data collection in each evaluation phase, allowing us 
to use analysis and perspectives from previous phases to inform the 
evaluation in later phases (see Figure 2.1 below). This also allows us to 
triangulate our findings, using these different forms of data. This has enabled 
us to explore the complexities of the project. A mixed methodology has helped 
us understand what Greene et al (2001) call the complex, dynamic, and 
contextually diverse social phenomena we are looking at. We agree with them 
that we need to use all of our methodological expertise and skills in this 
endeavour for contemporary understanding of social issues (p25/26). To 
some extent, this approach has also allowed us to examine content-related 
validity by developing models. So, in addition, we have been able use the 
different methods to examine these models to determine the correlation 
between them.  
 
The model has the additional advantage of being flexible. For example, an 
initial set of research questions was used at the beginning of the evaluation 
process, however these changed over time as both the evaluation team and 
the Charter for Transition management team worked on which of the 
questions, and others, were most important. 
 
Figure 2.1: Graphical representation of the 'cascade model' 
methodology 
 
 
A  
 
 
 
B 
 
 
C 
 
 
D 
 

Pilot Phase (1998-00) 
Documents, Teacher Interviews 

Phase 1 (2000-01) 
Survey, Interviews, Other data 

Phase 2 (2001-02)  
Survey, Interviews, other 

data 
 

Phase 3 (2002-03) 
Survey, Interviews, Other data 
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Figure 2.1 shows how we used a range of techniques including semi-
structured interviews (mainly with teachers), observation, quantitative surveys 
of teachers, and other data (documentary evidence, published data such as 
test scores, school attendance and socio-economic data and internal school 
records). In fact, the data sources used varied and changed over time, as did 
the research questions. The remainder of this chapter looks at the 
methodology used for each of the phases in turn. 
 
2.2 The Pilot Phase 
 
The Pilot Phase consisted of retrospective interviews with teachers in 11 pilot 
schools and the Charter management team. The research questions used 
here were:  
 

1. What is the history of the development of Charter, from the viewpoint of 
the team? 

2. What are the patterns of experience of CfT in pilot schools, and how far 
is that experience reflecting the overall objectives and meeting success 
criteria of individual projects in the pilot phase? 

 
The interviews were semi-structured, following broad interview schedules. The 
analysis conducted in this phase was two-fold. 
 
Question 1 was analysed to give a narrative history, from the viewpoints of the 
team, of the initial stages of Charter, much of which is included in Chapter 1. 
This used multiple perspectives, but there were few of the differences 
between views often seen in retrospective analysis of this kind. 
 
Question 2 used a thematic analysis, whereby the interviews were examined 
to find common patterns emerging. In this case the patterns centred on the 
themes of Getting Involved, Project Features, CfT Team Contribution, 
Outcomes, and Change and Sustainability. 
 
2.3 Phase One 
 
The examination of Phase One of the Charter for Transition programme used 
a combination of methods to answer four research questions: 
 

1. Is Charter for Transition making a difference to attainment?  
2. How do teaching staff involved in Phase 1 of Charter for Transition 

perceive their roles and work in schools?  
3. What are the pupils’ experiences of transition in Phase 1 schools?  
4. What are the views of teaching staff on the following aspects of Charter 

for Transition: teaching and professional development; management 
and sustainability and pupils’ involvement? 

 
In fact, these four questions were predominantly answered using four specific 
data collection methods. Question 1 used secondary analysis of attainment 
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data, question 2 used semi-structured interviews, question 3 used pupil group 
interviews and question 4 used a questionnaire survey of teachers. 
 
2.3.1 Secondary Analysis of Attainment Data 
 
Attainment data on KS1 and KS2 teacher assessment and SATs tests from 
1996 to 2001 was kindly provided by The LEA Data Management Officer. 
After examination of this data, it was decided to make use of the KS2 test 
data, as this allowed the evaluation team to make comparisons with a large 
number of schools across the phases from prior to the introduction of Charter 
to the time of writing. Analysis - comparison of means - was conducted using 
SPSS1, and graphs were produced using Excel. 
 
2.3.2 Semi-structured interviews 
 
Interviews were conducted with a teacher in each of 4 schools in 3 pyramids 
between February and March 2002. Interviews were used because they are 
often more adaptable and flexible than other research techniques. In contrast 
to questionnaires, for example, which provide immediate feedback, the 
interview technique permits interviewers to follow up leads and thus obtain 
more in-depth understanding of the interviewees' views and perspectives with 
greater clarity (see Borg and Gall, 1989).The interviews were transcribed and 
analysed to draw out themes to indicate some aspects of development of 
thinking and practice since the pilot phase that informed our investigations for 
the remainder of the project. 
 
2.3.3 Pupil group interviews 
 
Between April and May 2002, focus group sessions with between 4 and 8 
pupils in six schools (one primary and one secondary in each of three 
pyramids involved in Phase 1, a total of 36 pupils being involved) were 
conducted. The brief was to explore the experience of transition and transfer 
of Y6 and Y7 pupils with a particular focus on if and how perceptions of 
enjoyable difficult and challenging work had changed across the transition. 
We also asked questions about teaching and learning styles, repetition, 
progression and target setting of work in this context. So at least some 
elements of continuity and comparison could be identified, we requested that 
a minimum of two members of each Y7 focus group were from the respective 
primary schools where Y6 focus group sessions had taken place. 
 
Part of the aim in this part of the study was to approach the students not as 
subjects but as people who are entitled to respect rather than “irrational 
beings” whose accounts are not trustworthy and whose opinions are therefore 
of limited value (see James and Prout, 1997 and Ring, 2000:1). The decision 
to use focus groups was partly based on recognising the students as “people” 
entitled to share their views with their peers in a permissive and non-
                                            
1 SPSS, an acronym for Statistical Package for the Social Sciences, is a statistical computer 
software package that was initially introduced by the SPSS Inc. in the late 1960s for social 
scientists.  Since its introduction, the SPSS has been extensively used by academics and 
corporate research to perform various statistical procedures. 
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threatening environment. In addition to its ability to give participants the 
opportunity to clarify, question, and compare their views with very little worry, 
research has shown that focus groups and individual interviews enable 
researchers to carry out their interviews with children and young people in a 
manner that does not intimidate them but rather positions them as experts 
whose opinions are encouraged (Balch and Mertens, 1999). Moreover, it 
enables researchers to establish a good rapport with participants (Harden et 
al., 2000), observe participants’ verbal and non-verbal interactions, follow up 
leads, and thus obtain greater clarity and better in-depth understanding 
(Gibbs, 1997).  
 
To ease participants’ comfort, interaction, and maintain a good rapport 
between the interviewees and the researchers, the focus group was limited to 
30 minutes during which the researchers introduced themselves, the study, 
and the purpose of the interview. To enhance good relations, the interviewees 
were provided with the opportunity to ask questions and/or share any of their 
concerns before, during, and after the interview. Permission to participate and 
be tape recorded was sought prior to and throughout the interview. 
Confidentiality was assured to all interviewees before the interview.   
 
Following the interviews, and against the literature and interviewees’ views, 
narrative summaries with actual quotes that illustrate participants’ views were 
used to provide an insight and understanding about the issues explored and 
to form a point of reference to compare with other participants’ views in this 
study and elsewhere.  
 
2.3.4 The staff survey 
 
Questionnaires were sent out to all Phase 1 schools in received in the autumn 
term and the beginning of the spring term 2001/2002 from schools that had 
been involved in Phase One of the Charter for Transition project. The 
questions focussed on three key areas; teaching and professional 
development; management and sustainability and pupils’ involvement (see 
Appendix G). 

Schools were asked if more than one person could be involved in responding. 
The questionnaires were not anonymous, although school names were not 
shared with the Charter team and schools were assured that the results from 
the questionnaire would remain confidential, and no school or individual would 
be identified in any reports that were produced. Schools were also told that 
the aim was to gather data from all schools involved in Phase One to evaluate 
the success of the project overall, rather than to single out individual schools.  
 
The data was analysed using SPSS, primarily using simple frequency tables 
and cross tabulations although some statistical tests were used to compare 
secondary and primary schools. Excel was used for some of the graphical 
representations. 
 



 18

2.4 Phase 2 and 3 
 
To enable some results to be obtained in interim form, and to allow the team 
to conduct a wider range of analyses within the budget, it was decided by the 
evaluation team and Charter managers to conduct the evaluation of Phase 2 
and 3 together. 
 
The research questions to be answered in this phase were developed from 
the results from Phase 1 and these themes, addressed in Chapters 3-6 of this 
report, were as follows: 
 

• The first element was built on the work on attainment data. Further 
work included likely analysis of 2002 SATs results, comparison 
between Barnsley results and improvements overall with national 
figures and a brief examination of work done by The LEA Data 
Management Officer on comparing similar authorities. 

 
• The second element built on the questionnaire survey of Phase 1 

schools. This served the two purposes. First, it allowed a longitudinal 
comparison to take place for between the two surveys, to see if there 
have been changes in teacher perceptions since the first questionnaire 
survey. Second, it enabled us to make comparisons between the three 
phases and gain an overall picture of the views and thoughts of 
teachers across the project for our final report. 

 
• The third element provided a synthesis of teachers' views. This 

involved a small amount of further data collection, alongside a 
synthesis of the findings from the pilot report and the interviews 
completed as part of the Phase One work. The intention was to build a 
picture of the project over time from the viewpoint of teachers.  

 
• The final element continued the use of pupil focus groups in schools in 

Phases 2 and 3, to compare with and build on the data gathered from 
Phase 1 pupils.  

 
 
2.4.1 Attainment data 
 
As with Phase 1, attainment data on KS1 and KS2 teacher assessment and 
SATs tests 2002 was kindly provided by The LEA Data Management Officer, 
to add to the 1996-2001 dataset. As before, a comparison of means was 
conducted using SPSS, and Excel used to produce graphs. In addition, a brief 
discussion of work by The LEA Data Management Officer was included, the 
full analysis being presented in Appendix H, comparing Barnsley with South 
Yorkshire authorities. An analysis comparing improvement in KS2 and KS4 
attainment measures between Barnsley and nationally was conducted using 
the 4 improvement measures identified in Appendix C. As before, this was 
conducted using SPSS and presented using Excel. 
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2.4.2 The staff survey 
 
Questionnaires were sent out to all Charter schools and received in the 
autumn term and the beginning of the spring term 2002/2003. The questions 
focussed on the same three key areas as before; teaching and professional 
development; management and sustainability and pupils’ involvement. 

Analysis and data collection were as described in 2.3.2 above, with the 
additional comparative analysis with the previous survey. Also, some 
comparisons between phases were carried out (which, in fact, yielded few 
differences). 
 
2.4.3 Teacher views synthesis 
 
Interviews with teachers, headteachers, and deputy headteachers across all 
Charter phases were integrated together for this section. As before, all new 
interviews were transcribed and analysed to draw out themes, in this case 
relating mainly to staff views on students' concerns about school transfer and 
perspectives on the benefits and impact of the Charter project. 
. 
2.4.4 Pupil views 
 
In Spring 2003, 68 students from Years 6 to 12 from 11 primary and 
secondary schools in Barnsley were interviewed in friendship focus groups 
and individually. Thematic analysis examined: 
 

• "Pre-Transfer" accounts for the views of students from Years 6.  
• "Post-Transfer" accounts of the views of students from Years 7, 8, and 

10 to 12.  
• Examination of the different mentoring and tutoring programmes and 

their benefits and limitations to stakeholders on the programmes. 
 
The methodology and analysis were otherwise as described in 2.3.3 above. 
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3 The impact of Charter for Transition on attainment 
 
3.1 Introduction 
 
In the Phase 1 Evaluation report on Charter for Transition, we presented an 
‘ideal model’ of changes in attainment over time, and conducted analyses. 
This section represents an update of this report, to take into account data from 
2002. Diagram 3.1 shows how the schools involved in Charter may be 
expected to perform using comparable measures of attainment (for the sake 
of simplicity, assume the attainment measured is the average SATs level 
across M, E and S at KS3). We would expect the pilot schools to outperform, 
on average, the others (in terms of increase in improvement at least), until the 
Phase 1 schools join. They should then outperform the others, and so on 
giving a ‘wave’ effect over time. 
 

 Diagram 3.1: Model of Ideal Impact of Charter for Transition  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

This can be measured and modelled using cross sectional data (e.g. GCSE 
average point score for each school year on year) or longitudinal data 
(following through particular cohorts who have had input at a particular time, 
therefore measuring their performance in SATs at KS1, KS2 and KS3, for 
example). 
 
3.2 Comparisons between Charter Phases 
 
After receiving a complete set of data from Barnsley LEA, we have conducted 
analyses using Key Stage 2 SATs data for Mathematics, English and Science. 
Phases 1, 2 and 3 were separated and graphs constructed over time. Pilot 
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phase schools were not extracted separately because this group is small, and 
they were also members of either Phase 1, 2 or 3. These are presented in 
Diagrams 3.2, 3.3 and 3.4 below. Key Stage 2 SATs data was used, since the 
number of schools is greater than for GCSE, and the impact of Charter 
activities might be expected to be greater for this age range than in Key Stage 
1 given the focus of many Charter activities. The lines for each phase 
represent the mean percentage of pupils attaining level four or above for the 
schools included in each phase. 
 

 

 
 

Diagram 3.2: English trends over time
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Diagram 3.3: Maths trends over time

40 
45 
50 
55 
60 
65 
70 
75 
80 

1996 1997 1998 1999 2000 2001 2002

Phase 1 
Phase 2 
Phase 3 



 22

 

 
 
Diagrams 3.2 to 3.5 show that there are apparent differences between the 
schools in each of the three phases. Diagram 3.5, which shows the overall 
figures, indicates that schools in Phase 3 are likely to have higher average 
KS2 results than those in Phases 1 and 2. There are nuances within each of 
the three subject areas, but they each show the same trend as the overall 
picture. An explanation for this may be that the schools that opted to be in 
Phase 3 were those that were performing relatively well at Key Stage 2, and 
so therefore felt they required little extra help. 
 
However, despite the differences in average attainment, the patterns of 
change in attainment are very similar – the shapes of the graphs are similar. 
This indicates that although the levels of attainment are different, the changes 
in attainment over time for schools in each of the phases are very similar. This 
seems to show that the specific, phase-related Charter activities have not had 
an obvious impact on attainment, since there would be differences in 
improvement in attainment if they had. 
 

Diagram 3.5: Overall KS2 trends over time
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Diagram 3.4: Science trends over time  
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It is important to note that Charter had considerable impact on particular 
schools (see page 5 for examples form the pilot phase, for example), rather 
than necessarily across the whole phase. This mean it is possible that these 
successes would be masked by the less successful examples in this general 
picture. 
 
To test whether this apparent similarity in changes in attainment was likely to 
be a real similarity, a set of attainment change measures was devised. Four 
measures were used (these are explained in Appendix C, along with the 
advantages and disadvantages of each). These used two measures of 
change, an additive method (adding percentage points, year on year to 
measure change) and a multiplicative method (measuring actual percentage 
change) with respect to a base year2. The only statistically significant 
differences were apparent in 2000/2001 and 2001/2002. In 2000/2001, Phase 
3 schools were significantly more likely to have improved in Science than the 
other schools. In 2001/2002, however, Phase 1 and Phase 2 schools were 
actually themselves more likely to have improved in Science since 1998 than 
Phase 3 schools. In 2001/2002, Phase 2 schools were likely to have improved 
less than other schools since 1999 in terms of Mathematics. 
 
However, it has been advised that a measure that takes into account social 
background, such as percentage free school meals for each school in each 
year, may reveal more differences. When this was investigated, it was found 
that numbers of schools in each phase would be too small to reveal these 
differences (although it would be possible to use a social background 
measure to examine differences between primary schools across the borough 
as a whole). Therefore, this part of the investigation was not continued. 
 
In addition to the statistical measures used, diagrams for each measure were 
constructed. These show that there are apparent differences between the 
three phases in terms of changes in KS2 attainment. Below, four of these 
diagrams are reproduced (others can be derived on request). 
 

                                            
2 1998 and 1999 were both used as base years, since although the project started in 1998, 
changes may not be apparent in this year. 2000 could have been used, but data is only 
available to 2002, so it would be too early to measure changes from this base year. 
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Example graphs produced: Overall changes using Measures 1-4,  
1998 Base year 
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Overall: progress since 1998 (m3)
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Measures 1 and 2 indicate that Phase 1 schools progressed more from the 
1998 base than others in the early stages, but this progress was reduced by 
2001 (Measures 3 and 4 show that, year on year, progress actually went 
down in 2001). However, by 2002, Phase 1 schools had made more progress 
than Phase 2 and Phase 3 schools on all measures. 
 
Phase 3 schools progressed less in the early stages of Charter for Transition, 
however by 2001 they had pulled back and were on a par with the others in 
terms of progress (they are ahead of the other schools in terms of raw results, 
as indicated in the earlier graphs). However, it must be emphasised that 
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ANOVA3 analysis indicates that we cannot be sure that these apparent 
differences in progress are real. This may be partly due to the small size of 
the sample. 
 
3.3 Comparisons between Barnsley as a whole and England 
 
The changes in KS2 results since 1997 may be related to Charter activities 
that impacted on all schools, such as training in use of data, and the 
evaluation team have extended the analysis to include comparisons between 
Barnsley as a whole with changes in other districts and in England overall. It is 
important to note, however, that this method has the problem that we cannot 
be sure if the changes indicated are in fact due to Charter for Transition, or 
attributable to other causes, such as the projects described on p9 and 10 
Chapter 1. Other issues - such as teacher and pupil turbulence, prior 
attainment, cultural issues - may also have a bearing in any differences. 
 
First of all, a broad analysis comparing KS2 and KS4 data from 1997 to 2002 
was conducted, using DfES data. This data is included graphically below. The 
diagrams show that, in terms of percentage of pupils gaining level 4 or above 
in KS2 SATs, Barnsley schools have, on average performed at a level below 
the national average. The trend over time of the Barnsley scores mirrors the 
England average figures closely in each area. Only in mathematics was there 
an obvious narrowing of the gap, however it has widened again in recent 
times. 
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3 ANOVA is an acronym for Analysis of Variance which is commonly used to test hypotheses 
between two or more means. 
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Trends in KS2 Maths Results
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However, when the improvement measures M1-M4 are applied using a 1997 
base, the picture looks somewhat difference. A 1997 base has been selected 
since Charter activity across the borough started in the academic year 1997-
1998. M1 and M2, which use 1997 as a base, indicate that in terms of 
percentage improvement, Barnsley has been improving at a faster rate than 
the national average since 1998, except in 2001 and 2002. Improvement in 
English, when analysed separately, is actually ahead of that in the country as 
a whole in every year since 1997, whereas Maths and Science have fallen 
back in recent years. The graphs for M3 and M4 show that year on year 
changes in 2001 and 2002 have been negative, despite improving at a faster 
rate in Barnsley in the previous two years than in England over all. 
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KS2 average improvement (m4)
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An analysis was also carried out of KS4 results since 1997. Raw figures are 
presented in graphical form below: 
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Trends in no passes
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As with the KS2 results, these diagrams indicate that, in average terms, 
Barnsley schools have been below the national average in terms of all four 
measures. Until 2000, it appears that progress was being made towards 
narrowing the gap, particularly in terms of percentage achieving 5 A* to G and 
percentage gaining one or more passes, but this has levelled off in the last 
two years. 
 
However, when we look again at the results using 1997 as a base, a different 
picture emerges, as the graphs below show. These use progress measures 
for 5 A* - C, but the same pattern holds for the other measures. 
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Improvement at KS4 (m2)
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Using 1997 as base, M1 and M2 indicate that Barnsley has improved at a 
faster rate than England, although the gap has narrowed in 2001 and 2002. 
M3 and M4 show that, year on year, Barnsley pulled ahead of England until 
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2001, when Barnsley started to improve at a slower rate than other England 
schools on average. 
 
Therefore, the picture emerges of Barnsley as a borough that was improving, 
on these measures, at a faster rate than the English average in the early 
years of Charter, yet that has not improved as quickly relative to the English 
average since 2001. To what extent this is linked to Charter activity is 
impossible to tell, but it is interesting to note that the whole authority data work 
of Charter took place predominantly in these earlier years. 
 
The data comparing Barnsley to other South Yorkshire authorities (Appendix 
H) shows that Barnsley is at the bottom of the four authorities in Key Stages 2, 
3 and 4, but stays ahead of Sheffield at Key Stage 1. The other area where 
Barnsley is 'mid-table' for the authorities is in terms of numbers of pupils 
gaining 1 or more A*-Gs. However, There was no time available to do a 
comparative analysis of improvement using the 4 measures for this report, 
which may show a different picture. 
 
3.4 Nationally published attainment measures: a word of caution 
 
A cautionary note on using such nationally required 'high stakes tests' to 
measure improvement should be sounded at this point. There has been much 
written in recent times about the problems with using nationally published test 
results as measures of attainment. For example, a recent study conducted by 
Carol Fitz-Gibbon and colleagues reported in the Times Educational 
Supplement (Gold, 2002) compared changes in Key Stage 2 results with 
changes in results in another attainment measure and concluded that whilst 
there has been an improvement in mathematical/numeric attainment, the 
same cannot be said for English/literacy. Whilst this research can be criticised 
(for example, the measure of literacy used in the comparator test was much 
narrower than the KS2 test and therefore not itself a good measure of 
literacy), there is much more literature discussing the problems with such 
measures in general terms. 
 
A detailed discussion of this literature is provided in Appendix B, but in 
essence it is argued that the fact that targets are set for attainment in KS2 
SATs results, means that schools are likely to work to prepare pupils for tests, 
rather than prepare them more generally for skills in numeracy, literacy and so 
on (Black and Wiliam, 1998b). One secondary school teacher, quoted in 
Holland et al (2002), spoke for others when he told our researcher Key Stage 
2 SATs suggest that 65% of our intake should be targeted for 5 GCSEs A-C. 
This is nonsense. Primary schools are teaching to the tests, and getting better 
at it each year, but the pupils do not seem to be improving on entry to the 
school. In addition, tests are not easily comparable over time, leading to 
accusations that they become easier, a claim which is difficult to rebut 
(Goldstein, 2001). 
 
These problems indicate that an approach that uses other measures of 
attainment – best work, randomly assigned comparable tests as used in the 
USA (see, for example, NEAP tests – National Center [sic] for Education 
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Statistics, 2002), teacher judgements – should be used in addition to or 
instead of nationally published high stakes tests. 
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4 Results of the Teacher Survey 

4.1 Introduction 

This paper contains an analysis of the questionnaires received in the spring 
term 2003 from schools in all three phases of the Charter for Transition 
project. It also contains some comparisons with data presented previously, 
collected in the autumn term and the beginning of the spring term 2001/2002 
from schools that had been involved in Phase One of the Charter for 
Transition project, referred to throughout as the 'first survey'. The questions 
focussed on three key areas; teaching and professional development; 
management and sustainability and pupils’ involvement. In some tables, 
percentages do not add up to 100% due to rounding. 
 
4.2 Background information 
 
Table 4.1: make-up of the sample - school type 
 Frequency Percentage Percentage in LEA 
Primary school  40 91 86 
Secondary 4 9 14 
Total 44 100 100 
 

Table 4.1 shows that only four of the forty-four schools who responded were 
secondary schools, a finding slightly out of line with the make up of schools in 
the borough. Of the primaries, five were infant schools, two were junior 
schools and the remaining 33 catered for the full age range from reception to 
year 6. The response rate was 44%, an above average rate for a postal 
survey. 
 
Table 4.2: make-up of sample - Charter phase 
 Frequency Percentage 
Phase 1 15 35 
Phase 2 15 35 
Phase 3 13 30 
Total 43 100 
1 response missing 

Table 4.2 shows that the sample contained a good mix of schools from each 
phase. It is worth noting that, in addition, 16 of the schools (40% of those who 
responded to this question - 4 did not) said the school had been involved in 
the pilot phase. 
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Table 4.3: job roles of respondents 
 Frequency Percentage 
Head teacher 29 69 
Head with Deputy/Assistant Head 3 7 
Deputy/Assistant Head 5 12 
Head with senior teacher 1 2 
Senior teacher 4 10 
Total 42 101 
2 responses missing 

 Table 3 shows that the questionnaire has been taken seriously within the 
schools. Every school has assigned a senior teacher to complete the 
questionnaire, and in 33 of the 42 identifiable cases (78%) the Head teacher 
has been involved with completion (and has been the sole respondent in 67% 
of cases, a higher proportion than the 39% who responded in the first survey). 

 
4.2 Activities that have taken place  

Chart 4.1: Activities undertaken
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Chart 4.1 shows that the most common activities that schools took part in 
were target setting, tracking pupils, developing abc criteria, developing 
assessment, transition KS1-KS2 and transition within key stages. Developing 
assessment has become more of a focus compared with the first survey, and 
target setting, which was the third most common activity identified in the first 
survey, is now the most commonly identified. 
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Very few were involved with key stage plans, in line with the first survey.  This 
has not been a focus of the project since 2000 with the change of 
management, so these results were to be expected. Whereas in the first 
survey no schools were involved in home school work, 8 of the schools 
involved in the second survey were, a significant change. This is one of the 
initial aims of Charter, so it is important to note that at this stage more work 
with families is being supported. 

 
4.3. Impact on teaching and professional development; and management 
and sustainability 

Charts 4.2 and 4.3 contain data derived from sets of questions on these two 
aspects of the work done by Charter for Transition. The charts used are bar 
graphs, in which each bar represents how much the respondents agreed or 
disagreed with each statement. If a bar is predominantly white or hatched, 
more respondents strongly agreed or agreed. If a bar is predominantly grey or 
black, more respondents disagreed with the statement. 
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Chart 4.2: agreement with statements about teaching and 
professional development
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feedback

helped teachers to improve the learning climate in classrooms

helped in the development of pupils' social skills
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In Chart 4.2, It can be seen that teachers are, on the whole, in agreement with 
each of the statements. All teachers agreed that the Charter work has 
provided increased understanding of the potential for marking and feedback 
and helped staff take positive steps to improve pupils' learning, which is a 
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much more positive response than the first survey. In addition, there was 
strong agreement with the statements that Charter had provided a shared 
commitment to school improvement, contributed to the development of school 
policies, helped school staff understand how to interpret assessment data, 
and helped with setting individual targets for pupils. Teachers were in far less 
agreement over whether it helped in the development of pupils’ social skills, 
helped with setting purposeful homework activities or that it encouraged 
parents to be more involved with their children’s education. These results 
were very much in line with the first survey. 

A comparison was made between the responses in this section from primary 
and secondary schools. Some differences were found, although we must bear 
in mind that the number of secondary schools is small, so the results should 
be treated with caution. Firstly, it is the case that for most of these statements, 
primary schools agreed more strongly with the statement than secondaries, 
although the differences were sometimes quite small, and it was not the case 
for every question. The difference was less marked than in the first survey, 
where primary schools were appreciably more positive than secondaries.  

There were two particular areas where the differences were most apparent. 
First, primary schools were more likely to agree that Charter activities had 
helped encourage parents to become more involved with their child's 
education, and, second, that Charter activities had raised the level of 
professional discussion in the staff room or department. These were not 
significant findings in the first survey. 
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Chart 4.3: agreement with statements about management and 
sustainability
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Although the findings from Chart 4.2 were difficult to interpret in terms of 
finding common themes to the areas that respondents most strongly agreed 
or disagreed with, some patterns do emerge, as with the first survey, when we 
examine Chart 4.3. These areas are grouped under subheadings below. 

Commitment of senior school managers 

There was strong agreement that the SMT valued and were involved with the 
project. This may partly reflect the fact that members of school SMTs tended 
to complete the questionnaires, but nevertheless this is a welcome response. 
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Sustainability 

There was strong agreement with several statements that referred to 
sustainability, including that work developed in the project is embedded in 
teachers’ practice and the school development plan, and that work developed 
has been sustained. There was also disagreement with statements that 
implied lack of sustainability, for example schools disagreed that staff moving 
on meant the project had not been sustained, that the project had run its 
course and that more work was needed to embed the project in the school. 
However, respondents disagreed that other external support had helped 
sustain the project (rather, it was helped by support from the Charter team). 
However, most schools disagreed that other funding would carry on the 
Charter work, so in the long term a note of caution must be sounded. 

Staff involvement 

Several responses indicate that staff involvement with Charter is high in the 
surveyed schools. Most schools agreed that all staff in the school felt involved 
(primary only), and that the project was valued by most of the school staff, and 
all (secondary) schools agreed that all staff in departments working with CfT 
felt involved. 
 

There were also some differences between the responses of primary schools 
and secondary schools. We must again be cautious with these findings, since 
the number of secondary schools is very small. However, for this set of 
responses, on the whole, the differences between primary and secondary 
schools were relatively unclear. This was different from the first survey, where 
primary schools indicated for most questions that they saw more benefits to 
them compared with secondary schools in terms of management and 
sustainability. In this second survey, secondary schools were more likely to 
see work and funding external to Charter for Transition to help sustain the 
project, compared with primary schools. This finding, which was not apparent 
in the first survey, may reflect the growing number of income sources 
available to secondary schools for school improvement and to help raise 
achievement. 
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4.4 Pupils’ involvement 

Chart 4.4: agreement with statements about pupil involvement

0% 20% 40% 60% 80% 100%

the pupils are more eager to come to school/lessons

the pupils' attendance has improved

the pupils have a more positive attitude to learning

there has been an improvement in pupils' behaviour in class

there has been an improvement in pupils' behaviour around school

there has been a decrease in formal sanctions for poor behaviour, inc exclusion

there are fewer disagreemetns now between children

the project has been a significant factor in raising attainment

the project has benefitted girls in particular

pupils' progress has improved

the pupils are less anxious about changing schools

children are more involved in extra curricular activities than before

strongly agree
agree
disagree
strongly disagree

 

The findings in this section must be used with caution, since the questions 
were only answered by, on average, 40% of the schools as with the first 
survey. This perhaps reflects the fact that many schools felt that the project 
was not relevant to much of the aspects of pupils’ experiences of schools 
mentioned in these statements. On the whole, these questions were 
answered much more positively by schools than in the first survey, which may 
reflect the emphasis on pupils in recent Charter work. As with Chart 4.3, it is 
possible to group certain aspects of Chart 4.4, under subheadings. 
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Attainment issues 

The statements that schools agreed with most strongly were those that 
referred to attainment and progress. These statements were that pupils’ 
progress had improved, the project had been a significant factor in raising 
attainment and that the pupils had a more positive attitude to learning. 

Behaviour and engagement with school in general 

Schools tended to agree that there had been improved behaviour in lessons 
or around school (unlike in the first survey, when most schools disagreed with 
these statements) but disagreed that that there were fewer disagreements 
between children and that there had been a decrease in formal sanctions. 
Schools also disagreed that attendance had improved, however, unlike in the 
first survey, they tended to agree that there was more involvement with extra-
curricular activities as a result of Charter activities. 

Attitudes to learning 

Unlike the first survey, schools tended to agree that pupils' attitudes were 
more positive due to Charter work, including that they were more positive 
towards learning, more eager to come to school/lessons and pupils were less 
anxious about changing schools. 

There were no real differences between primary and secondary schools in 
response to these questions.  

4.5 Other comments 

Finally, teachers were asked to make any other comments if they wished. A 
full list of these is included in Appendix D. 18 comments were made, and of 
these 16 were positive or very positive about the impact of Charter for 
Transition. The other two were neither positive nor negative. 

The comments can be grouped around the following themes: 

Helping the school move forward (3 schools) 

Comments included: Helped the school complete some of the objectives in 
the SDP and post-OFSTED plan and CfT was the catalyst for the school 
moving forward and quickly achieving Beacon status. 

Training and staff development (2 schools) 

Comments were: Excellent. The work clearly helped raise attainment and 
develop skills of staff at this school and Charter has had more influence than 
any other training agency. Every project has been very successful. Very high 
standard of staff development work. 
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Tracking (3 schools) 

Comments included: It is it is only now I can see the real benefits of the 
support. I now have a complete system which supports school improvement. 
CfT methods have had a direct impact on tracking systems and Charter 
helped set up tracking systems initially, and individual target setting. PIPs 
introduction excellent too. 

Use of data (2 schools) 

 
There was positive comments: I am very grateful to the members of the team 
for their help and expertise. They continue to support staff in data analysis 
and have helped our school to develop/improve and one negative comment: 
Re: data. Charter unable to help at all. 
 
Transitions (2 schools) 
 
The comments were: transition between classes has been most effective and 
helped raise standards, low on paper work and gives children a quick start to 
the new year and we greatly value the input from CfT, it has resulted in a 
rigorous system for tracking pupils. The transition system is v successful, we 
are now trying to set up a similar system with our junior school. 
 
Other comments included four generally supportive comments about the 
positive impact of Charter, a comment on help with assessment and two 
comments discussing the future of projects currently supported by Charter. 
 
The overwhelming view put forward in the open responses was of very high 
regard for the work of Charter and regret that it is finishing summed up by this 
response: Support from Charter has been excellent quality and has been a 
terrific benefit to [this school]. It will be a great loss to the teachers and pupils 
of Barnsley when it is no longer there. 
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5 Students' Views 
 
5.1 Introduction 
 
School transitions are usually described by research (see Hargreaves and 
Galton, 2002; and Schumacher, 1998) as fraught with emotional, social, 
organisational, motivational, and academic difficulties. These stresses can 
hinder students’ learning. In the midst of these challenges, schools offer 
transferring Year 7 students various opportunities to support them through 
their school transfer, from school visits to orientation sessions to peer tutoring 
and peer mentoring opportunities.  
 
To establish with some certainty the school transfer programmes’ credibility in 
achieving the above desired outcomes, we have divided this chapter into five 
different parts: 
 
The first part, section 5.2, presents a snapshot of the literature on the different 
types of services offered by schools around the county to support their 
students before and after their school transfer. 
 
The second part, section 5.3, describes our study, our research sample, and 
the method we have employed to collect and analyse our data. 
 
The fourth part comprises two subsections: section 5.41 and 5.42. Section 
5.41 describes the opinions of primary school students about their school and 
their expectations of their prospective secondary school. Section 6.52 
presents the opinions of secondary school students about their secondary 
school and their views about the advantages and disadvantages of being in a 
secondary school in comparison to primary school.  
 
The fifth part, section 5.5 describes the two different types of mentoring and 
tutoring programmes that are funded by Charter for Transition and the 
benefits and limitations of both schemes as described by primary and 
secondary students.  
 
Finally, the sixth part, section 5.6 concludes with our reflections on the 
findings and recommendations for a better tutoring and mentoring programme 
and a more productive student school transfer scheme. 
 
 
5.2 The Literature 
 
In the United Kingdom, there are many innovative programmes and activities 
that are offered by schools for students before and after they are admitted into 
their prospective infant, primary or secondary school.   
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Programmes Offered before School Admittance 
 
The following are examples of some initiatives that are offered before students 
are transferred into their prospective school (see Schumacher, 1998 and 
Behrman, 1993:84-85): 
 

• School Visits: Students and teachers visit the prospective school to 
initiate personal contacts and to meet with other teachers and staff to 
share information.  

• Collaboration between teachers: Teachers from both feeder and 
prospective schools meet to discuss curriculum and educational 
practices.  

• School Contacts: Letters are sent home to prospective students 
welcoming them and their families, and inviting them to school 
activities. Sometimes, Parent Teacher Association members call new 
families to welcome them to the school.  

• Student Ambassadors: Students or “ambassadors” from the 
prospective schools proceed to visit in-coming students in their feeder 
school and tell them about their prospective school. Sometime 
ambassadors are exchanged with the in-coming students for several 
visitation days in the prospective school.  

• Students Contacts: Letters between senior students and in-coming 
students are exchanged.  

• Home Visits: New parents of young infants are usually visited by 
trained professionals at home to assess their children’s education, 
health, and development. At the same time, during the home visits 
parents are provided with parental guidance and information and 
access to community resources. Above all, parents’ concerns are 
addressed and dealt with.  

Many of these are in place in Barnsley and some, such as bridging 
programmes, have been discussed in the Pilot Report on Charter for 
Transition. 

 

Programmes Offered Following School Admittance 

After students are admitted into their prospective school, receiving schools 
offer various support services and programmes such as comprehensive 
orientation programme for students and their families. Sometimes, senior 
students or members of the student school council who are likely to strongly 
influence attitudes and perceptions of transferring students are invited to the 
orientation session or 'open house'. The school ethos, rules and regulations, 
courses, leisure activities, support, curriculum, and evaluation policy are 
usually discussed on the day and the school handbook is handed out to each 
family.  
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Sometimes, other programmes such as peer tutoring and peer mentoring 
which comprise our research evaluation and the rest of this chapter are also 
offered to students who are to undergo the school transfer or who have 
undergone the transfer but do not feel confident enough academically or 
socially to embark onto new responsibilities and challenges. 
 
 
Peer Tutoring 
 
Tutoring schemes known as Peer Tutoring, Cross-age Tutoring, Homework 
Club, Peer-based Learning, Paired Reading, and Reading Buddies have a 
long tradition, dating back as far as the late 18th and early 19th centuries. They 
have been employed in many countries and schools across the world to 
complement or augment teachers’ responsibilities in enhancing students’ 
learning (Goodlad and Hirst, 1989) and to help students undergoing their 
school transfer to cope with the new learning demands. In general, tutoring 
involves able students teaching a less able student individually or in a small 
group.  
 
The tutor-tutees' relationship takes many different forms. Sometimes, the 
relationship resembles that of the asymmetrical teacher-student relationship 
where the tutor is made responsible for planning, organising, and selecting 
appropriate teaching strategies for the tutees.  
 
In other cases, however peer tutoring resembles that of a symmetrical 
student-student relationship where both tutors and tutees share teaching and 
learning responsibilities. Together, they discuss problems and issues and 
collaborate to resolve them.  
 
In other instances, peer tutoring resembles the teacher-student relationship 
described above but with some modification.  It involves a group relationship 
where students work within a small group and receive commendation and 
recognition for their group’s performance (Slavin, 1980). 
 
 
Peer Mentoring 
 
Mentoring schemes known as Peer Mentoring, Youth Mentoring, Peer 
Cooperation, and Cross-Age Mentoring which have developed from the 
context of counselling and bullying (Connell, 1995; and Sharpe, 1996) are 
another initiative introduced by schools to help improve behaviour and social 
and emotional growth, and ease the trauma associated for some students by 
the school transfer. Similarly to peer tutoring, peer mentoring tends to involve 
two and sometimes more participants. Though not necessary more 
academically able, a student is assigned the responsibility to mentor another 
student individually or in a small group.   
 
Whichever form one adopts, whether peer tutoring or peer mentoring, earlier 
research (see Winter, 1986; and Willis, 1977) overwhelmingly shows that 
giving tutees and mentees individual support and attention that busy teachers 
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cannot give, peer tutoring and mentoring are very likely to enhance 
confidence, education, and establish better social and counselling skills. 
Moreover, research assert that both initiatives are likely to help pupils as 
young as nursery-aged children take initiatives and become involved in 
decision making (see Doddington et al, 1999); increase their social interaction 
(Goodlad and Hirst, 1989:8), develop self-esteem (Charlton, 1998), enhance 
their motivation, and improve their behaviour and attitude towards school and 
learning (Doddington et al, 1999). Also, research shows subject peer tutoring 
is likely to accelerate desired gains especially in reading accuracy and 
comprehension for all students, but particularly for those with learning 
disabilities (Burdett, 1986). 
 
 
5.3 The Study 
 
In the light of the advantages described above and the major work done with 
pupils in the later stages of the Charter project, we believe it is only 
reasonable to investigate the effectiveness of Charter's mentoring and tutoring 
initiatives in Barnsley.  Thus, in an attempt to explore: (1) how students 
experience the transfer from early years to primary to secondary; (2) what 
effect their preconceived ideas have on their experiences; and (3) what the 
impact of mentoring and tutoring have on these experiences and their 
transfer, 68 students from Years 6 to 12 from 11 primary and secondary 
schools in Barnsley were interviewed in friendship focus groups and 
individually.  
 
Following the interviews, and against the literature and interviewees’ views, 
narrative summaries with actual quotes that illustrate participants’ views were 
used for two purposes. First, to provide an insight and understanding about 
the issues explored. And, second to form a point of reference to compare with 
other participants’ views in this study and elsewhere.  
 
In sections 5.41 and 5.42 we will report on the views of 58 students on school 
transfer and mentoring and tutoring programmes. To illustrate the progression 
of views and concerns from primary to secondary, we have divided the 
findings in this chapter into four sections. The first section entitled, "Pre-
Transfer," accounts for the views of students from Years 6. The second 
section entitled, "Post-Transfer," describes the views of students from Years 
7, 8, and 10 to 12. The third section entitled, "Charter for Transition Mentoring 
and Tutoring Programmes" describes the different mentoring and tutoring 
programmes and their benefits and limitations to stakeholders on the 
programmes. Finally, the fourth section entitled, "Reflections and 
Recommendations" concludes with a summary and recommendations for a 
smooth school transfer and more productive tutoring and mentoring 
programmes.  
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5.4 Transfer and Transition 
 
5.41 Pre-Transfer  
 
A sample of 6 mentors and mentees and 7 tutees from Year 6 who have not 
undergone the transition to secondary school were interviewed in several 
friendship focus groups. The interviews focused on the views of students in 
regard to their primary school, and their expectations for the secondary 
school. In addition, the impact of the various Charter for Transition mentoring 
and tutoring programmes was raised in the interviews. 
 
Primary versus Secondary School 
 
Asked to describe their school, the majority of primary school students agreed 
that their school is like every school... it's got a computer room... a library... a 
running board…  
 
When asked about their favourite subject and activity in school, the primary 
school students’ preferences tended to vary between maths, football and 
netball, P.E., art, after school booster classes, and "choosing time." Despite 
these disparate preferences, however, students overwhelmingly agreed their 
favourite event in school was when two secondary school students came and 
helped their teachers mark their work, and helped them find things on the 
internet, locate reference books in the library, and assist them in their work in 
class. 
 
Furthermore, some students agreed that another interesting event they 
enjoyed was when they worked with their ‘learning partners’ to “solve 
problems together” especially related to science experiments such as the hot 
air balloon and poetry work in English. 
 
In addition, students largely agreed, one of the more interesting activities was 
mentoring and tutoring infants on the Happy Hatters programme because, it 
gave them the opportunity to play with children, turn them round to bend it like 
Beckham, and because they felt like you're eldest and that you're in charge. 
 
In spite of many students' satisfaction with their school and in contrast with 
other studies that described the enthusiasm of all primary students with their 
primary school (see OFSTED, 2002: 12), in this study many students 
expressed their frustration with some of their school subjects such as art, 
maths, science, literacy, history, and music. When asked why they did not like 
them, students mostly agreed that their dislike was mainly the result of their 
inability to master specific skills such as, time management, spelling, 
connecting sentences, writing good phrases in stories, skimming and 
scanning in English, remembering new scientific words, playing piano, and/or 
learning their time tables: 
 
You want to do a good story, but cannot think of a good story and finish it in 
one hour! 
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I find maths difficult because I don’t know my tables. 
 
I don’t like music because I can’t play the piano. 
 
In addition to school subjects and activities, some students spoke of their 
disappointment with their school's selection of food, what they perceived as ill 
mannered dinner ladies, and a poorly stocked school library.  
 
Asked about their future secondary school and what decisions they relied on 
for selecting their new school, students largely agreed that their judgment was 
mainly based on friends and relatives' recommendations, their friends' choice 
to move there, newspaper articles, school's proximity to their home, and their 
impression of people following their visit to their prospective secondary 
school.  
 
Transfer and Transition Concerns 
 
As far as their expectations of their prospective secondary school are 
concerned, the students exhibited conflicting views. Some predicted their 
prospective school would not be any different from their primary school 
especially when it came to imposing school uniform: You get like... you get the 
same uniform and then you get to... in like secondary school, they've got 
people in uniforms and stuff like here. Also, some predicted their prospective 
school would be similar to their primary school because almost all of their 
friends would be transferring to it and because their older siblings and 
relatives already go there.  
 
Indeed, research on school transfer emphasises the benefit for students who 
are able to move into a new school with a group of people they know (see 
Berndt, 1989; Beynon, 1985). The views expressed above argue that this is 
undoubtedly the most ideal situation for students about to transfer into a new 
school. 
 
Like the above group, some students also anticipated that their secondary 
school would prove a good opportunity for them to enhance their academic 
achievement in order to get into colleges and everything, and an improvement 
in gender representation of teachers:  
 
There's going to be more men teachers and it'll be like more even with men 
and women. 
 
Despite many students' optimistic outlook, there were a large number of 
students who held pessimistic expectations about their prospective school 
especially in regards to bullying. One student commented:  
 
I'm scared of going on the bus because erm... if there's like on your first day 
and there's somebody like who's... there's a like a bully and they have this 
seat because some bullies have their seat where they have to go all the time 
and everybody knows about it, but then if you go and sit there they they'll get 
you and choke you. Also, another student added: Some arsonists go on it and 
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they've set the bus on fire and like them that sit behind you, they get you 
collar like that and they'll try and choke you. 
 
Some students anticipated that older secondary students would also create an 
additional physical threat to them:  
 
E. Secondary School has CCTV cameras in their classrooms so they're not 
bad and so like if they misbehaved erm...  they've got like probably some... 
some police station like... So, if they're like, er, throwing stuff out of the 
windows and smashing all the windows, taking the classroom apart, they can 
just come and catch them... And, they like misbehave... if they like misbehave 
in reception, if they're watching, they'll just phone the police in like because 
teachers can't sort them out. 
 
Some students expected that the amount of homework and rules in their 
perspective secondary school would also be more restricting and demanding:  
 
I think there's going to be like lots more homework and like if you don't bring it 
back you're going to get in detention, even if you've done it already. 
 
Asked to identify the source of their information, we found, in common with 
other research findings (see Measor and Woods, 1984 and Delamont, 1991) 
that students’ knowledge about their new school, what took place there, and 
what older students are like are mostly acquired from peers, sibling, and other 
relatives:  
 
I've heard past things like people... people have got smacked and people 
taking drugs at school.  
 
These common "horror stories" can have several functions. First, they can be 
viewed as a reflection of the students’ own inner struggle, anxieties, and fears 
about their vulnerability and their imminent school transfer (Lucey and Reaay, 
2000: 198). Alternatively, they can be viewed as a way, according to Lucey 
and Reay (2000), for students to preserve their initial positive feelings about 
their school and, “by extension” to their own selves once they are at school.   
 
 
5.42 Post-Transition 
 
Following the interviews with students from Years 6, a sample of 48 mentees 
from Years 7 and 8; 6 mentors from Year 10; and 1 mentor from Year 12 were 
interviewed individually and in friendship focus groups. The interviews 
attempted to investigate students' experiences and views of their secondary 
school in comparison to their previous primary school, and students’ 
experiences of Charter for Transition mentoring and tutoring programmes. 
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Secondary and Primary School 
 
Advantages 
 
Unlike their primary school, secondary school students identified several 
advantages to being in a secondary school such as, the work atmosphere and 
the opportunity to surf the net, establish one’s own (as opposed to shared) 
computer and password, choose one’s own dinner, booster classes, and the 
opportunity to choose their own preferred school subjects. Similarly, some 
students felt the secondary school provided them with the opportunity to 
benefit socially from the size of the school and student population, and 
academically from the large selection of specialised teachers:  
 
We didn't used to do geography. We didn't used to do history or French. We 
didn't used to do... we didn't... we used to play football and that, but it's here... 
it's better though because like there's more people and that so you can be 
friends... get more friends... 
 
It's like at the old school, we just used to do gymnastics... We do different 
things here like one group does football, one does rugby and one does 
tennis... There's more sports equipments here than there is over there at 
school. 
 
In addition to the above benefits, many students commended the secondary 
school staff's respect and treatment of students: It is very different from the 
primary school in that they treat you better up here. 
 
You're not, say like kids here. They treat you more like adults... Well, they just 
give us more responsibility... They can trust you. 
 
There's more teacher than down at my old school and there's a lot of people 
who can do things better than... Like there's an English teacher can do 
English and so on like that. 
 
Disadvantages 
 
Despite the various advantages described by many students in this study and 
elsewhere (see Schagen and Kerr, 1999 and Huggins and Knight, 1997), 
unfortunately, for many students, the secondary school proved to be a 
challenging place where teachers are often seen as uncaring people who offer 
students unchallenging work and little time to think and solve problems or 
research topics. This preference for self-directed work is common in other 
studies (see Cullingford, 2000). Moreover, for these students, their school was 
often seen as non-hygienic or violent. 
 
School Subjects  
 
To begin with, the overwhelming majority of Year 7 students felt their 
secondary school science was slightly more difficult than their earlier years 
because teachers did not allocate enough time for students to solve problems 
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and answer questions. Moreover, students largely agreed that extended 
enquiries in geography were non-engaging. In addition, some students noted 
that particular activities in English especially in relation to choosing, 
annotating and presenting poems were very challenging because of the 
judgments required.  
 
Poor Hygiene 
 
Unlike their clean small primary school, many students criticised their 
secondary school for its poor hygiene. Toilets were described as dirty, 
corridors and classes cluttered with litter, and changing rooms overcrowded: 
 
I don't like the toilets because people smoke in them and they're always a 
mess. 
 
All the toilets are locked where the boys go so we have to wait until we go 
home or until break because they're open at break and then they're open at 
dinner for a little bit. About 10 minutes at dinner and then all the way through 
the break they're open. 
 
When we're doing PE or something like that we have to split it into two... lower 
forms and higher forms and there's too many of us that fit into the changing 
rooms... We there's three forms in at the same time so we have to spread out 
and get changed not round the benches, but on the floor and near the 
showers. 
 
Violence and Bullying 
 
Confirming some of the primary students' previous worries, many secondary 
school students in this study and elsewhere (see Cotterell, 1982:300) 
identified several personal safety worries such as misconduct of other 
students, and aggression and bullying by older students. Fuelled mainly by 
their small size, hair colour, gender, and immaturity, many students claimed 
senior students tended to pick on them and other students:  
 
They've got... they've got right bad attitudes like... like some of them bring, er 
drugs onto school property during lessons. Like this lad got excluded last year 
for doing it and... and they're like bringing drink on and fags. They bring fags 
to school and smoke 'em... at play time... 
 
Sometimes they get thrown in the trash can like Kimberly because she were 
the only one that year. She were the only one... No, there were two of them, 
but they're both cousins and they're both really small so everybody takes... 
like takes the mick out of them and like picking on them because they're 
smaller than everybody else. 
 
At the PSE room and the French room down there, these like big lads when 
you want to go down to technology and history or something and you walk 
down and they start kicking you in the legs because they try and trip you up 
and if you don't fall over they start kicking you in the legs. 
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Despite attempts by teachers to discipline bullies, according to the secondary 
school students, this was not enough: 
 
Sometimes (the bullies) get excluded if they're doing really bad things to you... 
but then even if they do exclude them, they come back, they just do it again. 
 
Instead of relying on teachers' interventions, many secondary students have 
reported to have resorted to either minding their own business or counting on 
their stronger and bigger friends and older siblings for protection: 
 
Just keep your head down, just work, just don't talk to them. Just try and not 
get on older people's nerves. 
 
I've got three older brothers and they're all in this school and they kept telling 
me that, 'Oh, it's going to be all right.' and then when I came, I started getting 
picked on and then my brothers used to stick up for me all the time. 
 
Unsupportive and Uncaring Teachers 
 
Despite a large consensus about poor hygiene of the school and the 
concentration of bullies in their school, the secondary students differed in their 
views in regards to their teachers. Similarly to students in other research (see 
OFSTED, 2002:12-13; Beynon, 1985; Measor and Woods, 1984), some 
students in this study found the secondary school teachers unsupportive, 
impersonal, and unapproachable: 
 
In us old school... in my old school, it were better because in this school you 
can't make friends with the teachers and in my old school I did... I made 
friends with my old teachers.  
 
Miss K. our English teacher, she don't listen to you... 
 
You've got too many teachers here... Well, some of the teachers like forget 
you as well. 
 
Unlike the later group of students, however, the impartiality and the large 
number of teachers was seen as an advantage and a positive change to their 
one classroom primary school teacher in some cases: 
 
You get sick of the same teacher all the time. It does your head in. 
 
Similarly, some students saw the large concentration of school teachers in 
their school as an advantage because it helped insure their anonymity and 
confidentiality: 
 
We've got like a little box, haven't we? It goes to general office. If you've got 
any problems and you don't want to like go to them yourself because you're 
shy, you just write it down and just put it in the box and then they come and 
see you. 
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5.5 Charter for Transition Mentoring and Tutoring Programmes 
 
In theory, Charter for Transition mentoring and tutoring schemes offer a way 
towards reducing the stress incurred from the transfer from one stage to 
another. Visits to secondary schools and colleges during the school day are 
one opportunity offered by schools to students as a taster of their prospective 
school. Under the watchful eye of their primary school, the students observe 
and interact with teachers, staff, and students in their prospective school. 
Friendship groups and contacts with older peers sometimes also form during 
their visits.   
 
In addition to school visits to prospective schools, cross-aged educational 
programmes such as "Paired Reading" for primary school students and cross-
aged socialisation and educational programmes such as "Happy Hatters" for 
infant school students and other cross-aged mentoring programmes for 
secondary school students are also funded by the Charter for Transition to 
lessen the trauma the school transfer creates for many students. Moreover, to 
support new incoming students, some schools assign some of their Year 7 
students to work as ambassadors for their school. Students hence visit Year 6 
students in their class and have informal chats about life in the secondary 
school. 
 
In general, the mentoring and tutoring programmes offered by Charter for 
Transition largely rely on mentors’ and tutors' empathy, patience, 
understanding, and advice to enhance their relations with their young mentees 
and tutees and to help resolve their problems. Hence, care is mostly given in 
selecting appropriate mentors who do not, according to mentors, necessarily 
need to be brainy or good at English or good at Maths. They do however, 
according to the mentors interviewed, need to be a good listener. Similarly 
care is given in selecting tutors who are more skilful academically than their 
tutees in the tutored subject. Once mentors and tutors are selected, they are 
assigned to one or two mentees and tutees who are experiencing academic, 
social, emotional, and/or behavioural problems.  
 
Because mentors and tutors receive relatively little training, the selected 
mentors and tutors are usually referred to a designated staff and/or colleague 
on the programme if they really have had problems. All this is done 
confidentially: 
 
Miss says if we've got any problems we don't mention names, but if it's 
anything higher than what we can handle, then we talk to her and then she 
gives us advice and that. So, she's always told us to go to her. 
 
You can't go like... you know, other friends that not doing this. You can't go 
say, 'Oh, like so and so's got this problem and that. What shall I do?’ You've 
got to either ask Miss or like somebody else in the group. 
 
Although care, time, and attention is invested in establishing good relations 
with mentees and tutees, mentors and tutors are specifically instructed by 
their school to restrict their contact with their mentees and tutees to the 
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perimeter of the school and to abide to set of boundaries such as, not meeting 
with mentees or tutees out of school, not giving their phone numbers out, and 
not getting too friendly with them... like inviting them to come out and hang 
around with you and your friends and that. 
 
In return for helping teachers and providing mentees and tutees with 
encouragement and advise and the opportunity to familiarise themselves with 
the school expectations, routines, curricula, and share their frustrations and 
anxieties, the mentors receive dinner passes, commendation certificates, and 
sometimes a symbolic monetary incentive.  
 
Asked to describe their expectations of the mentoring and tutoring 
programme, the majority of mentors and tutors described their initial 
expectations as negative. They thought their mentees and tutees will not to 
like be right interested in it and they've just want to go outside and that. 
However, following several sessions, mentors and tutors were astonished to 
find all attend, and If you miss a week like because you've been off school, 
like they'll come and find you and say, 'why weren't you there?' and that…  
 
Benefits to Mentors and Tutors 
 
Although mentors and tutors are offered several incentives in return for their 
support, when mentors and tutors were asked to describe the benefits of both 
programmes, the majority described the benefits as intrinsic because it 
provided them with the opportunity to work along (side) teachers, help train 
kids, know how to handle them, make friends with them, build their 
confidence, and most importantly, make a difference to someone else's life.  
 
Even, a simple smile on their mentees’ or tutees’ face and knowing that their 
mentees and tutees have classed them as their friends were seen as 
rewarding enough for their role: We think it makes a difference 'cos they feel 
like they've got somebody older to talk to and when they walk past you in the 
corridor, they say hello to you and you can see their smile on their face. 
 
You feel like they're getting more friendly and they've classed us as like their 
friends as well. 
 
In addition to building someone else's confidence and their own, mentors and 
tutors alike believed their experience has helped them become more sensitive 
to the needs, experiences, and situations of others in their classroom: 
 
Well, you know like because there's a lad in our class, in our form, and he 
gets bullied a lot because he's quite big so everybody like picks on him, 
calling him fat all the time and that and like we didn't use to talk to him really 
because he were fat… So, he comes out because we let him come out with 
us now. So, everybody gets on with him because he's been out with us and 
he's more popular. 
 
Furthermore, mentors and tutors believed the experience has helped them 
develop their analytic problem-solving skills. For example, following several 
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mentoring session, one mentor reported, she was able to discover the reason 
for her mentee's continuous school truancy and deal with it respectively: 
 
Mine (mentee) didn't come to school... I've got to go and talk to the Head of 
Year because he's not... never... He's got really bad problems so... So, I've 
got to go further with that one. So... But, I think that he's coming to school 
more because like he knows he's got more friends and he's got us to like be 
behind him and take care of him... So, you find that he's actually coming... I 
mean sometimes you hear with mentoring that you get some people who don't 
come in, but on the day when they're getting mentoring, that's when they'll be 
in and things like that! Mine is always at school when I have him. 
 
Benefits to Mentees and Tutees 
 
Asked to describe the benefits of mentoring and tutoring to mentees and 
tutees, the mentors and tutors in this study agreed that the several hours of 
mentoring and tutoring sessions were doing their mentees and tutees great 
good. For instance, it enabled many to review and reflect on their achieved 
and non achieved targets. Furthermore, it compensated for the amount of 
individual attention not given to mentees and tutees by their friends, families, 
and teachers:  
 
Mine were right loud and he used to like if he didn't get attention he'd really 
get... So, he'd get attention like throwing things about and that. And, most of 
the people in his class don't like him because, er, his parents are like, er, not 
very good and that. But, they don't sign his homework diary. So, he does get 
detention for not signing it and everyone else gets detention for not having 
theirs signed. So, all of his class fell out with him. But, he was attention 
seeking most of the time. The attention I gave him helped. 
 
Likewise, by giving mentees and tutees individual attention, mentors and 
tutors believed teachers could use this time off to do other constructive things. 
Additionally, because mentors and tutors are much closer in age to their 
mentees and tutees, mentees and tutees felt they were able to connect better 
with their mentors and tutors and ask them questions they dared not ask 
anyone and share with them their views and concerns on different issues such 
as in relations to moving into a new school, homework and not fitting in with 
other older people and fear of being like late to lessons, not coming to school, 
interests, hobbies, forming friendship and intimate relationships, and clubbing. 
Hence, many mentees and tutees felt following their conversation with their 
mentors and tutors, their own views and concerns mattered and they are more 
valued, needed, and respected - their confidence improved.  
 
Moreover, because mentors and tutors are students themselves, the mentees 
and tutees consented that they find their mentors and tutors more friendly and 
more approachable in comparison with their teachers in school.  
 
They're... When you're stuck on like reading, they help you with it, and when 
you say you stuck they... take it in turns to read it. they do it... I find them right 
helpful. 
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We've kind of bonded really because they've been so friendly and really 
they're all us friends now. 
 
They come to class sometimes and ask you, 'Are you going all right?' and 
walk round you and see what you're doing and everything and then if they... if 
you're all right they go... If they think you get like stuck, they stop there and 
start talking to you to help you. 
 
Furthermore, by being introduced by their mentors and tutors to other 
mentees and tutees in their group, many mentees and tutees felt they were 
able to enhance their circle of friends, which also raised confidence and self 
esteem. Also, for mentees and tutees who are in the process of undergoing 
the transition to secondary school, the mentoring and tutoring experience 
have not merely helped relief their tension and anxiety, but it has also enabled 
them to reduce or dispel stereotypes, misconceptions, and fear they held of 
older students before they got involved on the mentoring and tutoring 
programme: 
 
It's like you get to know some people better here because like it's older 
people... they're right with you now because like whoever it is that read to you, 
they're right with you because like they kind of like you. Have a laugh with you 
when they're reading. 
 
Similarly, one mentor described her young mentee's transformation and 
courage towards older students as a result to her approach as positive: 
 
Well, mine like... I'd ignore him at first, but now you're just like walking round 
school and you like look at people. He used to like walk down with his head 
down and right shy and not talk to nobody, but when I walk past him now he's 
always got a smile on his face and he's always talking to like older people and 
stuff. 
 
Although issues about teachers, teaching, and relationships were some of the 
topics discussed in mentoring and tutoring sessions, in general it seems the 
issue of bullying to be the highest cited examples of topics discussed. Despite 
schools’ strict policies against bullying, many mentees felt dissatisfied 
because the school staff failed to defend them against the advances of bullies. 
Instead, they resorted to their mentors for support, advice, and protection.   
 
He's my personal guard because somebody... a year 11 started hitting me 
and he was playing football at the side when this year 11 were hitting me and 
he walked up and he started braying the Year 11 and I told him to behave and 
he behaved... 
 
People are too scared to tell on them (bullies). I tell my mentor who this lad in 
our Kevin's friends' form and she just went to talk to him and when he didn't 
improve, she ended up putting him in the unit. 
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Other research (see Berndt, 1989) confirm the importance of developing 
cross-age friendships before entering the secondary school, and Charter for 
Transition offers new incoming students ‘friendships,’ or ‘bodyguards’, as 
described by some students, before they enter the school through paired 
reading. Also, in common with an earlier study conducted in the United States 
of America by Ferguson and Bulach in 1994, we have found from our 
interviews that students paired up with older peers felt more socially adjusted, 
exhibited lower anxiety levels, and experienced fewer problems.  
 
Limitations of the Charter for Transition Mentoring and Tutoring Programmes 
 
Despite the clear satisfaction expressed by the majority of students for their 
programme's influence in relieving their stress, enhancing their self-esteem, 
and resolving their problems, many mentees and tutees preferred not to share 
their good fortune and beneficial experience with their peers for fear of being 
ridiculed:  
 
Some don't do 'owt, but some people's just acting cocky and everything do... 
do that and like saying, 'Oh, you've got a mentor,' thinks like that.  
 
Even when the mentees felt their peers could do with some advice and 
counselling, many mentees preferred to mind their business and simply zip it. 
Similarly, some mentees and tutees hoped their support would not continue 
until the end of the year for fear that they may get labelled and stigmatised by 
their peers:  
 
You don't need help all through the year because you look like a duggie... I 
get called 'duggies' off my... like my mates' friends and stuff. They call me 
'duggies'. 
 
In addition to the reluctance of many to share their experiences and continue 
on the tutoring and mentoring services, there was also a small group of 
students who criticised the experience especially because their mentors and 
tutors did not to turn up, and did not take their responsibilities seriously:  
 
My reader never turned up. There were two of us with one reader, and she 
never came. 
 
Some of them never come. They just... all they come for is to get a dinner 
pass and they go down to the dinner hall and then bugger off somewhere. I 
mean they just go somewhere. 
 
 
5.6 Reflections and Recommendations 
 
Following our interviews with pre-transfer primary school students, we have 
found that students’ expectations about their school transfer tended to vary 
between those who looked forward to transferring to a new secondary school, 
and those who did not.  
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When looking forward to moving into the secondary school, some expected 
their secondary school to be larger in size than their primary school, hence 
presenting them with larger social network opportunities and a different 
selection of courses and access to a larger choice of extra-curricular activities. 
However some students predicted the change in school size, structure, and 
location would present them with more social, disciplinary, and academic 
disadvantages especially in regards to passing exams, abiding by stringent 
school rules, managing a large volume of work, and more importantly standing 
up against older bullies. 
 
From our interviews with post-transfer students, the transfer for many students 
in this study and elsewhere (see Rudduck and Chaplain, and Wallace, 1996: 
19-28) proved a lengthy adjustment period. New transferring students not only 
had to cope with dirty unhygienic toilets and corridors, bullying and prejudice 
by older students, and limited opportunity for private interactions with 
teachers, but they also had to negotiate their identity and their status in their 
new school and they had to assess and reflect on other students and 
teachers’ behaviours, attitudes, and personality in order to develop coping 
strategies to help them ‘survive’ their school transfer experience.  
 
Although some students’ experiences in secondary school tended to be 
negative, the experience in general did not seem as dramatic and as 
disastrous for all students as was described by Delamont and Galton (1986). 
On the contrary, similar to other research findings (see Crockett et al., 1989; 
Fenzel and Blyth, 1986; and Simmons and Blyth, 1987), our study provided 
confirmation that coping and adaptation amongst young people during school 
transfer phase tended to vary. While some were unable to cope with bullies, 
others were fortunate in their experience. They were able to receive adequate 
physical protection, emotional support, and intellectual assistance from their 
committed and motivated peer mentors and tutors. For others, of course, the 
school transfer was not seen as positive because their mentoring and tutoring 
support was not as productive as their peers especially when their mentors 
and tutors failed to show up. Thus, it seems in view of these findings, there is 
justification for schools to continue to develop strong supportive programmes 
that not only monitors the attendance of stakeholders on both schemes, but 
also attempt to empower, motivate, and attend to all stakeholders' personal 
and academic needs and concerns.   
 
Also, we believe if mentoring and tutoring programmes are to be productive 
the schools will need to consider switching the emphasis on making mentoring 
and tutoring opportunities accessible just to underachievers and socially 
reserved students through the referral of their teachers. By making both 
schemes accessible to all students regardless of their abilities and 
circumstances through self-referral, the whole education community will likely 
benefit and the stigma attached with mentoring and tutoring will likely be 
dispersed, although of course there are resource implications here. 
 
 From the snapshot of the different views of 46 pre and post-transfer students 
in this study, we realise there are indeed many things that can be done to 
make school transfer from primary to secondary to college a more positive 
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pleasant experience. Towards achieving this, teachers will need to explore 
and confront students’ expectations about their prospective school and work 
with older students and prospective teachers to, according to some students, 
give them a bit of advice of what this school's like so that they get more 
realistic information. Towards achieving this, feeder school teachers will need 
to enhance their partnership with prospective teachers in order to establish a 
clearer continuation of previous work and aims and objectives and to 
capitalise and exploit students’ prior learning. Charter has helped provide 
such opportunities (see Pilot report and Chapter 6 of this report). 
 
Likewise to reduce students’ anxiety, teachers and senior secondary school 
students in the prospective schools will need to consider their power 
relationship with their in-coming students and seek ways to facilitate learning 
and enhance communication. Perhaps, by establishing a good partnership 
with feeder school teachers and students, prospective school teachers and 
senior secondary school students will be able to learn a lot about investing 
their time and energy to accommodate students' social, emotional, and 
educational needs.   
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6 Views of teachers and headteachers 
 

6.1 Introduction 

As mentioned earlier, most schools in the United Kingdom have some 
measures in place to reduce the challenges associated with the transfer to a 
new school, such as school visits or school induction days. Despite these 
various measures, the literature on school transfer continues to call for a 
better and more comprehensive approach that builds on the commitment to 
teamwork and collaboration between staff, parents, and students to work 
together in a challenging but supportive environment to design and implement 
school transfer programs (Belcher and Hatley, 1994; and Oates et al., 1998). 
To investigate the quality of services offered by Charter to students and staff, 
we interviewed teachers, headteachers, and deputy headteachers on the 
Charter project. 

We have divided this Chapter into five sections. In the first section, Section 
6.2, we describe our study and our research method. In the second section, 
Section 6.3, we present staffs' views on students' concerns about school 
transfer. In the third section, Section 6.5, we list some of the reasons why 
schools have agreed to get involved on the Charter project. In the fourth 
section, Section 6.5, we present staff's perspectives on the benefits and 
impact of the Charter project. Finally, in the fifth section, Section 6.6, we 
conclude with our own reflections and recommendations. Unlike the previous 
Chapter, we have not allocated a whole section for the literature. Instead, we 
have merged the literature with the data analysis in each section. 
 
 
6. 2 The Study 
 
In an attempt to explore the views of staff involved with Charter, we have 
interviewed 20 teachers, headteachers, and deputy headteachers in focus 
groups and individually on different issues relating to school transfer and the 
quality and impact of Charter for Transition, over the course of the project. 
Similarly to the previous chapter that explored students' perspectives, we 
have used semi-structured interviews to gather our data. The interview data 
from the pilot phase, phase 1 and phases 2 and 3 has been synthesised to 
produce this chapter.  
 
 
6.3 Post-Transfer  
 
Taking into account the students' concerns about school transfer (see Chapter 
5), teachers in this part of the study were asked to provide an insight into what 
they believed worried students about the move to secondary school. Similarly 
to the concerns cited by teachers in a three-year project carried out in the 
United States of America (see Weldy, 1991) and the first survey report of a 
three-year research project in Dundee (Zeedyk et. al, 2003), we found that 
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teachers, like students, in this study have identified bullying as the most 
common worry by new students: 
 
Every year pupils think they will get their heads put down the toilets- we have 
to convince them that it doesn’t happen! 
The remarkable degree of consistency between students and teachers in this 
study suggest that teachers are in fact aware of students' most intense 
concern with bullying. When asked what skills and abilities they perceived 
would help students make the transfer to secondary school, the school 
teachers interviewed described their existing school and teachers' various 
initiatives to eradicate students' unfounded worries. Some of the transfer 
activities listed including meetings with incoming students and their families 
and school visits; exchange of information between secondary school 
administrators and staff in feeder schools; and friendship groups, teamwork, 
and collaboration instigated by new and senior students:  
There is a focus on inter-school liaison… it has improved dramatically, and it 
is now commonplace for children and staff to see me in primary schools now.   
 
After Easter, some staff go into primary schools to teach tasters lessons. 
 
I ask the schools for friendship groups of two or three that I try to put in the 
same group. And, I ask for an academic performance grade, information on 
children with SEN (Special Educational Needs) or EBP (Emotional and 
Behaviour Difficulties) and thumbnail character sketches to help me set up 
groups. 
  
Evidently, unlike other research findings, (see Zeedyk, et al., 2003) teachers 
in this study did not feel school structures were a major aspect of the 
transition process. On the contrary, they seemed to be well aware of students' 
need to be emotionally and academically supported by their peers in 
friendship groups in order to ease their tensions and enhance their confidence 
in dealing and coping with stress.   
 
 
6.4 Reasons for Participating in Charter  
 
In addition to attending to the fact that pupils had a lot of fears about school 
transfer, schools in general reported wanting to access the Charter project for 
support and guidance in raising achievement from KS2 to KS3, seeing where 
the group was and where they wanted to be, easing the move from one 
department to another, develop(ing) a smooth transition, using the project to 
bond the school (staff) together, and enhancing communication with the 
feeder schools especially when there is a shared antipathy between 
institutions.  
 
 
6.5 Benefits of Charter for Transition  
Research evidence showed that easing school transfer for students requires 
schools to undertake various types of school support transfer programmes 
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that address students' concerns and needs, and challenge and support 
students during their school transfer (McAdoo, 1999; Oates, Flores, and 
Weishew, 1998; and Belcher and Hatley, 1994). Hertzog and Morgan (1999) 
and Mac Iver (1990) found secondary school students who enrolled on school 
transfer programmes which offered access to many activities, are less likely to 
remain fixated in the transfer phase and academically achieve badly or drop 
out of school in comparison with students who were enrolled on school 
transfer programmes that offer few or no access to school transfer initiatives. 
Thus, in both studies (1999 and 1990), researchers conclude that the most 
productive school transfer programme is likely to be that of which offers a 
variety of services especially in counseling or mentoring, school visits, and 
induction sessions to new transferring students.  
We attempted to evaluate the effectiveness of the Charter mentoring projects 
and ascertain whether the projects are in fact as productive as Hertzog and 
Morgan, and Mac Iver, describe above. To do this, we asked teachers, 
headteachers, and deputy headteachers to describe the impact of Charter.  
According to some stakeholders, the Charter has been a success because it 
has managed to bring about several benefits to their students, their school, 
their colleagues, and themselves without overwhelming or disempowering 
anyone: 
 
Charter continues to adopt an enabling approach which other initiatives could 
learn from. It is the difference between asking 'how can we help you?' to 
'we're doing this- do you want some of it?' ... Also, Charter does not get in the 
way of other initiatives.  
 
Some staff felt the Charter project was effective because it has managed to 
produce 'efficiency gains', enhance class organisation, improve 
communication and collaboration between school, raise staff morale, and help 
staff develop a more professional discourse with each other:  
 
The Raising esteem project with E. School has improved communication 
between the two schools, led to a 'buddying' system and spin off joint projects 
with South Yorkshire Police on drug awareness. 
 
The 'Can't do' ethos has been changed to a 'Can do' ethos! 
 
The bridging project was a really good opportunity to work alongside KS3 
teachers, and observe them teaching... we don’t often get that opportunity. 
Co-ordination meetings were good. They had no real concept of what we do in 
Primary Schools... they were amazed by what we are expected to deliver. For 
example, we saw them using colour wheels in art, well we do that in KS1! And 
they are doing it again in KS3. We looked at KS2 and KS3 SATs papers, and 
discussed difficulties of accessing the curriculum. But it was a brilliant 
opportunity. 
 
It is a crying shame it is not being carried on! We understand the difficulties, 
but if there is the will, it will get done. It was good for the teachers, it was a 
powerful motivator for the pupils and it strengthened links between KS2 and 
KS3 as a team. Last year, we were uncertain if the bridging folders would be 
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used, and we are less confident this year. There has been a lot of time and a 
lot money put into it, it is a quality experience.  
 
In addition, staff believed the Charter project was productive because it has 
managed to act as a 'kick start' to other developments such as Accelerated 
Learning and LETTS literacy scheme. Furthermore, it has provided schools 
with some financial means to enable them to purchase new textbooks and 
reading resources, tracking software, and most importantly it has offered staff 
time off to attend to other educational activities such as the development of 
their modules and inset days.  
 
Charter has empowered the staff through self-evaluation and professional 
development. 
 
Charter for Transition was the catalyst... the money was used for staff 
development. 
 
... I have been freed up to work with staff on managing... data rather than 
being away on my own number crunching. 
 
Moreover, staff believed the project has managed to provide teachers with a 
common commitment to school improvement and development, and it has 
helped create a shared management approach in the school:  
 
The Charter project was a way of bonding as a team, of enabling staff to see 
the big picture of how their work was contextualised within overall 
improvement trends within the school. 
 
Sixth Form numbers taking Design and Technology has risen this year 
dramatically especially in textiles and food areas. 
 
Four of my staff now having management responsibilities associated with 
Charter work. 
 
Staff also reported that the project has managed to help staff take positive 
steps towards producing individual target settings and tracking sheets for all 
students in order to enhance their learning and reading and writing skills: 
 
The big change over the past four years is that we are better able to give kids 
the big picture now. When I was in school, we didn't know from one day's end 
to the next what we were doing or how it slotted into the whole. 
 
Tracking sheets have been useful in conjunction with lesson observations, in 
asking whether work is challenging pupils when they have been identified as 
above average in the tracking sheets. Sustainability of Charter-type activities 
is total because we now have systems and ways of working in place that can 
be developed over the next 2 to 4 years. 
 
What is more, one headteacher felt the Charter team members have 
managed to help staff, thanks to their one-to-one support, become more 
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reflective and more realistic in their assessment of appropriate challenge and 
pupil improvement potential. Thus, in the long run, the headteacher 
anticipated supporting staff are likely to make more informed judgments based 
on a better understanding of school data in context. And, he adds, more likely 
to gain confidence to interpret it for themselves and to use it for thinking about 
their teaching. In line with these views, other headteachers and deputy heads 
felt Charter has helped their staff and themselves: 
 
... get better at asking hard questions about our own performance. They took 
some of the threat out of self-evaluation by developing case studies from 
anonymous schools which could be examined 'objectively' in staff INSET 
sessions. 'Reasons' for dips in performance between years, rather than 
'excuses' could then be discussed. They didn't have to be threatening reasons 
once staff had the bigger picture of what's going on. 
 
... ask what it (the data on School Improvement Plan) means- and use it with 
more purpose rather than just filing it away. A recent outcome of this was 
OFSTED's praise of how teachers use pupil data to inform planning from 
lesson observation and teaching notes. 
 
... draw on a central bank of information, staff coordinators in schools can 
make more informed progress judgments from multiple data sources. 
 
In addition to the above benefits, teachers felt the Charter project has helped 
students in Year 6's in particular who were about to undergo the transfer to 
secondary school improve their reading skills as a result of being allocated a 
'buddy' at the school to help dispel the anxiety of transition.  
 
 
Despite a general consensus as to the benefits of Charter however, many 
teachers felt unable to confirm in numerical quantitative terms the project's 
positive impact on the students’ social skills, attendance, motivation, 
achievement, homework commitment, or parental involvement.  
 
It is difficult to attribute Charter directly to pupil attainment in terms of 
'percentage points'. All I can say is that Charter has helped with results 
because in a nutshell it has helped us become sharper, more perceptive 
teachers. If that's happening to the teachers, it's bound to have a knock on 
effect and though results have only been climbing slowly there is an upward 
trend and Charter must take some credit for that. 
 
Charter has not helped us with relationship with parents but then we didn't ask 
for help in this area. Working with parents can be problematic, particularly the 
notion of the home school contract. 
 
In 1997, our English results were 14 percent below the national average. Last 
year, they were 1 percent above the national average. While I would not use 
this as the single benchmark of a school's success, I would argue that Charter 
has had a key role in raising attainment. 
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6.6 Reflections and Recommendations 
 
The interviews with teachers, headteachers, and deputy heads seem to 
confirm the concerns of many primary students prior to their transfer into 
secondary school with regard to bullying. Because of these concerns and 
other shared aims between Charter and participating schools for improving 
communication, quality and consistency of what was passed on, and 
developing bridging schemes so the transition was easier for students, 
schools have accessed the Charter for Transition project for support. 
Consequently, professional development opportunities for staff, tutoring and 
mentoring services for students, and links with feeder schools and teachers 
and school visits were introduced and tightened up.  
 
As far as the overall impact of the Charter project is concerned, we have 
found from the interviews with staff that the project is, in one headteacher's 
view, good value for money because it enhanced collaboration between staff, 
developed their reflective thinking about their practices and their students' 
marking and target settings, raised their sense of belonging and morale, and 
provided them with time off to engage in other educational and professional 
development opportunities. Moreover, the project provided students with the 
opportunity to participate on a variety of activities and opportunities such as 
the "Reading Buddy" initiative to promote their academic achievement, 
responsibilities, teamwork, and empowerment.  
 
In view of these benefits and despite the absence of hard statistical evidence 
to support these claims, many staff felt the Charter project and the Charter 
project's team were always reliable, helpful and well valued by Heads. A 
service, one headteacher believed, the LEA can ill afford to lose! Because, 
according to another member of staff, it was the catalyst for many of the 
initiatives they have introduced in their schools from staff development to 
student support services. These views thus confirm with those of Mac Iver 
(1990) and McAdoo (1999) who believed a multi-dimensional school transfer 
programmes is likely to produce better results than those that offer limited 
amount of support to students and staff.  
 
It has taken several years for schools to respond to the importance of 
investing time and energy and human resources on different school 
transferring programmes. The first step has been taken but, we believe, there 
is still a lot to be done to sustain the project's benefits and the motivation and 
commitment of all stakeholders on the project including parents, students, and 
staff. For example, according to some staff, more time still needs to be give to 
staff in order to concentrate their effort on enhancing their professional 
development and developing and attending to other bridging projects and 
educational activities such as the School Improvement Service and teaching 
and learning strategies in the literacy hours. Unfortunately, such efforts, as 
one teacher so puts it, can only succeed if various school transfer 
programmes continue to be financially endorsed and sponsored by policy 
makers. 
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7 Synthesis of findings, conclusions and recommendations 
 
7.1 Introduction 
 
This chapter contains a series of conclusions, based on a synthesis of 
findings presented in this report and, to some extent, other previous reports 
on Charter for Transition. Section references are given to support these 
conclusions. Where appropriate, these conclusions are accompanied by 
recommendations for future practice and policy. It is also recommended that 
readers should look to the final part of Chapters 5 and 6, which have their own 
specific sections examining recommendations linked specifically to the 
findings contained therein. 
 
7.2 Success Factors of Charter for Transition 
 
The project brief asked that a series of factors related to the successful 
implementation of Charter be presented in this final report. There are many, 
but the 5 key factors have been identified below: 
 
Flexibility and Variety 
 
The Charter team has offered a range of services to schools throughout the 
course of the project, and has tailored these both to the needs of the borough 
(such as the requirement for development of use of data across the authority - 
see Pilot Report) and specific schools. The range of activities supported is 
large (see Chart 4.1, Section 4.2 for the range of activities provided), and has 
changed over time as the needs of schools and the borough have changed 
(see Section 4.2 for brief discussion of changes in activities since Phase 1). 
For example, there has been a new focus on activities involving pupils directly 
more recently, and on parents. This work with pupils, in particular, has been 
accompanied by a clear change in teachers' views of the impact of Charter on 
pupils' attainment, behaviour and attitudes to learning (Section 4.4). 
 
Recommendation 1: School Improvement support programmes for 
schools that follow Charter for Transition need to build in some 
flexibility, to allow a range of support to be given which can be tied to 
changing local and national agendas, and meet differing needs of 
schools, rather than using a 'one size fits all' approach. 
 
Quality of Provision 
 
Throughout the project, feedback from teachers has pointed to the high quality 
nature of provision, evidenced by comments on the questionnaire (see 
Appendix D), comments made by teachers in interviews throughout the 
project (Section 6), and questionnaire responses in Phase 1 and at the end of 
the project (Phase 1 report; p33-36), as well as evaluator comments (see 
Appendix A) and training event evaluation forms.  
 
Recommendation 2: High quality provision, measured by independent 
and internal evaluation, is essential, and recruitment of quality staff is 
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essential to this. Programmes following Charter for Transition should 
examine their successful model of introduction and implementation. 
 
School-led Support 
 
Teachers have commented that one very welcome aspect of the support 
provided by Charter for Transition has been that it is school-led, rather than 
top-down, as with other initiatives (Section 1.4). The flexibility and quality of 
provision discussed above allows schools to choose from a menu of provision, 
to design or modify this to suit their own circumstances, and to approach the 
team for specific assistance, even if they were not in the appropriate phase, 
time and resources permitting.  
 
Recommendation 3: School-led support not only allows flexible, quality 
provision to be targeted most effectively, but also encourages school 
ownership of and commitment to the project. Externally funded 
programmes often suffer from a 'top down' approach which does not 
engage schools. This report provides further evidence that school-led 
approaches do in fact create more likelihood of success. 
 
Commitment of School Management 
 
There is evidence that schools across all phases have high levels of 
commitment from senior management (Section 4.3). Literature on change 
management indicates that this is a key success factor for project 
implementation (Miles, 1986; Fullan, 2001). There were indications from 
discussions with Charter managers (Pilot Report) that in some schools this 
commitment was less strong, and in these cases provision had less impact. 
 
Recommendation 4: Programmes of change in education require school 
management commitment, which must be sought from the outset. 
However, this is intimately interlinked with Recommendations 1-3 - 
school management will be more likely to be committed to school-led, 
high quality, flexible projects. 
 
Focus on Key School Development Areas 
 
Where teachers were particularly positive about Charter, it was found that the 
activities were central, rather than peripheral, to the key areas of development 
for the school. This meant that schools were able to move forward more 
quickly (Section 4.5) and fit in the work with development priorities and 
promote a shared commitment to school improvement (Chart 4.2, Section 
4.2).  
 
Recommendation 5: Approaches which focus on key areas of school 
development, rather than more peripheral aspects of school work, are 
more likely to lead to more fully committed schools. 
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7.3 Further Conclusions and Recommendations 
 
In this section a series of further conclusions are presented and, where 
appropriate, recommendations for schools and policy makers are laid out. 
 
Improvements in attainment 
 
Barnsley schools, in terms of published attainment tests from Key Stage 1 to 
Key Stage 4, perform, on average, at a level below that of other schools 
nationally and in South Yorkshire (with exceptions at Key Stage 1 and on 
some measures at Key Stage 4) - see Section 3.3. The expected 
improvements over time between Charter for Transition phases (Section 3.1) 
have not occurred in practice. This is also the case even when looking at 
measures of improvement, rather than raw attainment figures (Section 3.2). 
The conclusion that could be drawn here is that Charter has not had an 
impact on attainment in Barnsley. 
 
However, in the early years of Charter, there is evidence that schools in 
Barnsley improved at a faster rate than in England as a whole (Section 3.3), 
during which time support was being given by Charter across the authority. In 
addition, Charter work was more successful in particular schools than others 
(see Section 1.4 and Pilot Report for examples), and these successes may 
have been masked by lesser success in other schools. There is some 
evidence of this in the survey data - schools that were involved with Charter 
work that impacted directly on pupils were positive about this impact (see 
Chart 4.4, Section 4.4). Also, nationally published assessment data is not 
necessarily the best way to measure actual attainment (see Appendix B). Of 
course, the fact that Charter activities have taken place at the same time as 
many other initiatives means that it is difficult to disentangle these (examples 
in Section 1.7). 
 
Finally, it is also the case that much Charter work is not directly focussed on 
raising pupils' attainment, rather helping in terms of staff development, target, 
setting, use of data, marking strategies and so on (see Section 4.2). 
Therefore, there is a 'gap' between much Charter work and pupil attainment, 
as identified schematically in Figure 7.1, Improvements to practice often take 
time to work through, for example a Year 6/ Year 7 bridging project would be 
expected to contribute to Key Stage 3 SATs three years later. 
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Figure 7.1: Schematic of impact of Charter work on attainment 
 

 
 
 
Figure 7.1 indicates that much Charter work is at a distance from the pupil, 
therefore the impact on pupil attainment is less clear, and is likely to occur 
over a longer time period, and may be lagged. This is explained by one 
teacher (quoted from p62): It is difficult to attribute Charter directly to pupil 
attainment in terms of 'percentage points'. All I can say is that Charter has 
helped with results because in a nutshell it has helped us become sharper, 
more perceptive teachers. If that's happening to the teachers, it's bound to 
have a knock on effect and though results have only been climbing slowly 
there is an upward trend and Charter must take some credit for that. 
 
 
Recommendation 6: Initiatives such as Charter for Transition impact on 
attainment in complex ways. It is important, therefore to use multiple 
measures of attainment, including measures at the level of schools that 
are perceived by the project team to be more successful, in order to 
identify all beneficiary gains, including charges to attainment. Account 
should be taken that attainment improvements may be lagged. The only 
entirely accurate way of measuring attainment changes in projects is to 
use randomised control trials, or at least have a control group, but this 
is often neither feasible nor equitable in educational settings. Therefore 
teacher judgements, observation, and pupil judgements need to be used 
to assess success in addition to a variety of quantitative measures.  
 
Recommendation 7: Using these measures, Charter for Transition can 
be judged to have made some impact on attainment, particularly in the 
early years, but this has not been a major output from the project. The 
management systems and improvement work that has been done may 
well have a much longer term impact, so it is recommended that longer 
term trends are examined with an eye to the impact that Charter has had 
over a wider timescale than has been covered by this evaluation. 
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Impact on schools 
 
Evidence from questionnaires (Appendix D, Chapter 4), teacher interviews  
(Chapter 5) and observations (Pilot Report) shows that there has been major 
impact on many aspects of schools, including systems for tracking pupils, 
marking systems, use of data, and transfer data. This has been welcomed by 
many schools, and indicates the continued need for targeted, high quality 
whole school support. 
 
Recommendation 8: High quality whole school improvement support 
provided by Charter has been welcome and useful, therefore such 
support needs to be continued after Charter for Transition. 
 
Impact on teachers 
 
As well as whole school impact, specific impact on teachers has also been in 
evidence throughout the project (Pilot report; Phase One report; Section 4.3; 
chapter 6; Appendix D). This impact has included: 
 

• developing marking and feedback 
• taking positive steps to improve pupils' learning 
• helping with individual pupil target setting 
• helping with making use of assessment data 
• developing management responsibilities 
• inter-school liaison 
• questioning one's own practice 

 
Recommendation 9: Projects which can allow for the professional 
development of staff (which is in evidence in Charter for Transition) are 
in a better position to create successful whole school improvement, 
since this provides further impetus to teacher ownership of the project. 
 
Impact on pupils 
 
Evidence from discussions with teachers (Chapter 6) and teacher survey data 
(Chapter 3) indicates that Charter has, particularly since its more recent focus 
on pupils, had an increasingly positive on pupils - in some schools - in terms 
of: 
 

• attainment (but see above) 
• behaviour 
• attitude to learning 
• motivation 
• self esteem 

 
The data from pupils directly indicated that there are still problems for pupils 
making the transfer from one school to another, in terms of bullying and other 
pastoral issues (Section 5.42), as well as academic and teaching issues 
(Section 5.42). Issues around attainment and progress across the transfer are 
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a major focus of Charter activities, but Chapter 5 provides a cautionary note 
with regard to other elements of transfer. 
 
Recommendation 10: The pastoral elements of school transfer are still 
problematic in some schools. Therefore, it is important to keep the focus 
on this element of transfer, whilst still developing the attainment in 
progression focus championed by Charter for Transition. 
 
Examining the specific example of peer mentoring in schools, there is 
evidence from mentors and mentees that this can have a significant impact on 
mentees' self esteem, confidence, attendance and support against bullying, 
and, importantly, can ease the transfer between schools. There are additional 
benefits in terms of self confidence and developing problem solving skills for 
mentors. There can be some issues of labelling by peers, and quality of the 
mentoring experience (Section 5.5). 
 
Recommendation 11: Peer mentoring is a successful method of meeting 
a variety of pastoral, and to some extent academic, needs of pupils, both 
mentors and mentees. Schools should investigate this strategy if not 
already in place. 
 
Sustainability 
 
There is evidence from the Pilot Report, interviews with teachers (Section 6.5) 
and the survey (Section 4.3) that schools intend to sustain the positive 
elements of the project: it has been highly valued in many schools and this 
sustainability is important. Staff turnover has caused some problems, 
although, according to the survey, not as many as were evident in the pilot 
school report. Secondary schools may be able to access more funding for 
continuation (Section 4.3) and there is evidence that other schools are 
attempting to access other funding (Appendix D), however many schools 
(Appendix D; Chapter 6) make the point that continuation of the project with 
funding will be badly missed. 
 
Recommendation 12: Many schools will continue the work of Charter, 
but to ensure the improvements are sustained, support for these 
activities in some form should be considered by the LEA. 
 
Note  
 
It is worth noting here, in support of these conclusions, the findings of a 
project looking at raising attainment in former coalfield areas (Harris et al, 
2003). This research found that external conditions could be a major factor in 
school improvement, especially social disadvantage, but external 
interventions such as EAZs, changes in social mix and specialist status could 
be positive external factors. Internal conditions such as leadership of the head 
teacher (distributed leadership, not top down), efforts to raise expectations 
and developing schools as learning communities led to positive changes in 
attainment. Strategies to facilitate these improvements included literacy and 
numeracy work, changing pupil groupings, use of data to inform decision 
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making, use of learning mentors and development of professional 
development and support to develop classroom practice. These factors are, to 
one extent or another, supported by Charter for Transition. This provides 
evidence from elsewhere that the kind of work undertaken by Charter has a 
positive impact, and needs to be continued in some form to support school 
improvement. 
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Appendix A: Peter Gaskell's Report 
 
The Charter for Transition Project in Barnsley LEA: April 1998 to July 
2003- What has the Project Achieved over 5 Years? 
 
This final report is written with reference to the original objectives of the 
Charter for Transition Project, dated 20 April 1998, a copy of which is 
attached, for ease of reference. In this report, CfT is used, as the abbreviated 
title of the Project. 
 
During the 5+ years, the significant involvement of all but 3 schools in the 
LEA, with CfT, is a tribute to the planning, initiative and dedication of the 
Team Leaders- initially David Garforth and subsequently, Carol Hirst- and the 
6 colleagues and 2 secretaries- with whom they have worked during that time.  
From the outset, schools have selected from a "menu" of activities offered by 
the CfT team, to develop teaching and learning strategies aimed at raising 
attainment, through a programme of in-service training for teachers and 
governors, materials for use in schools- some directly engaging pupils.  
Regular evaluation reports have been provided to the Steering Committee, 
representing the LEA. 
 
There is evidence, over the 5 year "life" of the project, of improvement levels 
of attainment in English, mathematics, and science, in both primary and 
secondary schools in the LEA, and in all 4 Key Stages.  The most recent CfT 
evaluation report, in June 03, also makes encouraging reference to transition 
arrangements between nursery and reception classes in 4 Dearne primary 
schools, which bodes well for future success in those particular schools, and 
across the LEA. 
 
It is clear that the work of the CfT team, notably over the past year, has raised 
the expectations of both teachers and pupils, in years 3,4, 5, and 6, in 
developing narrative writing skills, using a,b,c level criteria, from which pupils 
are guided to set their own "next steps" for improvement.  This gradually rising 
level of achievement is an outcome of the careful analysis of teaching 
strengths, strategies and results, over the past 5 years, as well as effective 
support an encouragement by members of the CfT team, and others, for the 
work of teachers in schools.  Activities such as marking audits by the CfT 
team, have enabled schools to review and renew their assessment policies 
and practice, to good effect.  From the outset, the style and practice of the CfT 
team have been predicated on the belief that teachers could eventually say, 
"we did it ourselves." 
 
CfT has encouraged a Borough-wide framework for:- 

• Consistency of practice and belief within the team and across schools, 
• Growth in teacher confidence, in developing narrative writing through 

sharing their expertise in assessment, with their children, 
• Continuous emphasis on professional development, through school-

based INSET days, in particular, led or supported by the CfT team, 
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• Increasing pupil confidence and involvement in improving their own 
story writing technique and in increasing their ability to both help set 
and monitor their own targets for improvement, 

• Working links with other groups engage in school improvement, such 
as BSET, Education Action Zones and Excellence in Cities, to support 
and encourage the progress of pupils, 

• Developing networks in and between schools, 
• Encouraging team members and teachers to further their own 

professional development, as a basis for their continuing effectiveness 
and career advancement, 

• Provision of high quality support materials for teachers and governors, 
which have been a hallmark of the Project since its beginning, and are 
a product of outstanding secretarial support. 

 
This project also has a good reputation outside the LEA, as evidence by the 
willingness of Professor Carol Fitzgibbon and Peter Timms, from the CEM 
Centre of the University of Durham to offer a training session on their work at 
Longcar on 9 June 03, and by the positive feedback on a training session 
provided by the CfT team for the staff of Greenhead College, in Huddersfield 
on 12 June 02. 
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Appendix B: Literature on Attainment 
 
Note: this section is taken from Holland et al, 2002. 
 
The national assessment system in England and Wales is based on age-
related assumptions about what pupils should know and be able to do and is 
fundamentally linear, which is reflected in the grade levels of the National 
Curriculum – about one grade level improvement for each 1.5 years of study. 
There is also an assumption that learning in English, mathematics and 
science (the subject areas that feature in national testing at the end of Key 
Stages) is essentially hierarchical. It is assumed the process of target setting 
(for individual pupils, classes, subject areas and schools) and national testing 
at the end of Key Stages will assist schools in raising standards. Additionally, 
the government has introduced national strategies for literacy and numeracy 
into primary schools and these are now being extended (with the addition of 
science) into the 11-14 age phase. It is too early to make judgements about 
the impact of these national schemes, but many teachers see them as a 
threat to professional autonomy.  
 
There is currently much debate at national level about the alleged drop in 
performance of pupils when they transfer, particularly from lower primary to 
upper primary, or primary to secondary school. The usual explanation for this 
is repetition of previous work, some loss of excitement in learning methods, 
new work being less demanding and new organisational structures that give 
pupils a negative self-image. However, the validity of making judgements 
using the attainment data available is questionable. 
 
Goldstein (2001) argues that there is a fundamental lack of objectivity in 
national test data. Firstly, the individual learning environments mean that 
pupils understand tests differently and teachers may well stress aspects of 
content they think are most likely to appear on test papers. Secondly, the 
layout and format of test papers can affect responses (Foxman et al, 1990). 
Both teachers and pupils clearly interact with the testing instrument, which is 
difficult to account for. Pupils in some classes will be taught in the months 
before an assessment by a teacher who is knowledgeable about examination 
techniques and coaching and at the other extreme pupils may experience a 
temporary teacher who is less skilled or knowledgeable in testing. Indeed 
there may be rare occurrences when the teacher does no direct preparation 
for future testing. 
 
The practice of using test results to make comparisons over time is also highly 
questionable, but it is at the heart of the value added movement. It is also 
generally accepted by schools who are steered by central government to 
make such comparisons. In fact they are provided with the means to do this 
using, for example, the Autumn Package4. Goldstein (2001) claims that it is 
not possible to determine if any change in test score is really due to the 
change in performance, or a change in the difficulty of the test. For example 
                                            
4 This is a package of data received by schools each autumn that compares the attainment of 
pupils in a school with schools nationally and with similar schools (based on socio-economic 
factors).It also reports on school and national trends over 4 years. 
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the test questions become public and cannot be reused. It is possible to pre-
test items, but the evidence does not point to a high level of consistency 
(Quinlan and Scharachkin, 1999). Other critics, such as Gorard and Taylor 
(2002), argue that measures based on GCSE and A Levels5 are suspect, 
since there a variety of subjects are taken, which means that compound 
measures (such as GCSE points scores6) are not necessarily comparable. 
Even within a subject, different syllabuses are followed in different schools.  
 
In addition, since different measures are used in different stages of education, 
attempts to predict performance of individuals as they move through the 
school system are made difficult (Gorard and Taylor 2002, p. 7). Black and 
Wiliam (1998a) discuss problems involved in making these comparisons over 
time. For example, level 5 in the national curriculum at age 11 is not the same 
as level 5 at age 14, as pupils have followed a different curriculum post-11. 
One way round this would be to set the same test at both ages. Black and 
Wiliam advocate making greater use of teacher assessments, moderated by a 
number of different tests taken by pupils at random, so that schools would be 
unsure of precisely what content they would be examined on. 
 
The parallel formative assessment that would go hand in hand with national 
tests has changed considerably from that envisaged by the Task Force on 
Assessment and Testing thirteen years ago. The Task Force set up the 
framework for assessment for the National Curriculum in England and Wales, 
largely for reasons of time and cost. However, schools are required to make 
their own assessments of pupil attainment levels in English, mathematics and 
science at the end of each Key Stage (i.e. at 7, 11 and 14) and these are 
published alongside national data in the Autumn Package. In our experience, 
teachers rarely rely on internal assessment that is more representative of the 
wider learning experiences of pupils. Many schools, in our experience, simply 
use the questions of past Key Stage national tests, and present these to 
pupils as a pencil and paper examination. It is not surprising, therefore, that 
there is usually a high level of agreement between school and national test 
results. Although there is overwhelming evidence that effective formative 
assessment contributes to learning (Black and Wiliam, 1998b), there are 
indications that teachers feel obliged to restrict their judgements on pupils to 
the relatively narrow range of criteria and competences measured in national 
tests.  
 
The Qualifications and Curriculum Authority, which organisation responsible 
for setting the tests, is clearly beginning to take some of the above criticisms 
of the national testing system on board (Henry, 2002. QCA is planning to 
include more reasoning and investigative types of questions in mathematics 
and science tests, in order to encourage teachers to spend more time on 
these activities in class. This is to be welcomed as is the admission that there 
is currently widespread teaching to the test for 11 year olds. However, it is 
                                            
5 Qualifications taken nationally in England and Wales at age 16 and age 18 respectively in a 
variety of different subjects 
6 Each grade in each subject taken is awarded a number of pints, from 1 for a grade G, to 8 
for A*. Therefore, for example, a student attaining grade As (worth 7 points) in 5 subjects and 
grade Bs (worth 6 points) in 3 subjects would receive a points score of 35 + 18 = 53 
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expected that to compensate for harder questions, the grade boundaries will 
be adjusted to maintain consistent standards. 
 
This uncertainty about the value of test and other attainment data impacts on 
teachers in several ways. They are likely to be uncertain about the validity of 
testing in the first instance. Frequent articles about this have appeared in 
teachers newspapers and union publications in recent years. Teachers are 
unclear whether change over time is measuring ‘real’ improvement, and they 
are unwilling in many cases to trust assessment data provided by primary 
schools to predict future performance. On this last point, the deputy head of 
one of the secondary schools involved in the pilot phase of Charter for 
Transition told us “Primary schools generally feel that secondary schools do 
not make the best use of data passed on to them. Key Stage 2 SATs suggest 
that 65% of our intake should be targeted for 5 GCSEs A-C. This is nonsense. 
Primary schools are teaching to the tests, and getting better at it each year, 
but the pupils do not seem to be improving on entry to the school”. 
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Appendix C: Measures of Progress 
 
All the four measures use a specific year, usually 1998, as a start date, so all 
have some one advantage and one disadvantage in common. The advantage 
of these measures is that they all use 1998 as a base ‘year zero’, so 
improvements made before this data, which could not be due to Charter, are 
evened out. 
 
However, most Charter activities started later than 1998, so to use this as a 
base still allows some pre-Charter influences to creep in. 1999 would be 
better, but this would give us very little data to use at this stage (we would 
only be able to have a graph with 2 time points, 2000 and 2001). In actual 
fact, for comparison, graphs using 1999 as the base year have been produced 
in addition: the advantages and disadvantages of Measures 1 and 2 below 
apply to these. For the comparisons between Barnsley and England, 1997 is 
used as a base. 
 
Measure 1 
 
This measure takes the value in the year studied and subtracts from it the 
value in the base year when Charter for transition started up. For example, if a 
school had a 48% of pupils gaining level 4+ in KS2 English in 2000 and 36% 
in 1998, the 2000 score for that school would be 12. 
 
The advantages of this measure are: 
 
♦ It uses a simple ‘additive method’ for percentage changes for a 

school, which does not make it appear that schools starting from a 
low base have achieved disproportionately (for example, A school 
that went from 10% to 20% would get a score of 10, as would a 
school that went form 60% to 70%). 

♦ It uses 1998 as a comparator all the way through, so changes are 
consistently made with the start of the Charter project, so not giving 
too much attention to year on year changes after the start. 

 
Disadvantages are: 
 
♦ The additive method means that schools starting from a low level 

that make huge proportionate strides forward are not recognised as 
having progressed as much as they actually had (for example, the 
school that goes from 10% to 20% has doubled its proportion of 
pupils attaining the 4+ KS2 score, whereas the 60% to 70% school 
has made a much smaller proportionate increase). 

♦ Year on year changes can be important, since the base year is only 
the base for some schools. Year on year changes are masked. 

 
Measure 2 
 
This measure takes the value in the year studied and gives it as a percentage 
of the value in the base year when Charter for transition started up (1998). For 
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example, if a school had a 60% of pupils gaining level 4+ in KS2 Science in 
1999 and 40% in 1998, the 1999 science score for that school would be 150 
(since 60 is 50% more than 40). 
 
Advantages are: 
 
♦ It uses a ‘multiplicative method’ for percentage changes for a 

school, which does not underestimate major improvements in low 
scoring schools. Continuing to sue the example, the school that 
goes from 10% to 20% gains recognition (its value is 200) whereas 
the 60% to 70% school has made that has made a much smaller 
proportionate increase gets only a value of 116.7). 

♦ As with Measure 1, Measure 2 uses 1998 as a comparator all the 
way through, so changes are consistently made with the start of the 
Charter project, so not giving too much attention to year on year 
changes after the start. 

 
Disadvantages are: 
 
♦ The multiplicative method underplays improvements in higher 

performing schools. It can be argued that schools that are already 
performing well have a more difficult job to make improvements, so 
our school that goes from 60% to 70% may have made major 
improvements, yet this is not recognised in this measure. 

♦ As with Measure 1, year on year changes can be important, since 
the base year is only the base for some schools. Year on year 
changes are masked. 

 
Measure 3 
 
This measure takes the value in the year studied and subtracts from it the 
value in the previous year, starting in 1998 (the baseline Charter year). For 
example, if a school had a 50% of pupils gaining level 4+ in KS2 Mathematics 
in 2001 and 55% in 2000, the 2001 score for that school would be -5. 
 
Advantages are: 
 
♦ As with Measure 1, Measure 3 uses a simple ‘additive method’ for 

percentage changes for a school, which does not make it appear 
that schools starting from a low base have achieved 
disproportionately. 

♦ Year on year changes are used as the measure, so improvements 
that have been made by the three phases with different start dates 
can be more easily distinguished. 

 
Disadvantages are: 
 
♦ As with Measure 1, the additive method used means it can be 

argued that that huge proportionate strides forward made by 
schools starting from a low level are not given sufficient recognition. 
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♦ The lack of a base year means that changes made early on in the 
project cease to be recognised later. For example, a school in 
Phase 1 that improves its overall score from 30 to 60 (score = 30) 
from 1998 to 1999, but only from 60 to 70 (score –10) in 1999 to 
2000 appears to have made little progress to 2000 despite having 
made enormous strides since the start of the project started. 
Measure 1 would have given the school a 2000 score of 40 to this 
school, recognising the value of progress since the beginning of the 
Charter project. 

 
Measure 4 
 
This measure takes the value in the year studied and gives it as a percentage 
of the value in the previous year. For example, if a school had a 30% of pupils 
gaining level 4+ in KS2 Science in 2000 and 40% in 1999, the 2000 science 
score for that school would be 75 (since 40 is 75% of 30). 
 
Advantages are: 
 
♦ As with Measure 2, Measure 4 uses a ‘multiplicative method’ for 

percentage changes for a school, which does not underestimate 
major improvements in low scoring schools.  

♦ As with Measure 3, year on year changes are used as the 
measure, so improvements that have been made by the three 
phases with different start dates can be more easily distinguished. 

 
Disadvantages are: 
 
♦ As with Measure 2, the multiplicative method used can underplay 

improvements in higher performing schools.  
♦ As with Measure 3, the lack of a base year means that changes 

made early on in the project cease to be recognised later. 
 
Which measure is to be preferred? 
 
The measures give different emphasis, and have, as explained above, a 
variety of advantages and disadvantages. Which measure is most useful 
depends on the focus of interest. For example, if changes since the start of 
the project are needed, then Measures 1 and 2 are most useful. In practice, it 
is always best to look at a variety of measures to understand the nuances of 
improvement or impact. 
 
A useful discussion on the use of percentage points improvements (the 
additive method) versus actual percentage improvements (the multiplicative 
method) is given in Gorard (1999) and Hammersley (2001). 
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Appendix D: Other Comments on Questionnaire 
 

1. a very worthwhile project for schools 
 

2. CfT has proved over its time in Barnsley to be one of the best initiatives 
for schools and their children and staff 

 
3. CfT was the catalyst for the school moving forward and very quickly 

achieving beacon status 
 

4. Charter had been one of the best projects to aid assessment within the 
school 

 
5. Charter has had more influence then any other training agency. Every 

project has been v successful High standard staff dev work. They have 
made a difference. 

 
6. Charter helped set up tracking systems initially, and individual target 

setting. PIPs introduction excellent too. Questionnaire confusing. 
 

7. excellent. the work clearly helped to raise attainment and develop skills 
of staff at this school 

 
8. first 2 areas v successful. Re data: Charter unable to help at all 

 
9. helped school complete some of the objectives in the SDP and post 

Ofsted plan 
 

10. I am very grateful to the members of the team for their help and 
expertise. They continue to support staff in data analysis and have 
helped our school to develop/improve 

 
11. I regret CfT is ending. In Barnsley the Charter team were always 

supportive and knew their material thoroughly 
 

12. it is only now I can see the real benefits of the support. I now have a 
complete system which supports school improvement. CfT methods 
have had a direct impact on tracking systems. Combination of targeted 
and whole school support. V pleased with result. 
 

13. LLL now supported by Dearne Valley partnership following first year 
CfT pilot support. grant support ends march 2003 

 
14. most questions irrelevant to our school minimal involvement. The work 

we did on two or three occasions was v good 
 

15. staff mobility and changes in SMT has meant target setting initiatives 
have been continued as a school based project 
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16. support from Charter has been excellent quality and has been a terrific 
benefit to [this school] it will be a great loss to the teachers and pupils 
of Barnsley when it is no longer there 

 
17. transition between classes has been most effective and helped raise 

standards, low on paper work and gives children a quick start to the 
new year 

 
18. we greatly value the input from CfT, it has resulted in a rigorous system 

for tracking pupils. The transition system is v successful, we are now 
trying to set up a similar system with our junior school 
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Appendix E: Details of Staff and Meetings 
 

CHARTER FOR TRANSITION STAFF PAST AND PRESENT 
 

Name Role From To 
David Garforth 
Chris Beevers 
Kate Bond 
Richard Bisset 
Linda Singleton 
Sally Park 
Carol Hirst 
Angela Frost 
Alan Dent 
Pam Yems 
Peter Gaskell 

Project Co-ordinator 
Team member 
Team member 
Team member 
Team member 
Project Secretary 
Project Co-ordinator 
Administration 
Team member 
Team member 
Project Evaluator 

Jan 1998 
Apr 1998 
Apr 1998 
May 1998 
June 2000 
Apr 1998 
Feb 2000 
Nov 1998 
March 2000 
Sept 2001 
Apr 1998 

Nov 1999 
Feb 2000 
Dec 1999 
July 2002 
May 2002 
Mar 2003 
present day 
present day 
present day 
present day 
present day 

 
CHARTER FOR TRANSITION STEERING GROUP 

 
MEETING DATES 

 
 

 
1998 1999 2000 2001 2002 2003 

21.05.98 
09.07.98 
14.10.98 

 

21.01.99 
20.04.99 
06.10.99 

 

25.01.00 
13.04.00 
11.09.00 
27.11.00 

18.01.01 
03.04.01 
28.06.01 
15.11.01 

07.03.02 
27.06.02 
20.11.02 

05.02.03 
26.06.03 

 

 
Charter for Transition Steering Group (present) 
 
 
Heather Scott, Chief Adviser BSET (no longer attends but send information) 
Wil Andrews, Senior Adviser BSET (Chair) 
Carol Hirst, Project Co-ordinator 
Pam Yems, Charter team member 
Alan Dent, Charter team member 
Peter Burke, Data Analysis Officer BSET 
Marijke Pring, St John’s Infant School, Penistone 
Mrs P Hilling, St John’s Primary School, Dodworth 
Mrs Lynda Davis, St Mary’s CE Primary School 
Val Clamp, Kirk Balk 
Geoff Lambert, Penistone Grammar School 
Sue Fishwick, Finance Department 
Sue Williams, Dearne Highgate Primary School 
Peter Gaskell, Project Evaluator 
Mark Gunthorpe, SRB 
Mike Holland, Sheffield Hallam University 
Mike Coldwell, Sheffield Hallam University 
Alan Haigh, Sheffield Hallam University 
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Past members 
 
Jan White BEST 
Barbara Arnold – Hoyland St Helen’s RC 
Stephen Davis – Holgate 
Pete Bevis – Athersley North Primary 
Yvonne Benford – Worsbrough Dale Nursery 
Geoff Carver – Hoyland Greenfield Primary 
Fran Postlethwaite – Kirk Balk School 
Linda Singleton – Charter team member 
Richard Bisset- Charter team member 
Kate Bond – Charter team member 
Chris Beevers – Charter team member 
 
Sheffield Hallam University Evaluation Team 
 
Dr Mike Holland - Project Director 
Mike Coldwell 
Alan Haigh 
Paul Close (2001-2002) 
Ihsan Fathallah-Caillau (2002-2003) 
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Appendix F: Summary of Charter Activity in the Final Phase 
 
Overview of the Charter for Transition Project 

 
The SRB Charter for Transition Project begun in 1998 had three broad 
objectives: to improve pupil performance, to enhance transition between 
phases and to develop systems for measuring pupil progress. 
 
These objectives were to be achieved by continuous research on transition 
and target setting, through analysis of pupils’ performance data in Barnsley’s 
schools and the support and training for teachers to set up effective tracking 
and target setting procedures. 
 
Over the five years of the project these objectives have been achieved 
through the development of teachers’ skills in analysing performance data and 
by sharing end of key stage targets and ‘next steps’ for learning targets with 
parents and pupils. 
 
Courses and INSET in all schools, covering a wide variety of activities (see 
attached list), have ensured that schools could adapt the broad objectives of 
the project to their own particular needs.  Other subsidiary outputs including 
the narrowing of standards between national and Barnsley schools, the 
thorough analysis of pupil performance by schools supported by a Data and 
Research Officer and more co-operative action between a school, parents and 
pupils over targets have been achieved. 
 
At the end of the project there are now new working practices in the areas of 
data transfer, tracking and transition and effective practices of using 
assessment to inform planning in all schools. 
 
Best practice continues to be shared between schools, professional 
development has been enhanced through the training and pupils (in many 
schools) are involved in setting their own ‘next steps’ targets. 
 
The project has achieved its numerical targets, but more importantly it has 
given teachers the confidence to involve pupils in their own learning and so 
promote progression. 
 
It is due to the hard work, enthusiasm and the dedication of the staff in all 
schools that the whole project and its work has been a success.  The Charter 
for Transition team members thank all teachers and pupils for their 
involvement and hard work and wish everyone success in the future. 
 
Funding for Charter for Transition 
 
The project received two separate funding amounts over the five years of the 
project from the Single Regeneration Budget.  The first funding stream of 
£983,435 covered the cost of six staff members and the administration of all 
activities including travel, research, printing and the organisation of training 
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courses.  The second of £459,636 was block funding delegated to schools to 
develop and trial new developments and to provide staff cover. 
 
In the first two pilot years 1998-2000 schools had part of the block fund of 
£210,636 for target-setting and the use of assessments.  PIPs, MidYIS and 
YELLIS assessments from the Centre for Curriculum Evaluation Management 
at Durham University were introduced and used in all the borough’s schools.  
Supply cover was also provided for all schools to receive training in target-
setting.  Schools which then wanted to work with the Charter for Transition 
team members to pilot work on assessment and tracking were asked to 
submit bids and action plans.  Thirty-three schools were successful and 
worked with the Charter team members to develop procedures in these areas. 
There was a strong emphasis in these pilot years of the Charter project on 
how to analyse data effectively and to use it to plan progression for individual 
pupils. 
 
During the implementation period of the project 2000-2003 each school in the 
borough received a set allocation: each secondary school received £3000 and 
£50 per teacher and each primary school received £1500 and £50 per teacher 
from the block fund of £249,000. 
 
Schools during this implementation phase negotiated an action plan and used 
support and training by the Charter team members to take forward aspects of 
their development plans, especially aspects which dealt with assessment to 
inform planning and the tracking of transition. 
 
The whole project has also been supported by ‘in-kind’ contributions from 
Barnsley’s School Improvement Team.  A principal adviser has overseen the 
smooth running of the project, an assessment adviser has supported a data 
analysis group and the Research and Data officer has provided data and its 
analysis for some of Charter’s work. 
 

All the finance has been monitored by finance officers from the borough’s 
finance department and by quarterly returns to SRB officers. 
 
During the course of the project there have been regular yearly evaluation 
visits by SRB officers and a mid-term evaluation by a consultancy firm. There 
has also been a retired schools’ inspector who has evaluated continuously all 
the training which the team members have given on courses or in schools. 
The evaluations from the three different sources have always been positive.  
A steering group composed of headteachers, the evaluator, transition co-
ordinators, advisers and team members, has met each term to advise on 
developments.  
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Outputs 
 
Output Target Actual 
   
Pupils receiving support 10,680 20,862 
   
Managers receiving 
training 

388 725 

   
Adults receiving training 850 2053 
   
Family visits 250 339* 
   
Parents on parenting 
courses 

330 620* 

 
*These have been achieved with support from the SRB project of Family 
Learning. 
 
Training and Support to Schools 2000 – 2003 

 
Benchmarking/Target setting: 
 
• Using PIPS, MidYIS and YELLIS for tracking pupils and setting targets 

(between sending and receiving teachers at transition meetings across 
classes, key stages and phases) 

• Working with primary schools and secondary departments on formative 
assessment and the setting of learning targets in partnership with pupils 

• Training sessions on giving feedback and ‘next steps’ in learning after 
conducting marking audits in schools 

• Training teachers on the use of Autumn Package and PANDAS to 
support target setting 

• Supporting teachers to use SATS analysis (Manual and electronic) to 
pinpoint areas for development in teaching 

• Looking with teachers at conversion rates from KS2 to KS3 and KS3 to 
KS4 

 
Networking/Partnerships: 
 
• Working with teachers who exemplify good practice to deliver joint 

courses on ‘child-speak’ levels and computerised tracking systems 
• Working with EAZ colleagues to deliver transition activity days and 

curricular bridging projects 
 
Organisation of curriculum/school day timetabling: 
 
• Working with headteachers to create assessment calendars and school 

policies for transition, marking and target setting 
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Pedagogy: 
 
• INSET courses on the use of questioning, differentiation and oral work in 

the classroom 
• Course and ideas for increased involvement of pupils in their own 

learning through accelerated learning approaches 
 
Inclusion: 
 
• Gender surveys in secondary schools and work with departments to look 

at boys’ underachievement and tracking of cohorts 
 
Subject Specific Developments: 
 
• Use of ‘child-speak’ levels in narrative writing with differing groups of 

pupils levelling their own work 
• Developing with maths adviser, science adviser and teachers ‘child-

speak’ levels for maths and science 
• Tracking and target setting using levels in secondary departments, 

especially in Key Stage 3 for geography, history, CDT and music 
 
Key Stage Initiatives: 
 
• Peer-tutoring between Year 10 and Year 5 pupils in science 
• Planning a joint science module for team teaching between a secondary 

and a primary teacher for Year 5 pupils 
• Transition cluster activity days and curricular bridging projects 
• Interviews with pupils to check changes in attitudes to maths and target 

setting between Key Stages 3 and 4 
• Peer support for a cohort of regular absentees in Years 7 and 8 
 Supporting teachers to set up reading partners between Year 9 pupils 

and Year 5 pupils in three primary schools 
 
Training and support from Charter for Transition 
 
• Questioning Skills/Teacher Talk 
• Transition Meetings 
• Transition Policy Statement 
• Assessment and Reporting Calendars 
• Assessment to inform planning and progression – formative assessment 
• Assessment Policy Statement 
• Autumn Package/Panda/Self evaluation 
• PIPS Data Interpretation 
• Using Ideas Discs 
• Narrative Writing and a, b, c Criteria 
• Childspeak and Next Steps Approach 
• Children as Levellers 
• Marking Audit and Policy Statement 
• Effective Marking Strategies 
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• Tracking and target setting 
• Monitoring and Evaluation 
• Lesson Observation 
• Cross Phase Dialogue 
• Common Transfer Documentation 
• Peer Tutoring 
• Accelerated Learning 

o The Learning Cycle 
o Brain Gym/Mindmapping/Music 
o Memory and Visualisation 
o VAK and Intelligence 
o Whole Brain Learning 

 
Brief Summary of Transition from Key Stage 2 to Key Stage 3 
 
There are 14 secondary schools and 88 primary schools in Barnsley and the 
following is a brief summary of the procedures and events which support 
transition from primary school to secondary school within the local clusters. 
 
Cluster Meetings:  Half the secondary schools have regular cluster 

meetings with primary feeder schools 
 

Data Transfer:  all secondary schools receive SATs levels and 
marks for Key stage 2 results 

 a quarter of the schools make use of Year 6 PIPS 
results 

 1 or 2 secondary schools provide a data booklet 
(about incoming pupils) for all Year 7 teachers 

 12 out of the 14 secondary schools use MidYIS 
assessments for Year 7 pupils 

 
Bridging Projects:  there is a mixture of projects used including QCA 

units and locally written units 
 the most common projects involve English, maths 

and science units 
 1 or 2 clusters have a joint ICT or electronics 

project 
 

Lesson 
observations: 

 more than half of the secondary schools have had 
teachers visiting primary schools to observe 
English, maths and science lessons 

 
Team teaching:  1 or 2 schools have arrangements for joint 

teaching of units in English, science and PE 
 1 secondary school also gives teaching time 

support for English and ICT to a primary school 
 1 secondary school teaches weekly primary pupils 

in Years 5 and 6 who are gifted and talented in 
maths 
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Shared pupil 
activities 

 the range of joint activities where primary pupils 
and secondary pupils join together is wide – these 
include: 

 
− sports activities 
− technology days 
− a maths marathon 
− challenge and activity days 
− drama and art activities 
− ICT activities 
− A thinking skills day 
 

Classroom 
partners: 

 2 or 3 secondary schools have arrangements for 
their pupils to support younger primary pupils in 
their classrooms with reading and other activities 

 
Pastoral links:  all 14 secondary schools have set days when 

primary pupils visit the school and have ‘taster’ 
lessons 

 all have opportunities for parents to visit the school
 often secondary teachers (especially teachers of 

SEN pupils) visit the primary schools to talk about 
pupils’ needs on arrival in the secondary school 

 older pupils from more than half the secondaries 
go into primary schools to talk to pupils about life 
at the secondary school 

 
Summer Schools:  a third of the secondary clusters have summer 

schools where pupils about to enter Year7 are 
taught by primary and secondary teachers 

 
Mentoring at 
secondary school 

 half the secondary schools have ‘buddy’ systems 
where older pupils are trained to befriend Year 7 
pupils 

 1 or 2 schools have specific mentoring eg for Year 
7 pupils who are poor attendees 

 
Peer teaching:  1 or 2 schools have a unit where secondary pupils 

teach primary pupils 
 

 
All schools commented that transition could be improved if: 
 
− there was more funding to allow teachers from primary and secondary 

schools to work on schemes of work 
− data could be passed quickly via electronic means 
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Sheffield Hallam University

 Appendix G: Schools Questionnaire 
 
 
 
 
 
      School of Education 
 
Thank you for agreeing to complete this questionnaire. It concerns the 
activities your school was involved with during Phase One of the Charter for 
Transition programme. These activities took place during 1999/2000 and will 
have involved support for such activities as: bridging projects; developing 
target setting between key stages; using data to inform planning; developing 
abc criteria. 
 
 

The results from this questionnaire will remain confidential, and no school or individual will 

be identified in any reports that are produced. The aim is gather data from all schools 

involved in Phase One of the Charter for Transition programme to evaluate the success of 

the project overall. It is not the aim to single out individual schools. Please contact the 

research team (contact details below) if you have any further queries about this evaluation. 

 
 
It would be helpful if question responses were agreed between all staff 
involved in the project, although we understand this might not always 
be possible. 
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Section one: Background data 
 
 
1.1 School name: 
 
 
1.2 School age range: 
 
 
1.3 Completed by:  job title:  involvement with project(s): 
 
1 
 
 
 
2 
 
 
3 
 
 
4 
 
 
1.4 Please give a short description of the project(s) your school was involved with as part of Phase 

One of Charter for Transition during 1999/2000. You can go on to another sheet of paper if 
necessary. 

 
 
 
 
 
 
 
 
1.5 How would you identify the nature of your school’s project(s)?  

(Tick all that apply) 
 

Promoting Learning 
 
 

Home-school work Transition to KS1 Transition KS1-2 

Transition KS2-3 
 
 

Transition within Key Stages Target setting Developing assessment 

Tracking Pupils 

 

 

Key Stage Plans Data to inform planning Developing abc criteria 

Science 

 

 

Mathematics English Other subject(s) 

Other (please describe):               Please state subject(s): 
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Section Two: Teaching and professional development  
 
In this section, please tick the box corresponding to how strongly you agree that the project has 
done the following (if any do not apply in your school, please write ‘NA’ next to the question): 
 
          Strongly         Strongly 
      Agree  Agree   Disagree    Disagree 
 1     2     3  4 

2.1 Helped school staff to understand how to interpret assessment data   

2.2 Helped with the setting of individual learning targets for pupils   

2.3 Had a positive effect on staff working together in a team  

2.4 Encouraged parents to become more involved in their child’s education  

2.5 Made teachers more aware of how pupils respond to learning 
opportunities 

 

2.6 Increased professional expertise through observation  

2.7 Raised the level of professional discussion in the staffroom/ department  

2.8 Provided increased understanding about the purpose of assessment  

2.9 Increased teachers expectations of pupils’ capabilities   

2.10 Contributed to the development of school policies  

2.11 Helped staff take positive steps to improve pupil’s learning  

2.12 Helped teachers to develop higher level questioning skills  

2.13 Provided increased understanding of the potential for marking and verbal 
 feedback to aid learning 

 

2.14 Helped teachers to improve the learning climate in classrooms  

2.15 Helped in the development of pupils’ social skills  

2.16 Increased teachers understanding of how to build upon prior work covered 
 in previous years 

 

2.17 Increased understanding of how pupils work will develop in following years  

2.18 Helped teachers with the setting of purposeful homework activities  

2.19 Enhanced teachers’ skills in providing differentiated learning opportunities  

2.20 Enhanced teachers’ planning skills  

2.21 Helped in the identification of priorities for school development  

2.22 Promoted a shared commitment to school improvement and capacity to 
 succeed 

 

2.23 Helped specific groups of learners e.g. Boys, ethnic minorities 
 
   if relevant, please specify which group: 
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Section three: Pupils’ personal and academic development 
 
These questions refer to the pupils (if any) who were directly involved in the project work. If your 
project did not directly involve any pupils please move on to section four. 
 
3.1 Which year group(s) was/were involved from your school? (circle all that apply): 
 
Reception Y1 Y2 Y3 Y4 Y5 Y6 Y7 Y8 Y9 Y10 Y11 
 
3.2 How were the children selected? E.g. subject classes; from one particular feeder school: 
 
 
 
 
 
 
 
 
3.3 How many pupils (approximately) were involved? 
 
 
 
 
 
In this section, please tick the box corresponding to how strongly you agree that the project has 
helped in the following ways (if any do not apply in your school, please write ‘NA’ next to the 
question): 
 
          Strongly         Strongly 
      Agree  Agree   Disagree    Disagree 
 1   2     3   4 

3.4 The pupils are more eager to come to school/lessons   

3.5 The pupils’ attendance has improved   

3.6 The pupils have a more positive attitude to learning  

3.7 There has been an improvement in pupils’ behaviour in class  

3.8 There has been an improvement in pupils’ behaviour around school  

3.9 There has been a decrease in formal sanctions for poor behaviour, 
including exclusion 

 

3.10 There are fewer disagreements now between children  

3.11 The project has been a significant factor in raising attainment  

3.12 The project has benefited boys in particular  

3.13 The project has benefited girls in particular  

3.14 Pupils’ progress has improved  

3.15 The pupils are less anxious about changing schools  

3.16 Children are more involved in extra-curricular activities than before  
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Section four: Management and sustainability 
 
As before, in this section, please tick the box corresponding to how strongly you with the following 
statements about the project(s) (if any do not apply, please write ‘NA’ next to the question): 
          Strongly         Strongly 
      Agree  Agree   Disagree    Disagree 
 1   2     3        4 

4.1 The project is embedded in the School Development Plan   

4.2 The SMT are involved with the project   

4.3 (Primary schools only) All staff in the school feel involved with the project  

4.4 (Secondary schools only) All staff in departments working with CfT feel 
involved with the project

 

4.5 The project is valued by most of the staff of the school  

4.6 The SMT value the project  

4.7 Parents are aware of the project  

4.8 Parents are involved in the project  

4.9 Parents value the project  

4.10 Feeder school transfer data is fully utilised by the receiving school  

4.11 Work developed from the project has been sustained  

4.12 Work developed by the project will be sustained in the future  

4.13 Work developed by the project is embedded in the practice of most 
 teachers in the school 

 

4.14 Teachers not involved in the project have a clear understanding of it  

4.15 More work is needed to embed the project within the school  

4.16 The project has run its course   

4.17 Governors are involved in the project work  

4.18 Other sources of funding will be used to continue the project work   

4.19 Staff moving on has meant the project has not been sustained   

4.20 Support from the Charter for Transition team has helped sustain the  
     project  

 

4.21 Other work supported externally has helped sustain the project   

 
4.22 If you have any other comments on Phase One of Charter for Transition, please write them in the 

space below: 
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Appendix H: External Data 
 
The LEA Data Management Officer's Analysis 
 

Indicators used in statistical neighbours calculations 
 
Income, wealth and employment 
% households where head of household is in Registrar Generals group IV or V; 
% households with dependent children and no car; 
% pupils in maintained schools eligible for free school meals; 
% households in dwellings with 7 or more rooms. 
 
Family size 
% households with 3 or more children. 
 
Overcrowding 
% households with more than 1.5 persons per room. 
 
Mobility 
% households with dependent children who have moved within previous 12 months. 
 
Parental education 
% adults with HE qualification. 
 
Ethnic minorities 
% white, black, Indian, Pakistani, Bangladeshi, other Asian. 
 
Geographic 
Population density – residents per hectare; 
% population growth/decline; 
% population in rural or urban areas of < 20,000 inhabitants. 
 
Size 
Number of pupils in maintained schools. 
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SOUTH YORKSHIRE ATTAINMENT LEVELS (1997 - 2002) 

                               

Key Stage 1 Level 2 + 

                               

1997 1998 1999 2000 2001 2002 Subje
ct BAR

N 
DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

Readi
ng 

77.3
%       

80.3
% 

76.0
% 

79.0
% 

74.0
% 

76.0
% 

80.2
% 

78.0
% 

81.0
% 

76.0
% 

78.0
% 

82.1
% 

81.0
% 

83.0
% 

80.0
% 

79.0
% 

83.8
% 

82.0
% 

86.0
% 

83.0
% 

81.0
% 

84.4
% 

82.3
% 

85.0
% 

83.0
% 

79.0
% 

84.5
% 

Writin
g 

79.1
%       

80.4
% 

76.0
% 

80.0
% 

78.0
% 

79.0
% 

81.4
% 

80.0
% 

81.0
% 

80.0
% 

81.0
% 

83.2
% 

81.0
% 

83.0
% 

83.0
% 

82.0
% 

84.9
% 

83.0
% 

87.0
% 

87.0
% 

82.0
% 

86.1
% 

83.6
% 

85.0
% 

86.0
% 

80.0
% 

86.3
% 

Maths 
80.8
%       

84.1
% 

82.0
% 

84.0
% 

79.0
% 

83.0
% 

84.8
% 

85.0
% 

86.0
% 

84.0
% 

86.0
% 

87.2
% 

88.0
% 

90.0
% 

88.0
% 

87.0
% 

90.2
% 

90.0
% 

91.0
% 

91.0
% 

88.0
% 

91.2
% 

90.0
% 

90.0
% 

91.0
% 

86.0
% 

90.8
% 

                               

Key Stage 2 Level 4 + 

                               

1997 1998 1999 2000 2001 2002 Subje
ct BAR

N 
DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

Englis
h 

53.8
% 

57.9
% 

56.3
% 

54.9
% 

62.5
% 

55.6
% 

59.1
% 

55.1
% 

57.0
% 

64.1
% 

55.4
% 

64.5
% 

63.2
% 

63.6
% 

69.7
% 

67.8
% 

68.7
% 

70.5
% 

68.5
% 

75.0
% 

66.3
% 

71.2
% 

71.1
% 

67.3
% 

75.0
% 

65.5
% 

69.8
% 

68.2
% 

68.0
% 

75.0
% 

Maths 
59.9
% 

58.0
% 

57.7
% 

55.8
% 

61.3
% 

55.1
% 

53.9
% 

48.8
% 

53.4
% 

57.9
% 

55.0
% 

63.6
% 

62.6
% 

65.2
% 

68.2
% 

67.1
% 

66.6
% 

69.9
% 

65.9
% 

72.0
% 

63.0
% 

67.5
% 

69.7
% 

64.3
% 

71.0
% 

63.5
% 

69.9
% 

70.9
% 

69.0
% 

73.0
% 

Scien
ce 

63.3
% 

69.6
% 

66.2
% 

62.0
% 

68.1
% 

64.0
% 

68.7
% 

60.3
% 

62.3
% 

67.6
% 

63.8
% 

75.9
% 

72.6
% 

73.2
% 

77.9
% 

79.6
% 

82.3
% 

82.3
% 

80.3
% 

85.0
% 

81.7
% 

86.3
% 

87.1
% 

82.4
% 

87.0
% 

79.5
% 

84.6
% 

84.3
% 

83.3
% 

86.0
% 

                               

Key Stage 3 Level 5 + 

                               

1997 1998 1999 2000 2001 2002 Subje
ct BAR

N 
DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

Englis
h 

47.9
%       

58.0
% 

53.9
%       

65.2
% 

55.0
% 

56.0
% 

61.0
% 

59.0
% 

64.0
% 

53.1
% 

55.0
% 

57.0
% 

57.0
% 

64.1
% 

52.3
% 

59.0
% 

58.0
% 

61.0
% 

65.1
% 

59.0
% 

60.0
% 

62.0
% 

62.0
% 

67.1
% 

Maths 
49.4
%       

60.5
% 

51.0
%       

59.9
% 

53.8
% 

58.0
% 

56.0
% 

57.0
% 

62.8
% 

55.8
% 

59.0
% 

58.0
% 

59.0
% 

65.5
% 

57.9
% 

60.0
% 

63.0
% 

61.0
% 

67.1
% 

58.0
% 

61.0
% 

61.0
% 

62.0
% 

68.0
% 

Scien
ce 

50.7
%       

60.9
% 

47.5
%       

56.5
% 

43.9
% 

49.0
% 

49.0
% 

50.0
% 

55.5
% 

51.3
% 

55.0
% 

54.0
% 

54.0
% 

60.0
% 

57.6
% 

60.0
% 

61.0
% 

59.0
% 

66.6
% 

58.0
% 

61.0
% 

60.0
% 

61.0
% 

67.5
% 

                               

                               

Key Stage 4  

                               

1997 1998 1999 2000 2001 2002 
  BAR

N 
DO
NC 

RO
TH 

SHE
FF NAT 

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

BAR
N 

DO
NC 

RO
TH 

SHE
FF NAT  

5 A* - 
C 

28.6
% 

33.8
% 

37.4
% 

38.3
% 

45.1
% 

29.8
% 

34.1
% 

36.8
% 

38.0
% 

46.3
% 

32.4
% 

36.2
% 

47.9
% 

37.6
% 

47.9
% 

34.9
% 

36.8
% 

41.1
% 

41.1
% 

49.2
% 

35.1
% 

39.9
% 

43.1
% 

42.0
% 

50.0
% 

35.4
% 

39.6
% 

41.6
% 

41.4
% 

51.6
% 

1 A* - 
G 

87.3
% 

87.9
% 

90.4
% 

89.7
% 

92.3
% 

90.3
% 

89.7
% 

91.1
% 

90.8
% 

93.4
% 

91.4
% 

91.7
% 

94.0
% 

91.0
% 

94.0
% 

92.8
% 

91.4
% 

94.6
% 

91.5
% 

94.4
% 

93.0
% 

93.0
% 

95.0
% 

92.7
% 

94.5
% 

93.0
% 

93.0
% 

93.7
% 

91.3
% 

94.6
% 

APS 28.0 30.1 32.1 32.2 35.9 29.3 31.1 32.7 33.1 37.0 30.6 32.6 38.1 33.8 38.1 32.2 33.3 35.6 35.2 38.9 32.0 34.7 36.9 35.8 39.3 28.5 30.2 31.0 31.0 34.7 

 


